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RumeliDE Dil ve Edebiyat
5 Arastirmalar1 Dergisi
ISSN : 2148-7782

EDITORDEN
Kiymetli okuyucu,

RumeliDE Dil ve Edebiyat Arastirmalar: Dergistnin 13. Sayisini okurlara sunmanin ayr bir
kivanci icindeyiz. Bu sayida I. Uluslararas: Dil Konferans1 DU-ICOL / YAZMA- 2018 adl konferansta
sunulan ve hakem siirecinden gegen tebligler makale yazim kurallarina uygun hale getirilerek
yayimlanmigtir. Siirecten gecemeyen tebliglere yer verilmemistir.

Diizce Universitesi Hakime Erciyas Yabanci Diller Yiiksekokulu ve Egitim Fakiiltesi Yabanci Diller
Egitimi Boliimii'niin ortaklasa diizenledikleri Duzce University International Conference on
Language DU-ICOL / Writing — 2018 baglikl1 uluslararasi konferans 18-20 Ekim 2018 tarihlerinde
gerceklestirildi. Konferansin ana temasi yabanci dilde yazma iizerine yogunlasti. Yabanci dilde yazma
gibi nispeten spesifik bir alanda yapilan bir konferans olmasina ragmen, hem yurtdisindan hem de
yurticinden ¢ok sayida nitelikli teblig sunuldu. Konferans boyunca farkl iilkelerden ve {iniversitelerden
gelen akademisyenler yabanci dilde yazma becerisi iizerine edindikleri tecriibeleri karsilikli paylasma
imkani buldu.

Hem konferans siirecinde hem de konferans sonrasinda her zaman ulasilabilir olan ve biiyiik bir titizlikle
caligsan akademik kurula ve organizasyon kuruluna tegekkiirii borg biliriz.

Tebliglerini gézden gecirip yayima hazirlayan katilmecilarimiza, hakemlikleriyle hakemlerimize, yayin
kuruluna ve dergimize katkis1 olan herkese tesekkiir eder, makalelerin faydali olmasim dileriz.

Basari ve mutluluk dileklerimizle...

RumeliDE Yayin Editorleri
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RumeliDE Journal of Language

and Literature Studies
ISSN : 2148-7782

EDITOR’S NOTE
Dear Reader,

We are proud to present the 13t Issue of RumeliDE Journal of Language and Literature
Studies. In this issue, the papers which were submitted at the 15t Duzce University International
Conference on Language DU-ICOL / Writing — 2018 and passed through the arbitration process
were published in accordance with the article writing rules. Papers that cannot pass the process are not
included.

Duzce University International Conference on Language DU-ICOL / Writing — 2018 was held on
18-20 October, 2018 with the collaboration of Duzce University H. E. School of Foreign Languages and
the Department of English Language Teaching. The main theme of the conference was writing in an
additional language. Though the conference was focused on a relatively specific theme like writing in
an additional language, a great number of high quality presentations were given by academicians both
from Turkey and other countries. The participants from different countries and different universities had
the chance to exchange ideas on their experiences on writing skill in an additional language during the
conference. It is hoped that those papers in this issue of the journal will be of benefit to theoreticians
and practitioners in writing skill in an additional language.

We would like to show our gratitude to the scientific committee and the organizing committee for their
meticulous and ambitious work both during and after the conference.

We hope that you find the 13th Issue of RumeliDE Journal of Language and Literature Studies valuable.
Best wishes and thank you in advance for your future contributions to forthcoming issues...

RumeliDE General Editors
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Bu sayida I. Uluslararasi Dil Konferans1t DU-ICOL / YAZMA- 2018 adl konferansta sunulan ve hakem
siirecinden gecgen tebligler makale yazim kurallarina uygun hale getirilerek yayimlanmigtir. Siirecten
gecemeyen tebliglere yer verilmemistir.
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L. Uluslararas: Dil Konferans1 DU-ICOL / YAZMA- 2018
18-19-20 Ekim 2018
Diizce Universitesi, Konuralp Kampiisii

Mehmet Akif Ersoy Merkezi Derslikler

Duzce University 15t International Conference on Language DU-ICOL / Writing - 2018
18-19-20 October 2018
Diizce University, Konuralp Campus

Mehmet Akif Ersoy Lecture Halls
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Hedges and boosters in plenary speakers’ conference abstracts vs. novice
researchers’ conference abstracts:

Arzu EKOC2

APA: Ekog, A. (2018). Hedges and boosters in plenary speakers’ conference abstracts vs. novice
researchers’ conference abstracts. RumeliDE Dil ve Edebiyat Arastirmalari Dergisi, (13), 1-14. DOI:
10.29000/rumelide.504248

Abstract

Conference abstracts are essential components of academic studies as potential participants decide
to attend the session based on what they get from the content of the abstracts. However, conference
abstract writing has received relatively less attention compared to research article and thesis
abstracts. Representing and summarizing the whole presentation in a limited space requires
competence. In writing a conference abstract, one should take an academic speaking position by
claiming significance, credibility and novelty. In academic conferences, there are two or three invited
plenary speakers who are very experienced, full -fledged academics and in the concurrent sessions,
many novice researchers who are often at the very beginning of their academic studies. Novice
researchers’ abstracts are being assessed by scientific committees while plenary speakers’ abstracts
are exempt from this review process. Academics, whether they are experienced or novice, make use
of lexical hedging and boosting strategies that show their degree of confidence in the truth of their
statements but also reveal their opinions and attitudes to the reader. In this small scale study, 10
plenary speakers’ conference abstracts and 10 novice researchers’ conference abstracts are chosen
randomly from different conferences and the aim is to analyze if there is any variation between
plenary speakers’ conference abstracts and novice researchers’ conference abstracts in the use of
hedging and boosting strategies with regard to frequency counts on lexical bases.

Key words: hedges, boosters, abstracts, plenary speakers, novice researchers.

Acilis konusmasini yapan akademisyenlerle yeni arastirmacilarin konferans
ozlerinde kullandiklar: kacinmalar ve giiclendiriciler

Oz

Konferans ozleri, akademik caligmalarin 6nemli bir parcasidir. Katihimecilar, hangi oturuma
katilacaklar kararini genellikle konferans 6zlerine bakarak vermektedir. Ancak, konferanslar igin 6z
yazimi, makale ve tez 6zlerine gore literatiirde nispeten daha az ilgi gérmiistiir. Sinirli kelime sayisiyla
bir bildirinin 6zlinii vermek beceri gerektirmektedir. Bir aragtirmaci, 6z yazarken, yazdig seyin
onemini vurgulamaya, yeniligini ortaya koymaya ve inandiriciigini saglamaya calismaktadir.
Akademik konferanslarda tecriibeli, alanin onciilerinden bir iki akademisyen agilis konusmasini
yapar. ileriki oturumlarda ise genellikle akademik kariyerinin baginda olan arastirmacilar
bildirilerini sunmaktadir. Yeni arastirmacilarin génderdikleri 6zler, bilimsel komiteler tarafindan
incelenirken, acilis konugmasim yapan akademisyenlerin ozleri bu degerlendirme siirecinden

1 Part of this paper was presented as an oral presentation at Diizce University International Conference on Language (DU-
ICOL / WRITING - 2018) held on 18-20 October, 2018. .

2 Dr., Yildiz Teknik Universitesi, Yabanci Diller Yiiksekokulu, Temel ingilizce Boliimii, (istanbul, Tiirkiye),
arzuekoc@gmail.com, ORCID ID: 0000-0002-2106-368X [Makale kayit tarihi: 29.10.2018-kabul tarihi: 15.12.2018; DOI:
10.29000/rumelide.504248]
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muaftir. Tecriibeli ya da yeni arastirmaci olsun, akademisyenler, sozciiksel kaginmalardan ve
giiclendiricilerden yararlanmaktadir. Bu 6geler ortaya konulan savlara duyduklari giivenin derecesini
ve okurlara kars: tutumlarini ortaya koymaktadir. Bu kiigiik 6lgekli caligmada, 10 acihis konusmasi
yapan akademisyenin, 10 yeni arastirmacinin konferans 6zleri incelenmis ve kaginma, giliclendirme
stratejileri kullanim sikliklari agisindan herhangi bir farklilik olup olmadigi incelenmeye ¢alisilmistur.

Anahtar kelimeler: kacinmalar, giiclendiriciler, acilis konugmacilari, yeni aragtirmacilar.

Introduction

Academics, teachers and practitioners attend conferences not only as a participant but also as a
presenter as part of their continuing professional development and academic career. Presenting in
conferences is taken as an important element in one’s academic career. In order to be selected as a
presenter, researchers write and send their conference abstracts to organizing committees in order to
be assessed by scientific committees. While novice researchers’ abstracts are being assessed to be
included in concurrent sessions, there are plenary speakers who are invited to give a talk after the
opening ceremony. In contrast to concurrent sessions, plenary speeches are often given by one of the
leading professors in the field of ELT. Conference abstract writing focuses on writing in connection with
an academic oral event and some of its features can be determined by the requirements of the call of
papers as announced by the organizing committee. Novice researchers are trying to convince the
scientific committee that their study is worth listening. Conference abstracts are the point at which
participants are hooked or not. Abstract writing attracts attention as “a well-written abstract, according
to the norms of the discipline in question, would be more likely to attract a larger readership than
otherwise” (Samraj, 2002, p. 42). This piece of writing may also appear in conference proceedings.
Swales (1990, p. 178) pinpoints that “getting a presentation together typically enhances the likelihood
of the presenter eventually getting up with an acceptable RA [Research Article]”. Therefore, conference
abstract writing requires further studies.

Claiming insider credibility is critical in research genres. In this sense, abstract is one of the research
genres and needs to be taken seriously. Hyland (2000b, p. 78) mentions that:

Readers make judgments about the credibility of the writer as an informed colleague, a bona fide
member of the discourse community who is able to speak with authority on the subject.

Hedges and boosters are central elements in academic discourse that convey one’s degree of
commitment to their assertions and certainty degree while distinguishing their opinions from facts
(Dontcheva-Navratilova, 2016; Hyland, 2000a). Hyland (2000Db, p. 91) emphasizes that “these choices
are to some extent influenced by individual factors, such as self-confidence and experience”. Excluding
intrinsic factors such as personality and the level of self-confidence, the focus in this study is on the
frequency counts of lexical hedges and boosters in conference abstracts. The data in this study are built
of conference abstracts from leading international ELT conferences in Turkey. This study is built on
what is already known about abstracts, hedges and boosters, but adds to the growing bulk of literature
by taking conference abstracts into consideration. In this research area, there doesn‘t exist a study
conducted in order to compare plenary speakers’ and novice researchers’ conference abstracts. To fill
this gap, the aim of this paper is to analyze if there is any variation between plenary speakers’ conference
abstracts and novice researchers’ conference abstracts in the use of hedging and boosting strategies with
respect to frequency counts on lexical bases.

Hedges and boosters
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No matter what kind of text it is, the aim of a writer is to interact with the reader. To accomplish this
aim, writers make use of various linguistic devices. In Hyland (2004, p. 134)’s terms, metadiscourse
“refers to the linguistic devices writers employ to shape their arguments to the needs and expectations
of their target readers”. It has two sub-categories as interactive resources and interactional resources.
Hedges and boosters are parts of interactional resources. As Kim and Lim (2013, p. 130) underline “these
metadiscourse features control the level of personality in a text”. In Supasiraprapa and de Costa’s terms
(2017, p. 871), they “display the writer’s opinion or attitude, and help him or her establish a relationship
with the data, the arguments, and the reader”. Hedges and boosters show that “statements don’t just
communicate ideas, they also indicate the writer’s attitude to them and to readers” (Hyland, 2000b,
p-88). Hedges such as ‘might/perhaps/possible’ withhold writer’s full commitment to proposition while
boosters such as ‘in fact/definitely/it is clear that’ emphasize force or writer’s certainty in proposition
(Hyland, 2000Db). Also, hedges “also allow writers to open a discursive space where readers can dispute
their interpretations” (Hyland, 2005, p. 179). In Yagiz and Demir’s terms (2014, p. 260), “hedging can
be defined as a tentative language to avoid any certainty or to mitigate the statements to able to avert
possible criticism”. On the other hand, boosters “allow writers to express their certainty in what they say
and to mark involvement with the topic and solidarity with their audience” (Hyland, 2005, p. 179). In
Vazquez and Giner (2009, p. 219)’s terms, “they are both two sides of the same coin in the sense that
they both contribute to the persuasive import of academic communication”.

In the reviewed literature, there is a growing body of literature on these metadiscourse features.
Hamamec1 (2007) analyzed hedges in the research articles of non-native speakers and native speakers.
He found out that non-native speakers employed hedges more in introduction section while native
speakers use hedges in discussion and conclusion sections. Similarly, Yagiz and Demir (2014) examined
hedges in research articles in terms of nativeness of the writers and found out that native writers are the
ones who employed hedges the most in their research articles. It is not certain whether this case is
culture specific or not. Samaie et al. (2014) analyzed hedging strategies employed by English and Persian
writers in the introduction part of their research articles (RAs). It was found out that “English native
writers used modal auxiliaries, evidential main verbs, adjectives and nouns in RAs more frequently than
their Persian native writers' counterparts” (Samaie et al., 2014, p. 1678). Sogut (2014) examined native
American students’ and Turkish students’ employment of stance adverbials as hedges and boosters in
their English argumentative writings. The results demonstrated that “argumentative essays of students
are characterized by extensive use of boosters, and less limited use of hedges. It is found out that Turkish
non-native students use more diverse hedges and boosters than native American students use in their
argumentative essays” (Sogut, 2014, p. 71). Atmaca (2016, p. 309) compared the use of hedges in M.A
theses and Ph.D. theses and concluded that “hedges used in the Ph.D. dissertations nearly double those
in the M.A. theses”.

Writing conference abstracts

Abstract can be defined as a representation or summary of an associated text and it is the readers’ first
encounter with the text or presentation. There are different types of abstracts such as thesis abstract,
research article abstract and conference abstract. No matter what function it serves, it is taken for
granted that abstract is a critical genre in academic discourse. As Pearce and Ferguson (2017) put it:

the abstract is a written elevator speech, delineating the critical elements of what has been done, or
what is proposed to be done, and drawing the reader into the larger body of work the abstract
represents (p. 452).
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Abstracts can range from as few as 150 words to approximately 300 words. Brevity and clarity are
important for all types of abstracts. As Swales (1990) points out title and abstract are both front matter
and summary matter. Writing research article abstract and thesis abstract has been paid strict attention
in the reviewed literature. Abstract writing constitutes a central and gatekeeping place in which writers
show the significance of their research, the value of their work to the discipline and claim acceptance
from their community as legitimate members and “it is a kind of a ‘pass’ to the world science market and
research community that provides, if accepted, various opportunities for professional contacts and
communication” (Yakhontova, 2002, p. 217). An abstract should be “sellable and credible” (Ekoc, 2010).
As Curran (2016, p.2) pinpoints:

Resources such as ERIC and other databases often return only the abstract of a study, making it the
primary piece of information available for determining whether to invest further effort to acquire the
full text.

Abstracts share some characteristics with some genres but exhibit unique characteristics as well. The
features of abstract writing can be summarized as such (Hyland, 2000Db):

0 presenting the writer as competent community members

0 gaining readers’ attention

0 persuading readers to read on

0 demonstrating that they have both something new and worthwhile to say
0 showing the professional credibility as an insider

0 promoting oneself and the paper

0 a way of conducting social relationships with the colleagues

Conference abstract shares the common characteristics that are mentioned above but has some key
points that should not be missed. Many conference organizing committees give precise details and
provide an abstract template form. They think that “a consistent format also assists reviewers when they
evaluate submissions” (Beyea and Nicoll, 1998, p. 273). Evaluations will be done more smoothly based
on the rubric given to reviewers. Potential presenters should not consider these expectations as arbitrary
but try to conform to the details in order to be accepted as presenters by the scientific committee.

Abstracts have been seen as a challenging genre for several reasons. First, there is a restricted length of
the abstract. Given the word and space constraints for abstracts, abstracts carry a lot of weight as it
needs delicate attention and effort to explain one’s research in a limited space. This feature is valid for
all types of abstracts. Therefore, it doesn’t give the researcher enough space for including the other
authors’ works. Without including the other’s work, academic researchers try to offer a credible
representation of themselves and their work. In that sense, they also evaluate their material and what
they have done. Second, it has also been argued that abstracts have space limits and the number of words
allowed is not quite enough (Swales & Feak, 2000). Third, it can be seen as a challenging genre which
needs revising through many drafts. One of the difficulties is the selective representation. It doesn’t aim
to give the reader exact knowledge about the content of the paper but in an efficient way encourages
reader for further examination in the paper. So abstract writing is one of the pieces of writing in
advanced academic literacy, a writer should consider all the restrictions and conventions in writing the
abstract. There are some common mistakes evident in writing abstracts such as “poor writing, a lack of
important details, and misrepresentation of the manuscript” (Andrade, 2011). As Plakhotnik (2017, p.
52) notes, “a comprehensive abstract does not include information that is not in the manuscript in order
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not to confuse or mislead the reader”. There is sometimes mismatch between the content of an abstract
and oral presentation. This may cause disappointment among conference participants.

Some scholars (Salager-Meyer, 1990) argue that research article or thesis abstract should reproduce the
structuring of the full paper, reproducing the moves in the patterns of thought. However, its purpose,
rhetorical construction and persuasive intent are all distinct from the article or thesis (Hyland, 2000Db).
In writing a conference abstract, the researchers follow similar moves.

Hyland (2000Db, p. 67) offers a move-structure classification of abstracts shown in the table below:

Table 1. Hyland’s (2000Db) classification of rhetorical moves in article abstracts

Move Function

Introduction Establishes context of the paper and motivates the research or discussion.

Purpose Indicates purpose, thesis or hypothesis, outlines the intention behind the paper.

Method Provides information on design, procedures, assumptions, approach, data, etc.

Product States main findings or results, the argument, or what was accomplished.

Conclusion Interprets or extends results beyond scope of paper, draws inferences, points to applications
or wider implications.

Hyland (2000Db) takes attention to the fact that less than 5 per cent of the papers he had analyzed
contained all five steps in this sequence. The analysis of abstracts has pedagogic value since it can be
safely presumed that a well-written abstract, according to the norms of the discipline in question, would
be more likely to attract a larger readership than otherwise.

There is a growing body of research on abstracts in the reviewed literature. Although abstracts are
restricted in length, they are suitable for genre investigation. Abstracts have been seen in the literature
as an independent discourse. Some studies compared thesis abstracts with research article abstracts. El-
Dakhs (2018) compared thesis abstracts and research article abstracts and found out that they
“represent two distinct genres which greatly influence the writing of all their sections, including
abstracts” (El-Dakhs, 2018, p. 58). Some further studies on abstracts have focused on moves and
linguistic features. For instance, Hyland (2000b, p. 63) analyzed 800 articles to “determine how writers
use this genre to typically situate themselves and their work in their disciplines, how they display
credibility and ‘membership’. Gillaerts and Van de Velde (2010) analyzed 72 research article abstracts
in terms of interactional metadiscourse. Onder-Ozdemir and Longo (2014) also focused on
metadiscourse in Turkish and USA postgraduate students’ abstracts in MA thesis written in English.
They showed that “the incidence of evidential, endophorics, code glosses, boosters, attitude markers,
self-mentions were fewer in Turkish students’ master thesis abstracts. However, Turkish students used
metadiscourse transitions, frame markers and hedges more than USA students” (Onder-Ozdemir and
Longo, 2014, p. 59). Montesi and Urdiciain (2005, p. 515) examined the types of problem abstracts may
pose for potential users such as “terminology, over-condensation, lack and excess of information,
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expectations and coherence, structure, register and layout”. Harris (2006, p. 137) considered abstract
writing as “the foundation for improved scholarly writing” and offered a model consisting three steps to
teach abstract writing: “(1) laying the foundation, (2) communicating expectations and evaluation
criteria, and (3) scaffolding for success” (Ibid, p.143). Ufnalska and Hartley (2009) focused on the
quality of abstracts and contrasted rating scales with two other methods of evaluation. Hu and Cao
(2011, p. 2795) analyzed 649 abstracts from 8 journals of applied linguistics in Chinese- and English-
medium and indicated that “abstracts published in English-medium journals used more hedges than
the ones published in Chinese-medium journals and the abstracts of empirical research articles used
significantly more boosters than the non-empirical academic articles”. Afshar and Bagherieh (2014, p.
1820) analyzed hedges in “40 MA/MS abstracts of Persian Literature and Civil Engineering theses
written both in Persian and English based on the taxonomy of hedges by Salager-Meyer (1994)”.
However, in the literature, the focus has been on research article and thesis abstracts, but conference
abstracts didn’t get the attention that they deserve. To fill this gap in the literature, this study will focus
on conference abstracts.

Method

20 conference abstracts from international conferences in Turkey were selected randomly to be the
corpus of the study. In this small-scale study, 10 of them were plenary speakers’ abstracts while 10 of
them were abstracts from concurrent sessions. The corpora of plenary speakers’ abstracts contain 1727
words and the corpora of novice researchers contain 2198 words. It should be noted that plenary
speakers tend to write shorter abstracts when compared to speakers in the concurrent sessions. They
are not supposed to conform to the restrictions and expectations given in the call of papers. In order to
detect hedges and boosters in conference abstracts, Hyland’s (2000b, p. 188-189) list of items
expressing doubt and certainty were used (see Appendix). Some features such as using or avoiding
passives, first person singular and plural pronouns, inanimate subjects were added to the list. They are
shown below with some examples from the abstracts.

Results and discussion

As for findings, the presence of modal verbs, reporting verbs and other forms of lexical items that show
interactional metadiscourse were coded. In the table, the percentages given below for each item are out
of 1727 words for plenary speakers’ abstracts and out of 2198 words for novice researchers’ abstracts. It
was seen that novice researchers made use of hedges more frequently than plenary speakers. The use of
a great number of hedges in their abstracts suggests that novice researchers cautiously anticipate
readers’ reactions. From Table 2, it can be seen that passives constitute almost half of the hedging
devices used by novice researchers.

Table 2. Hedges employed by the researchers

Plenary Speakers’ Use of Lexical Hedges Novice Researchers’ Use of Lexical Hedges
Frequency Percentage Frequency Percentage
Assumption (1) (% 0.0579) Almost (1) (% 0.0455)
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Belief (1) (% 0.0579) Certain (1) (% 0.0455)
Maybe (1) (% 0.0579) Implication (1) (% 0.0455)
Possible (4) (% 0.2316) Likely (1) (% 0.0455)
Suggest (1) (% 0.0579) May (2) (% 0.0909)
Would (2) (% 0.11581) Might (1) (% 0.0455)
We (5) (% 0.28952) Most (4) (% 0.1820)
Passives (7) (% 0.40533) Often (1) (% 0.0455)
Inanimate nouns (8) (% 0.46323) Seen (1) (% 0.0455)
Seem (1) (% 0.0455)

Should (1) (% 0.0455)

Sometimes (1)

(% 0.0455)

Suppose (1) (% 0.0455)
Would (1) (% 0.0455)
We (4) (% 0.1820)
Passives (37) (% 1.6833)

Inanimate nouns (22)

(% 1.0010)

Total (30)

(% 1.7371)

Total (81)

(% 3.6852)

It was seen that most hedges were expressed impersonally by novice researchers. Impersonalisation

strategies include passives and nominalization. Rather than cognitive verbs such as “think and believe”,
passives were highly used by novice researchers. In the following case, the researchers employed

passives to report the steps of the research:

The topics and related authentic reading along with visual materials were sent and given to the
participants in advance. The elicitation tasks of semi-structured interviews and online platform were
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used to collect data. The participants were also involved in data analysis process to provide reliability
of the study (AN3).

Afterwards, students are asked to answer certain questions about the movie to evaluate the
differences between the groups (AN6).

Verbs such as “show, demonstrate” are combined with inanimate subjects, a common practice in novice
researchers’ abstracts. They wanted to be seen objective as they distanced themselves from their
findings. In order to avoid criticism, they employed hedging strategies.

But the results also revealed the challenges that teachers face, and some obstacles for them during
the integration process (AN9Q).

The findings suggest the need for EFL teachers to be provided with in-service trainings on this issue
and with culturally rich course materials at appropriate levels (AN9).

It can be seen that one major difference between plenary speakers and novice researchers is the heavy
use of passives and inanimate nouns in novice researchers’ abstracts. As Samaie et al. (2014, p. 1684)
put “hedging also indicates that writers know the rules of conduct by showing concern regarding the
face of the others”. Similarly, Hyland (2000Db, p. 93) states that:

Mitigating certainty allows writers to take a stance towards their claims while protecting them from
potentially critical responses from readers.

As Ekoc (2010, p. 57) emphasizes:

It shouldn't be underscored that the use of hedges reflects a certain maturity in writing. On the other
hand, the high frequency of use of these strategies can be a marker of novice writers, but the absence
of these strategies in students' academic writing may result in inadequate writing.

In line with Samraj’s study (2002), first-person plural pronoun “we” is considered as a hedging device
in this study as the use of first-person plural pronouns denote that the responsibility is shared among
researchers who contributed to the presentation as in the following examples:

When we examine the advantages of using ICT in vocabulary as well as in language teaching, first of
all, we realize that it is a learner centered approach and helps the learners become autonomous
learners (AN2).

Novice researchers employed hedges like “may, might, likely” that show uncertainty and indicated that
information is presented as opinion.

However, the kind of the question and the strategies teachers follow after asking a question may show
differences (ANS8).

Many English language instructors and scholars alike have been interested in searching the
effectiveness of various methods and strategies which might be used in the EFL classes so as to enable
pupil’s acquirement of language skills and enhance the learning and teaching process (AN6).

Plenary speakers seemed not to employ hedges as much as novice researchers and they seem relatively
more assertive and certain in their claims. This may stem from the fact that they are full- fledged
academics in their fields. Some realization of hedges by plenary speakers can be seen in the following
examples:

In a world increasingly characterized by labels and divides, it would be naive to think that the field of
English Language Teaching (ELT) will be immune to and unaffected by these patterns (AP3).
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This talk will include information on the origins of critical thinking, and its role in education and
suggest ways for integrating the critical thinking instruction into EFL reading/writing classes (AP9).

Table 3. Boosters employed by the researchers

Plenary Speakers’ Use of Lexical Boosters Novice Researchers’ Use of Lexical Boosters
Frequency Percentage Frequency Percentage
Clear (1) (% 0.0579) Actually (1) (% 0.0455)
Determine (1) (% 0.0579) Demonstrate (2) (% 0.0909)
Expect (2) (% 0.1158) Determine (1) (% 0.0455)
Given that (1) (% 0.0579) Evidence (1) (% 0.0455)
Know (1) (% 0.0579) Expect (1) (% 0.0455)
More (1) (% 0.0579) Find (1) (% 0.0455)
Particularly (1) (% 0.0579) Given that (1) (% 0.0455)
Will (12) (% 0.69484) Inevitable (1) (% 0.0455)
Won't (1) (% 0.0579) More (5) (% 0.2275)
1(5) (% 0.28952) Show (5) (% 0.2275)
Wwill (6) (% 0.2730)
Total (26) (% 1.5055) Total (25) (% 1.1374)

Table 3 indicates that plenary speakers and novice researchers employed approximately the same
amount of boosters in their abstracts. With “will”, researchers expressed the certainty of expected
outcomes. From the table above, it is evident that plenary speakers combined first-person singular
pronoun with “will”. Therefore, the first-person singular pronoun “I” is included as a booster to the list
by the researcher as the use of first-person singular pronoun combined with “will” shows the presence
of the writer and his/her individual contribution to the disciplinary community. Although the first-
person singular pronoun is associated with hedges in some categorizations, it is categorized as a booster
in this study. As a form of authority and self-promotion, there are many occurrences of the first-person
pronoun “I” in plenary speakers’ abstracts. In the following examples, one can see such instances:

In this talk, I will touch upon some of the specific areas of foreign language classroom interaction
(e.g., questioning strategies, giving feedback, use of L1), and how to reflect on these (AP1).
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I will comment on the new English language programme specificially designed for the 2017-2018
Academic Year (AP2).

In academic writing, researchers are suggested not to use first-person singular pronoun. It can be
assumed that plenary speakers felt more free when they structured their abstracts while novice
researchers cannot ignore established rules within academic community. Maybe, the reason why
conference participants attend plenary talks is to get their personal opinions. Therefore, the use of first-
person singular pronouns is understandable. Novice researchers tended to avoid first-person pronoun
as “many saw it as inappropriate for novices, believing that it conflicted with the requirement of
objectivity and formality in academic writing” (Hyland, 2004, p. 143).

On the other hand, novice researchers used “will” with inanimate nouns or first-person plural pronouns:

This paper will discuss the benefits of using drama as a teaching strategy and its power to engage all
learning styles (AN1).

We will explain both advantages and disadvantages of using ICT in vocabulary teaching and learning
process in addition to giving several examples of its usage during the presentation (AN2).

Novice researchers preferred to use discourse-oriented verbs like “show, demonstrate” as boosters.

The results of these studies demonstrate that movies in EFL classrooms have a significant role in the
language learning and teaching environment (AN6).

The results obtained from the teachers’ perception of updating, reflection and collaboration activities
showed that most of the teachers wanted to develop their professionally as long as the activities were
meaningful, effective, efficient and technology-based (AN4).

Conclusion

An abstract is the representation of a proposed work or a completed work. In both cases, it should
highlight the work in a way that will engage the reader. Abstracts are the pieces of texts that will be read
by far greater numbers than the manuscript. As for conference abstracts, potential participants will see
the title and abstract to decide which session s/he will attend. Therefore, an abstract should be “sellable
and credible” (Ekoc, 2010). Time is precious for participants and they want to attend to the sessions
that meet their needs. Therefore, abstract writing is not a simple reduction of the presentation but show
the credibility of the speaker. Plenary speakers are invited presenters, so they are exempt from the
review process and elimination of potential participants. This affects the way they structure their
abstracts.

This paper focused on the hedging and boosting strategies employed by plenary speakers and novice
researchers in their conference abstracts. As it is a small scale study, the findings cannot be generalized.
Based on the comparison, it can be seen that novice researchers’ abstracts were characterized by
abundant use of passives and impersonalization strategies as hedges. The least difference in number
appeared in boosting strategies. However, it is not surprising to see that plenary speakers expressed
themselves in a more confident way and used the first-person singular pronoun while there is no
occurrence of the first-person singular pronoun in novice researchers’ abstracts, which makes them less
assertive. With the occurrence of first-person singular, plenary speakers didn’t distance themselves from
their study but took responsibility instead. They asserted their authority.

In graduate and post-graduate studies, abstract is a kind of genre that needs attention as graduates and
post-graduates will write abstracts for their theses, research papers, and conferences and so on. In
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academic writing courses, special attention can be given to abstract writing as novice researchers will
try to be part of the discourse community of their discipline by writing conference abstracts as potential
presenters. Graduates and post-graduates should learn to conform to a formal structure while
navigating their tone, voice and attitude. Therefore, it is also important to teach graduate and post-
graduate students to select necessary hedging and boosting strategies. One should learn to balance these
features in their pieces of writing. These features help one to avoid face-threatening acts while showing
certainty and credibility. More extensive studies will help for the more clear-cut preferences of hedges
and boosters among experienced and novice researchers. This analysis can also be done in different
disciplines to understand disciplinary variations.
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Appendix
Hyland’s (2000b, p. 188-189) list of hedges:
HEDGES
About Frequently Perhaps Speculate
Admittedly (in) general Plausible Suggest
Almost Generally Possibility Superficially
(not) always Guess Possible(ly) Suppose
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Apparently Hypothesise Postulate Surmise
Appear Hypothetically Predict Suspect
Approximately Ideally Prediction Technically
Argue (we) imagine Predominantly Tend
Around Implication Presumably Tendency
Assume Imply Presume In theory
Assumption Indicate Probable(ly) Theoretically
Basically Infer Probability Typically
My/our belief Interpret Provided that Uncertain
I believe Largely Propose Unclear
A certain X Likely Open to question Unlikely
Certain extent Mainly Questionable Unsure
I /we claim May Quite Usually
Conceivably Maybe Rare(ly) Virtually
Conjecture Might Rather Would
Consistent with More or less Relatively
Contention Most Seen (as)
Could Not necessarily Seem
Deduce Normally Seemingly
Discern Occasionally Seldom
Doubt Often (general) sense
Essentially Ostensibly Should
Estimate Partly Shouldn't
Evidently Partially Somewhat
Formally Perceive Sometimes

Hyland’s (2000Db, p. 188) list of boosters:
BOOSTERS ‘ ‘
actually in fact ‘ precise(ly)
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always the fact that prove

assured (ly) we find (without) question
certainly given that quite

certainty impossible(ly) reliable(ly)
certain that improbable(ly) show

clear (ly) Indeed sure(ly)
conclude inevitable(ly) surmise
conclusive(ly) we know we think
confirm it is known that/to true

convince (at) least unambiguous(ly)
convincingly manifest(ly) unarguably
couldn’t more than undeniab(ly)

of course Must undoubted(ly)
decided(ly) necessarily unequivocal(ly)
definite(ly) Never unmistakab(ly)
demonstrate no doubt unquestionabl(ly)
determine obvious (ly) well-known
doubtless particularly will

is essential Patently won’t

evidence Perceive wouldn’t

expect plain(ly) wrong(ly)
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Yiicel'in Shakespeare’de ortiilii ¢eviri stratejileri: Hamlet ve Bir Yaz Gecesi Riiyast igin yeniden yazma olanaklar1 / Y. D. Cinar
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Can Yiicel’s implicit translation strategies on Shakespeare: Rewriting
possibilities for Hamlet and A Midsummer Night’s Dream:!

Yesim Deniz CINAR?

APA: Cmar, Y. (2018). Can Yiicel’s implicit translation strategies on Shakespeare: Rewriting
possibilities for Hamlet and A Midsummer Night’s Dream. RumeliDE Dil ve Edebiyat Arastirmalart
Dergist, (13), 15-24. DOI: 10.29000/rumelide.504249

Abstract

In today’s world, translation and rewriting are both considered as umbrella terms to define translated
literature though differing in content. Translation as an umbrella term may bring forth the idea of
‘conformity’ to the target text whereas rewriting may recall ‘changes’ made to the original. The term
“rewriting” has been used to define works that are ‘inferior’ examples of the target text. To oppose
this traditional view, theorists like Gideon Toury, Rosemary Arojo and Kaisa Koskinen claim that all
texts refer to one another in many ways, and the concept of rewriting should still be handled carefully
as discussions on translation and textual production still continue. In the Turkish literary system,
Can Yiicel’'s translation of William Shakespeare’s sonnets and three plays, namely Hamlet, A
Midsummer Night’s Dream and the Tempest have stood out as examples of free translation. Yiicel
called himself ‘Tiirkge Soyleyen’ (Rewriter in Turkish) to escape from harsh criticism that said his
work was “not translation”. Such discussions are likely to fade away because today’s translation
theories see textual production since the beginning of history as rewriting. In such a case, the ‘loyalty’
to target text should be considered as a paradigm because it may be challenged as well as the umbrella
terms like translation or rewriting. According to modern translation theorists it is the translators’
choices that make literature ‘different’ from one another and these should be respected.

Key words: Rewriting, loyalty, dynamic influence, imagery.

Yiicel’in Shakespeare’de ortiilii ceviri stratejileri: Hamlet ve Bir Yaz Gecesi
Riiyasti icin yeniden yazma olanaklar:

Oz

Giiniimiiz diinyasinda, geviri ve yeniden yazma birbirinden farkl edimler kabul edilseler de, ceviri
edebiyati tamimlamak i¢in cergeve terimler olarak kullamilirlar.Ceviri terimi, ‘sadakat’ kavramin akla
getirirken,yeniden yazma genellikle kaynak metne yapilan ‘degisiklikleri’ ifade etmek igin
kullanilir.Bu baglamda ‘ yeniden yazma’ kaynak metinle karsilastirildiginda ‘ gorece az degerli’ kabul
edilmektedir.Bu geleneksel goriise karsi ¢ikan kuramcilardan Gideon Toury,Kaisa Koskinen ve
Rosemary Arojo, metinlerin birbirleriyle bir ¢cok sekilde baglantili oldugunu 6ne siirerek,ceviri ve
yazinsal {iretim siirecinin dinamikligi nedeniyle ‘yeniden yazma’ kavraminin dikkatlice ele alinmasi
gerektigini belirtmektedirler.Tiirk edebi dizgesinde, Can Yiicel’in William Shakespeare’in soneleri ve
ii¢ oyun cevirisi, Hamlet, Bahar Noktast ve Firtina gegmiste ‘serbest ceviri’ olarak
degerlendirilmistir.Can Yiicel ise yapitlarinin ‘ceviri olmadigini’ iddia eden yapici olmayan elestirilere
cevap olarak kendini ‘Tiirk¢e Soyleyen’ olarak adlandirmistir.Giiniimiizde ise bu tartismalarin sonu
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gelmek tizeredir ¢iinkii ¢eviri kuramlar: artik ‘yeniden yazma’ kavramin tarihin baglangicindan beri
iretilmis metinleri tanimlamak i¢in kullanmaktadir.Bu baglamda, ‘metne sadakat’ bu cerceve
terimler gibi sorgulanabilir bir paradigma haline gelmistir.Cagdas ¢eviri kuramlarina gore, edebi
metinleri birbirlerinden farkh kilan saygi duyulmasi gereken gevirmen secimleridir.

Anahtar sozciikler:Yeniden yazma, sadakat, dinamik etki, imge.
1. Introduction

In literary history, translation and rewriting have both been considered as umbrella terms to define
translated literature although what to call a ‘translation’ is still a challenge. The main argument of this
study is that both terms pose limitations over translated Shakespeare. What may be the drawbacks of
calling his works translation or rewriting then? Translation as an umbrella term will traditionally bring
forth the idea of Toyalty’ to the target text whereas rewriting may point mostly distorting the original.
As mentioned above both terms are problematic because they tend to label and pinpoint translated
Shakespeare. Is it an absolute necessity to describe and categorize literary translations then? How can
such labelling be replaced for the good of translated literature?

Translation theorists, namely Rosemary Arojo and Kaisa Koskinen claim that all texts refer to one
another in many ways. Therefore, using the term ‘rewriting’ that would classify translations as ‘inferior’
examples of the target text according to norms is mostly avoided. Translation has not been merely
associated with secondariness or failure. To take the argument further, Rosemary Arojo, claims that the
translator’s activity has been related to evil and blasphemy, to indecency and transgression. (Arojo,
1995:21) Kaisa Koskinen,on the other hand, clarifies the translator’s role in the hierarchical opposition
where the original text and its author are placed on the upper level while second hand interpretations
and interpreters on the lower (Koskinen, 1994:447). As formerly stated by Roland Barthes, the image of
literature to be found in ordinary culture is tyrannically centered on the author (Barthes, 1988: 143).
Therefore, positioning and repositioning of the translated literature have always been problematic.
Traditionally any radical abrigement or shortened forms of translated literature have fallen under this
category. As an outstanding example of rewriting, William Shakespeare’s Hamlet has been translated
from Arabic to English and English to Arabic many times. In the Turkish literary system,however, the
discussions of rewriting are centered around Can Yiicel’s translation of William Shakespeare’s sonnets
and three plays, namely ‘Hamlet’, ‘A Midsummer Night’s Dream’ and ‘the Tempest’. Yiicel was mostly
criticized by his radical style as well as using explicit words in translation.

As a result Yiicel had to call himself ‘Tiirkce S6yleyen’ (Rewriter in Turkish) (Celebi, 1999: 38) to escape
from harsh criticism that said his work was “not translation” . Yiicel’s translation choices did not comply
with the norms imposed on translated Shakespeare. Other translators of Shakespeare such as Biilent
Bozkurt (1991) and Talat Halman (2001) have both claimed in the prefaces to their translated work that
they stuck to the norms imposed mostly by the academia to make Shakespeare meaningful to the Turkish
reader. It should be considered that both translators have explained their translator choices in the
modern sense. However, Can Yiicel could not explain himself well because rejection of such norms was
his translator strategy. The literary world embraced both Halman and Bozkurt’s translations which were
well explained. However, they were Can Yiicel's translation strategies that better reflected the
multiplicity of meaning in Shakespeare. This eventually led to controversy and his style was mistakingly
labelled as rewriting.
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Such discussions are likely to fade away because today’s translation theories see textual production since
the beginning of history to define the term rewriting. In such a case, the loyalty’ to target text and the
image of ideal translator may be challenged. It would then be possible to ask who would determine the
loyalty of textual production. Is there a touchstone for all texts? All literary texts and their translations
form a polysystem, as Itamar-Even Zohar (1990) claims, that no one will have total control
over.Therefore, Shakespeare translations of Bozkurt, Halman and Yiicel are actually correlated. They
exist to form one another in a polysystem of literature despite the severity of discussions over
Shakespeare in Turkish. Therefore, what is Shakespearean and what is not will not be decided by any
critic, translator or writer because it is admitted that the conscious or subconscious translator choices
form the perspective on a literary work.

2. Critical work over Can Yiicel’s rewriting

To take the argument further, Can Yiicel’s translation of Hamlet and Midsummer Night’s Dream as
examples of dynamic equivalence is worth considering. In this work, highlighting discussions on
‘rewriting’ will be the main focus with theories from Itamar-Even Zohar, Rosa Maria Olher, Dirk
Delabastita. To exemplify, comparison of the two translations of William Shakespeare’s Hamlet and A
Midsummer Night’s Dream by Can Yiicel will be the method as well as Hamlet by Biilent Bozkurt
published in 1999. Yiicel’s Hamlet dates back to 1992 but the second edition was published in 1997 with
no preface and criticism. Instead, in an interview made by Suat Karantay (1989) titled ‘Can Yiicel ile
Soylesi’Yiicel claims that there is an obligation to translating poetry such as “conveying the counterparts
of what is being said and the components of organic unity” (Yiicel, 1989:11- see also. Demirkol, 2006:
47).3

To exemplify what was received as translation and rewriting, it would be apt to say that Can Yiicel’s
Hamlet has no editorial or preface while Bozkurt (1991) has chosen to include four critical works. Yiicel’s
free translations seem to lack the tone that ‘academic translation’ calls for and it is surprising to
remember that Yiicel had never called himself a Shakespeare translator.Interestingly, Bahar Noktast
can also be read as a political allegory to criticise marriage and politics. Therefore;during Yiicel’s time it
remained unclear whether Bahar Noktas1 was rewriting or not.

It was Basar Sabuncu (2002) who helped clear the argument when he agreed to write a documentation
of the staging and dramaturgical process of ‘Bahar Noktasi’ by explaining ‘rewriting process’ for the
stage. Sabuncu openly claimed that Yiicel rejected the idea of a Shakespearean fairy tale. Yiicel viewed
‘A Midsummer Night's Dream’as a covered up depiction of everyday reality or the other side of the coin.
There are endless possibilities when it comes to personal choices in the hidden realm but they are
regularized with the practice of marriage as a social contract. In the play when Hermia refuses to marry
her suitor, macho ruler Tezeus says that she will have a life but give no birth.Consequently, in this play,
there is a king who defines what is life what is not. Yiicel’s translations comply with Sabuncu on his
comment that the play is completely based on the idea of swapping partners to exemplify an alternative
political atmosphere.

From the critical piece by Basar Sabuncu (2002; 11), it is possible to learn Bahar Noktas is a successful
translation because the paralelism between the Turkish culture and an English fairy play made the play
stageable. Titania, the fairy queen was translated as ‘Miizeyyen’ because the name looked capricious
enough in Turkish. Oberon becomes ‘Babaron’, with implications on his manly power. So, the audience

3 Translated by Yesim Deniz Cinar

Adres | Adress
Kirklareli Universitesi, Fen Edebiyat Fakiiltesi, Tiirk Dili ve Edebiyat1 | Kirklareli University, Faculty of Arts and Sciences, Department of
Boliimii, Kayali Kampiisii-Kirklareli/ TORKIYE | Turkish Language and Literature, Kayali Campus-Kirklareli/ TURKEY
e-posta: editor@rumelide.com | e-mail: editor@rumelide.com



18 / RumeliDE Journal of Language and Literature Studies 2018.13 (December)

Can Yiicel’s implicit translation strategies on shakespeare: rewriting possibilities for Hamlet and A Midsummer Night’s Dream /
Y. D. Cinar (p. 15-24)

is drawn into the play without much effort because if it had been presented as an English fairy play, it
would not have become the symbol for resistance for actors who were expelled from Municipality
Theatre due to political reasons.

According to drama critic Cevat Capan (1981), on the other hand, Can Yiicel “translates allusions made
by Shakespeare to the sources that only his people would understand in such a skilful way that, the
power of connotation and richness in meaning is retained.” 4(31) Cevat Capan (1981), also claims that
Shakespeare is now free because it is being ‘understood’ by the Turkish audience. Because the actors did
not find it problematic to set the play in the Turkish context, the perspective of Sabuncu worked well.
When Miizeyyen complains about not being able to gather with her minions because of the fight between
her and Babaron about the slave boy, she uses the word ‘cem etmek’s for their gathering. The whole play
was contextualized in such a way that the audience finds relevancy between two cultures. According to
Capan (1981), it was nothing but use of imagination that made this staging very different from what he
calls kaknem akademiklik®, in English. Eventually, ‘Bahar Noktast’ became the Shakespeare comedy
to laugh at.

The paratextual analysis Can Yiicel translation of Midsummer Night’s Dream, according to Itamar-Even
Zohar’s (2000) theory, places Shakespeare’s plays and translations in Turkey into the center because
they were culturally both presented and represented. According to Zohar, no piece of literature is
independent of social and linguistic systems that it belongs to as translated works or literature correlate
in at least two ways:

“(a) in the way their source texts are selected by target literature, the principles of selection never
being uncorrelatable with the whole co-system of the target literature (to put it in the most cautious
way); and (b) in the way that they adopt specific norms, behaviours and policies- in short, in their use
of the literary repertoire-which results from their relations with the other co-systems” (Zohar, 2000:
192)

Also to Itamar-Even Zohar (1990), the effect of a translation is directly linked to the ways that:

“they adopt specific norms, behaviours and policies-in short, in their use of the literary repertoires
which results from their relations with the other home co-systems and the place of a work is
determined by ‘innovatory (“primary”) or conservatory (“secondary”) repertoires, depends on the
specific constellation of the polysystem underneath them.” (Zohar, 1990: 46)

To take the argument further,under the light of Susan Bassnet and André Lefevere’s rewriting of
literary works’ it would be proper to focus on Can Yiicel’s Hamlet to trace dynamic equivalence in ‘Can
Babaca’ (Canese) translation. Considering the effect of the rewriting of ‘Bahar Noktast’, it can be said
that the influence is directly be linked to the functional equivalence. Therefore, dynamic equivalence
between the source text and Can Yiicel translation needs to be studied. Obviously, critics who found his
work almost ‘vulgar’ because Yiicel made Hamlet swear on stage, failed to recognize that slang and
swear are the two basic ways of shifts in everyday language that may function as elements of poetic
discourse if used diligently.

As a negative example of reception, the marketing strategy of ‘Okuyan Us Yayinlart’ for ‘Bahar Noktast’
pushes Shakespeare into the periphery by labelling it as erotic literature. Editorial work should retain
unbiased perspective about the work; however, Bahar Noktasi, a play which became the flag for the

4 Translated by Yesim Deniz Cinar
5 A religious gathering in Bektashi context
6 rigid academic perspective
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intellectual resistance to the coup d’état management- suffers under such a sub-category and as an
attempt to undercover its strong political influence.Consequently, this may be interpreted as censorship
because publishing houses may impose limitations when it comes to choice of works especially of
political nature. Yiicel’s translation was mostly received as rewriting because the political perspective
remained hidden.

3. Can Yiicel’s contextualization in drama

As Turkish theatre embraced Shakespeare’s plays as the result of modern culture planning, the Ministry
of Education led by Hasan Ali Yiicel, editors, dramaturgists, and translators of the project seemed to
have stayed away from the Ottoman Drama tradition. It could be argued if culture planners of the
modern Turkish Republic had embraced Dariilbedayi of the Ottoman world and saw the relevance with
‘the people’s theatre’, rewriting of Shakespeare translations in Turkish would be better appreciated. As
in the example of Can Yiicel's Bahar Noktasi, Yiicel's creativity seems to be rooted in the
characterization techniques of traditional Turkish theatre.

As the example of the translation of tragedy, Yiicel’s word choice and use of imagery, contributes to the
dynamic equivalence of the translation by disclosing the ambiguity in Hamlet. The reason why his
approach was not praised shows he was ahead of the translation scholars in terms of stage adaptation
methods. Yiicel’s context and cultural shifts were mostly condemned in his time. As Dirk Delabastita
puts it, “most decisive steps to such a flexible approach to translation were taken by Gideon Toury, who
aptly summarised the historical variability of translation as ‘difference’ across cultures, ‘variation’ within
a culture and ‘change’ over time” (Delabastita,2010:196). In a way, his translator choices made this
rewritten Hamlet both stageable and readable in Turkish because Yiicel seems to have promoted cultural
equivalence. This shows that he also had extensive knowledge about stageability.

After Yiicel’s translation was published, there was a huge dispute among scholars of translation and
literature. He was severely criticised for not ‘being loyal’ to source text, constructing an Ottoman world
in Elsinore by his use of old Turkish made up of both Farsi and Arabic words. Moreover; he was accused
of making the play ‘unstagable’ because of analogies like “bir ihtimal daha var o da &6lmek mi
dersin?”7(Yiicel, 1992: 62) which reminds the audience a famous drinking house song in Turkish.
Unfortunately, very few people in his time paralleled this choice as a ‘deliantion effect’of modern drama
tradition but as of an insult to Shakespeare cannon. He also made use of slang which vexed the
intellectuals in the academia who believed that Shakespeare’s royalty would never swear. Yiicel was so
severely criticised that he gave up calling himself an interpreter and said, “I am a rewriter in Turkish!”
(Celebi, 1999: 38). As Delabastita (2010;197) summarises the end of the argument of ‘translatability’,
as a part of the multiplicity of meaning in the cultural context that the “ cultures should be left to decide
themselves and for reasons which are proper to them what constitutes ‘literature’ and ‘translation’ and
what they can be expected to do within the total range of discursive options” (Delabastita,2010; 197).
The perspective of Delabastita did not exist at a time that Yiicel was mostly criticised for his method by
individuals without flexible approach to cultural paradigms.

In addition to the criticism made by scholars to Yiicel’s translation of Bahar Noktas: with its explicit
word choice and imagery, the work is mostly pinpointed by its contextualization. In other words, Yiicel
changed the names of certain characters and placed the whole play into a ‘mahalle’ (district) context,
where the rage and fury of the characters looked paralel to Turkish culture. Therefore; how Yiicel’s texts

7 To be or not to be; that’s the question.
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were received by Turkish theatres and how their performance choices add to the value of his translations
are also critical. In this context, the role of Bogazi¢i Oyuncular1 should be remembered because they
staged ‘Hamlet’, ‘Firtina’ and ‘Bahar Noktast’ in different times to display that rewriting(s) of these
plays were possible. Can Yiicel’s Bahar Noktas: translation is an example of rewriting because the
translation also gives room for experimental dramaturgical work as exemplified by Bogazigi
Oyuncularr’s performance. Translation theorists today are able to explain how texts may communicate.
As Rosa Maria Olher (2004) puts it, in modern sense we should see translation as ‘a communication
activity, not as a mere product.’ (75) Therefore, Olher’s theory is the next step to Toury’s polysystem
theory because ‘social, cultural and psychological dimensions’ of the text are the dominating factors to
become counterparts in modern staging.

Since there are no footnotes in Yiicel’s translations it may be assumed that both Hamlet and A
Midsummer Night’s Dream were only for staging. In his famous soliloquy, when Prince Hamlet says
“Var olmak ya da olmamak”8 in Bozkurt’s (1991: 114) translation the audience wonders why Hamlet’s so
called depression leads him to philosophical questions since in English, ‘to be’ may both mean to live
and to survive. The interpretation of his words would be “To live or to survive, that’s the question”
because there is a great danger for him to get murdered in Elsinore like his father.

Therefore; Can Yiicel (1997) translates the first lines of the famous soliloquy as “bir ihtimal daha var, o da
olmek mi dersin?” (62); which are also the first lines of a famous classical Turkish song. 9 With this
translation, theme of death is introduced to the play very ironically. Translation scholar Isin Bengi Oner
stresses the complexity of his translations because they “do not fit so we call them acceptable but his
texts is in total concordance with the source text while in staying total harmony with the target text.”
(Oner, 1997: 101)

In Yiicel’s translation, Hamlet is talking about not only his death but also the death of Elsinore. Yiicel’s
Hamlet ‘foresees’ the fact that all characters except Horatio die at the end of the play by
murder.Shakespeare chose to write this in an implicit way, However, Yiicel (1997) chose to elaborate it
to ready the audience for the terrible cycle of ‘unnatural deaths’ on the stage.Unlike his father’s death,
Hamlet’s murder of Polonious has a big impact on the audience because as a tragedy character, at the
very moment, Hamlet loses the chance of a decent future or being throned as the King of Denmark.

Although generally being consistent and more explicit as a critic,on the other hand, Biilent Bozkurt’s
Hamlet is harder to grasp as a theatrical text because Bozkurt’s translation strategies look
contradictory. As an example, Bozkurt makes two controversial comments on Shakespeare’s Hamlet
firstly by saying “to know Shakespeare is to be Western literature, culture and theatre.” and we see in
the play “ourselves and humanity as well as today and the past”. (Bozkurt,1991:9). Secondly when he
regards western culture as a tool for the readers to culturally perfect themselves we understand we are
in the realm of hierarchical positioning of the source text as superior to the translation produced.

Bozkurt effortlessly passes the responsibility of ‘constructing meaning’ to the reader by saying “The
reader should push the limits of his/her imagination by swapping roles of the audience, actor, director
or producer and stage the play inside his/her mind (Bozkurt,1999: 10). Bozkurt looks totally against the

8 Original Text: “To be or not to be; that’s the question.”
9 Eng. Translation: “Per chance death is awaiting us?”
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idea of the role of the translator as a reader and translator’s choices that make texts different from each
other.

From this critical perspective, in “The Preface to the Second Edition” Bozkurt tried to devise his own
methods to criticise Yiicel when he wrote:

“for me, the priority is not rewriting Hamlet ‘the play of plays in Turkish’, therefore by no means
interested in translating the play closer to Turkish culture in concordance with the Turkish language.”
(Bozkurt, 1991:6)

However, Bozkurt contradicts with his perspective while saying “his initial aim was not to change and
distort Hamlet” (Bozkurt, 1991:17) instead of making it “understandable and flowing. Consequently, it was
Can Yiicel who gazed Shakespeare imagery from different perspectives to excel in Turkish throughout
Hamlet.

Bozkurt (1991) repeats himself when in his article “Hamlet’i Tiirk¢e'ye Cevirirken” (Translating Hamlet)
while explaining his views on translation:

“...understanding and conveying carries an obligation of changing or interpreting a work because of
one’s perspective” (Bozkurt, 1991: 18).

Bozkurt also openly claims that:

“...the duty of the translator to change as less as possible.” (Bozkurt, 1991:17)

Here, he denies two things: First, the role of the translator as a reader and the fact that multiple readings
form ‘a perspective’. If there is one ideal text that cannot be changed and translated, it is pretty clear
that the writer is not Shakespeare because of the mind-tickling mystery surrounding his plays and the
playwright’s identity. Bozkurt seems to reject the perspective of the translator while saying, “in this
translation, the reader has been regarded as a part of the audience not the reader of a poem or a novel”
and suggests the reader to find meaning in the mimics and gestures of an actor.Bozkurt’s diligent work
on the translation of Hamlet seems to be backstabbed by vague translation strategies. Interestingly,
Bozkurt admits that drama writers, filmmakers or television series producers are ‘free to adapt
(Bozkurt,1991:9). Therefore; in his perspective, translating a literary text should conform to the concept
of “fidelity”.

4. Can Yiicel’s translation of cultural elements

Yiicel’s translations are different not only because of translating ‘Shakespeare’s language’ but also
because of reconstructing a Shakespearean world in Turkish using the words or jargons compatible with
the contexts in plays. As extraordinary examples, it is possible to spot the two different Muslim worlds
in two different plays. Yiicel’s Hamlet’s uses Muslim jargon when he says:

“Kefaretsiz, kelime-i sehadetsiz, ¢ikarmadan giinah, Kimseyle helallasmadan yollandim Sirat
Kopriisii'ne” 10 (Yiicel, 1992:32, 33).

This could be a mixture of Muslim and Christian jargons and Yiicel seems to do it on purpose to explain
the old king was buried as if he did not have any faith. His choice is remarkable because instead of using

10 Original text: “Cut off even in the blossoms of my sin/Unhousel'd, disappointed, unanel'd,/No reckoning made/but sent
to my account/With all my imperfections on my head: ...”
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the common word “kitapsiz” 1, he lists all possible words or jargons that would convey the meaning to
the audience to contribute to the context.It has not been made clear by Shakespeare and Yiicel respects
this gap. This is one example of the appreciation of multiplicity of meaning that Shakespeare’s plays
require.

In the context of Hamlet for example, it is critical because it is a ‘play within a play’. Yiicel’s use of
authentic vocabulary to reflect Hamlet’s rebellion against the king using Turkish jargon was received as
aproblem. Yiicel’s Hamlet is a prince who says ‘anamin namusu lekelenmis”2.Therefore, the text is not only
translated linguistically but culturally. Therefore, a textual analysis on the ‘cultural translation’ is needed
to justify Yiicel’s translator choices. Hamlet’s father was described as ‘kahpece 6ldiiriilmiig3, to make
the play more understandable for the Turkish audience.

Another consideration to study his Hamlet is the use of semi-religious vocabulary. Some of the idioms
concerning faith may well be interpreted as a Muslim context but may also be regarded as a universal
idea about fate. When Hamlet learns about his father’s murder by his uncle from his ghost he thinks of
wiping all his ‘elifba™4, in English, he means the basic book for manners to be able to murder his uncle
both for the revenge and the kingdom. As for Bahar Noktasi, clarification of the idiom use and word
choice is even more important. There are five different contexts in the play. First, it is possible to set the
play into Turkish district context. Then with the arrival of Titania, and her reference to their religious
rituals as “cem”5 one may assume that the whole play was going to take place in a sanctuary in Turkey.
When we hear the amateur actors speaking, we can assume that the play was going to take place among
gipsies and non-Muslim community in Istanbul like Balat.

In terms of religious vocabulary, Bahar Noktas: displays an interesting cultural shift. In the play
Miizeyyen (Titania) complains about the dispute between her and Babaron (Oberon) like this:

“Baksana eristi erigeli beri Nevruz, ne orman, ne ¢ayir, ne kumsal, ne pinar, ne fiskiyeli havuz, senin
bu deli sagmalarin yiiziinden cem olup bulusamiyoruz.” (Yiicel, 2003: 54) ¢

The quotation shows that Yiicel chose to contextualize fairy gathering into Bektashi context who would
celebrate the arrival of spring as Nevruz.” These are remarkable translational choices and these comply
with modern translational norms and embrace the multiplicity of meaning in Shakespeare. With the
exchange of lovers to the end of the play, we can assume that the dream was taking place in gentlefolk
who are really confused about love. Only with Puck’s final speech at the end, we understand that we are
in theatre.

5. Conclusion

Can Yiicel (Celebi, 1999:38- see also. Cavusoglu, 2007:1) had to call himself a “rewriter” in Turkish
because his choices or perspectives were not well understood in his time. As mentioned above, he was
severely criticized for using explicit vocabulary in Shakespeare plays. Yiicel’s translations, like every
other theatrical text, are bound to change according to editors’ or theatre directors’ choices. Despite the
criticism, his translations are mostly staged or adapted. It would be the the corpus of an upcoming article

1 Eng. translation: lacking faith

12 Eng. translation: “my mother’s honour has been disgraced”

13 English meaning ‘slaughtered villainy’

14 First two letters of Arabic alphabet, used to talk about basic things

15 Religious gathering in the Bektashi context

16 Original text : “ To dance our ringlets to the whistling wind/But with thy brawls thou hast disturb'd our sport.”
17 Persian spring festival time
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to study the world of Prospero, the magician who creates the island in people’s minds. Using Yiicel’s
translation of it as Firtina, which is open to lots of possibilities while offering limitations to the
translator’s word choice may form the basis of a good academic work. Contextualization in this play is
critical because what is true or imaginary cannot be said until the end. The reception and how Prospero’s
world is recreated is very much dependent upon choices of translators. Therefore, the discussions on
Can Yiicel’s Firtina may double because his translation was considered as ‘rewriting’ of an imaginary
world.

To conclude, it may be problematic to set clear boundaries over literature because translational norms
and theories are mostly prone to change over time. Therefore, it is better to be cautious while calling a
piece of translated literature as rewriting, free translation or adaptation. Apparently, such labelling
works both against the work and the translator.
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Abstract

The aim of the study is to investigate the relationship between EFL learners’ writing performance and
their use of writing strategies in the context of voluntary-based English Preparatory School. To do
this, Writing Strategy Inventory developed by Ozbay (2008), semi-structured interviews and
students’ writing grades of their 3rd midterm exam were used. Writing Strategy Inventory was
delivered to 166 students; however, only 152 students took the midterm exam. Following the
quantitative data collection procedure, semi-structured interviews were carried out with 15 students
chosen via extreme case sampling method based on the students’ scores on the Writing Strategy
Inventory. The results show that there is a significant but a low correlation between students’ writing
strategy use and their midterm results. However, during the interviews, students state that they can’t
use the writing strategies during the exams because of limited time for the writing part or just because
the strategies such as searching the topic on the internet and looking up dictionaries they generally
use are not appropriate for the exams. Furthermore, the use of writing strategies does not differ
according to gender; on the other hand, students with higher self-proficiency level use more writing
strategies.

Key words: L2 writing, writing strategies, writing performance.
EFL ogrenenlerin yazma stratejisi kullanimi ile yazma puanlar1 arasindaki iliski
Oz

Bu calismanin amaci istege bagh hazirlik simflarinda yabanei dil olarak Ingilizce 6grenen 6grencilerin
yazma stratejileri ile yazma performanslari arasindaki iliskiyi arastirmaktir. Bu amacla Ozbay (2008)
tarafindan gelistirilen Yazma Stratejileri Envanteri, yar1 yapilandirilmig goriisme, 6grencilerin
iiglincli vize simmavi sonuclar1 kullanilmigtir. Toplamda 166 6grenci Yazma Stratejileri anketini
doldurmustur ancak sadece 152 6grenci ii¢lincii vize sinavina girmistir. Strateji anketi ile nicel verinin
toplanmasinin ardindan 6grencilerin strateji envanterinden aldigi puanlar tizerinden gergeklestirilen
ug orneklem yontemi ile segilen, iiglincli vize sinavina girmis 15 6grenci ile yar1 yapilandirilmig
goriisme gerceklestirilmistir. Ogrencilerin vize sinavi sonuclar ile kullandiklar1 yazma stratejileri
arasinda anlamh ancak zayif bir iligki bulunmustur. Ancak goriisme sonuglar1 6grencilerin internet

1 Part of this paper was presented as an oral presentation at Diizce University International Conference on Language (DU-
ICOL / WRITING - 2018) held on 18-20 October, 2018.
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ve sozliik gibi genelde kullandiklar stratejilerin sinav ortami i¢in uygun olmamasi ve de sinavlarda
kisith bir siireye sahip olmalar1 nedeniyle yazma stratejilerinden genel olarak faydalanamadiklarini
ortaya koymustur. Ayrica yazma stratejilerinin kullanimi cinsiyete gore degismemekle beraber, 6z
yeterlilik seviyesi yiiksek olan 6grencilerin daha ¢ok yazma stratejisi kullandig ortaya ¢ikmistir.

Anahtar kelimeler: ikinci dilde yazma, yazma stratejileri, yazma performansi.
Introduction

Writing in FL (foreign language) is one of the key skills required in both academic and professional
areas; however, as a productive skill, it is not always an easy task for learners. Unlike in L1 (first
language) writing, L2 (second language) learners learn the language itself and how to write in that
language simultaneously (Hayland, 2003). Thus, L2 writing has its own difficulties; as Weigle (2005)
explains L2 learners, especially ones with low proficiency levels, cannot easily access linguistics and
lexical knowledge that they already have in their L1 while they write in the target language. In short, as
Hinkel (2011) briefly indicates “L2 written discourse paradigms are principally, strategically, and
globally different from those found in L1 writing” (p. 528).

The enrollment of international students in colleges and universities directed the researchers to
investigate L2 writing in the 1950% and 1960s (Hinkel, 2011), and it has grown remarkably since 1990s.
(Manchon, 2012). As a result of this growth, different theories have come out, but these theories have
not taken the place of one another but used together (Gordon, 2008), and as Manchon, Larios and
Murphy (2007) state, “ writing strategies should be viewed within a wider research movement known
as process writing” (p. 229). In process writing, focus is not on the product but on the cognitive stages
that the writer go through, namely - planning, composing and revising (Gordon, 2008).

On the other hand, researchers started to take the social dimensions of the writing process into
consideration in 1990s and in accordance with this movement, the studies of L2 writing strategies have
shifted from purely cognitive approaches to socio-cognitive orientations (Manchon et al., 2007). For
example, Zimmerman and Risemberg (1997) proposed a socio-cognitive model of self-regulation in L2
writing. They argue that the self-regulation is composed of three forms as environmental, behavioral
and covert of personal; these forms of interact reciprocally, as well. Based on these forms, they also
suggest ten major self-regulatory techniques that the writers most commonly practice.

Manchon (2012) states that a variety of personal and situational variables mediate the development of
L2 writing, so it is a multifaceted phenomenon; as Ozbay (2008) states, L2 writers’ use of writing
strategies is one of those variables, as well. However, most of the studies investigate the generic language
learning strategies rather than L2 writing strategies (Raoofi, Binandeh & Rahmani, 2017). In addition,
there are also very few studies investigating the relationship between learners’ use of writing strategies
and their writing achievement (Chen, 2011).

The role of writing strategies in L2 writing and the gaps mentioned above by the researchers conducted
the current research. Based on these, our research questions are as follows;

1) Does the use of L2 writing strategies differ according to gender?
2) Does the use of L2 writing strategies differ according to students’ self-proficiency level?
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3) Is there a relationship between students’ writing strategy use and their writing scores?
Methodology

This section presents the overall research design, participants, data collection instruments, and data
collection procedures and analysis.

Research design

The study is a correlational survey aiming to find out the relationship between students’ use of L2 writing
strategies and their writing scores. For this, both quantitative and qualitative data were used for
triangulation. Triangulation is a process in which different types of samples, data and data collection
instruments are used for the validation of the findings (Creswell, 2012).

Participants

The English preparatory program at Diizce University is voluntary-based; that is, when the students
start university, it is their own will to study English or to go on their departments. The participants of
the study are 166 (52 females and 114 males) students studying English at Hakime Erciyas Foreign
Language School at Diizce University in 2017-2018 academic year. In addition, 92 of the participants
are from Engineering Faculty, 65 of them are from Business Faculty, and 9 of them are from Forestry,
Tourism and other Faculties.

Data collection instruments

Writing Strategy Inventory was developed by Ozbay (2008) for her PhD thesis. The inventory is mainly
based on Zimmerman and Risenberg’s (1997) model of self-regulation in writing and Grabe and Kaplan’s
(1996) writing model (Ozbay, 2008). It is based on 5-likert scale and consists of three subscales as pre-
writing strategies (strategies used before writing), while-writing strategies (strategies used while
writing) and reviewing/revising strategies (strategies used after writing). It has 30 items in total, and
the first subscale — pre-writing — consists of 8 items, the second subscale— while-writing strategies -
includes 13 items, and the last subscale— reviewing/revising strategies - consists of 9 items. In addition,
none of the statements in the inventory is negatively stated. In Ozbay’s (2008) study, the inventory was
found to be highly reliable (a = .94), and for the current study, Cronbach’s alpha coefficient is .94, too.

To triangulate the data, semi-structured interviews were conducted. The interviews are mainly based on
two questions; what writing strategies the students use in general and and if the use of these strategies
affect their writing performance in general and writing exam scores.

Data collection procedure and analysis

In the first phase, by using convenience sampling method — “choosing the nearest individuals to serve
as respondents and continuing that process until the required sample size has been obtained or those
who happen to be available and accessible at the time” (Cohen, Manion & Morrison, 2007, 113), Writing
Strategy Inventory developed by Ozbay (2008) together with personal information form was delivered
to 166 EFL learners studying English at voluntary-based preparatory school at Diizce University. In the
second phase, 15 students were chosen among 152 students who took the 34 midterm exam in the spring
term. Those students were chosen based on their scores on the writing strategy inventory by using
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extreme case sampling — “a kind of purposeful sampling in which you study an outlier case or one that
displays extreme characteristics” (Creswell, 2012, 208). Students’ scores on writing strategy use were
sorted from highest to lowest, and students were chosen among the ones who are at the top or bottom
of the list. Then, semi-structured interviews with the students were conducted to triangulate the
quantitative data.

Quantitative data were analyzed via SPSS 23.0. Skewness and kurtosis values of students’ total score of
writing strategy inventory and 3¢ midterm writing scores were calculated. They were found to be
between -1 and +1 — skewness = -.324 (SE = .188), .466 (SE = .197) and kurtosis = .092 (SE = .375), .534
(SE = .391) respectively. Tabachnick and Fidell (2013) assert that skewness and kurtosis ratios between
+1.5 and -1.5 indicate normal distribution, so we could carry out parametric tests for all the analysis. In
this sense, Independent Samples t test for the research questions 1 and 2, Pearson Product Momentum
Correlations for the research question 3 were used.

For the analysis of the qualitative data, voice-recorded interviews were first transcribed. Then, the
transcriptions were critically evaluated and main headlines were constructed.

Results

First, descriptive statistics were conducted to have an insight into the participants’ use of writing
strategies in general before answering the research questions. The results reveal that participants use
the writing strategies at a moderate level (M = 3.37, SD = .65). In addition, the use of the strategies in
each part, strategies used before writing (M = 3.35, SD = .77), strategies used while writing (M = 3.33,
SD = .68), and strategies used after writing (M = 3.41, SD = .71), are also very at a moderate level.

To answer the research question 1 “Does the use of L2 writing strategies differ according to gender?”
Independent samples t test was carried out. The results are presented in table 1 below.

Table 1: Independent samples t-test results for the participants’ use of writing strategies by gender

Gender N Mean Std. Deviation T Df Sig. (2-tailed)
Female 52 3.50 0.65

1,750 164 0,82
Male 114 3.31 0.64

As shown in table 1 above, female students (M = 3.50, SD = .65) use writing strategies slightly higher
than male students (M = 3.31, SD = .64) do. However, it is not at a statistically significant level, t(164) =
1.75, p = .082.

To be able to answer the research question 2 “Does the use of L2 writing strategies differ according to
students’ self-proficiency level?” Independent samples t-test was conducted. The results are presented
in table 2 below.

Table 2: Independent samples t-test results for the participants’ use of writing strategies according to
their self-proficiency level
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Self-Proficiency N Mean Std. Deviation T df Sig. (2-tailed)
Low 48 3.15 0.63

2,73 164 ,007
Mid 118 3.45 0.65

As presented in table 2 above, participants who considers his/her proficiency level higher (M
= 3.45, SD = .65) use significantly more L2 writing strategies than those considering his/her proficiency
level lower (M = 3.15, SD = .63), t(164) = 2.73, p = ,007.

To answer the research question 3 “Is there a relationship between students’ writing strategy use and
their writing scores?” Pearson Product Momentum Correlation was used. The results are presented in
table 3 below.

Table 3: Correlations between participants’ use of writing strategies and their writing scores

Writing Scores

Pearson Correlation 233"
Writing Strategy Use Sig. (2-tailed) .004
N 152

Correlation is significant at the 0.01 level (2-tailed). **

As shown in table 3 above, there is a positive significant relationship between students’ use of writing
strategies and their midterm exam scores, p = .004; however, it is at a modest level (r = .233).

To have a deeper understanding of the participants’ use of writing strategies, semi-structured interviews
were conducted. First of all, all the participants stated that the items in the writing strategy inventory
reflect their usage in general. In addition, to learn more about the strategies used by the participants,
the first main topic of the interviews was “what strategies they use in general”, and the main headlines
constructed based on the students’ responses are presented in table 4 below.
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Table 4: Interview results for the participants’ reported use of writing strategies

High Low
strategy users strategy users
Searching for the topic or related vocabulary )
before writing 4
Planning 5 3
Using Dictionary 3 -
Translation 2 2
Reviewing 8 4
Consulting peers/teachers 2 1

As presented in table 4 above, the students who scored highly on the writing strategy inventory reported
using more strategies as expected. In addition, only the use of translation as a writing strategy is stated
by equal number of participants. The mostly reported strategies are “reviewing” (a strategy used after
writing) and “planning” (a strategy used before writing). It is also remarkable to note that one student
reported using compensation strategies “paraphrasing or using synonyms” in the exams since he cannot
have an access to the internet or a dictionary. In addition, one student stated using no strategies at all.

Discussion

Research findings on the use of L2 writing strategies are both limited and contradictory. Mutar and
Nimehchisalem (2017) and Liu’s (2015) studies reveal that there is a significant difference between male
and female learners’ use of L2 writing strategies. In the present study, female learners were found to be
using more strategies, but it is not a significant level.

Takeuchi, Griffiths and Coyle (2007) state that the use of language learning strategies’ relation to success
directs the LLS research field. As in Bai, Hu and Gu (2014) and Raoofi, et al.’s (2017) studies, the current
study reveals a positive linear correlation between the use of L2 writing strategies and L2 proficiency.
However, it is a chicken-egg question whether the high usage of strategies increases L2 proficiency or
vice versa (Griffiths, 2003).

There are not many studies on the relationship between the use of L2 writing strategies and writing
achievement (Chen, 2011). Unlike the previous studies (Chen, 2011; Liu, 2015; Ozbay, 2008), the current
study reveals a positive but weak correlation between the learners’ use of L2 writing strategies and their
writing exam scores. This might be because all the students use strategies to some extent as the
descriptive statistics present a moderate level in general; on the other hand, what is more important is
the effective usage of these strategies. As Bai, et al. (2014) summarize, the use of writing strategies may
differ between more and less successful writers qualitatively rather than quantitatively. In addition, the
underlying reason behind the weak correlation might be the lack of access to certain strategies or simply
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the limited time allocated for the writing as the interview data reveals. Excerpts from the interviews give
us more details to explain the issue; for example,

Excerpt 1: “I feel so stressed in the exams that I cannot even think of any other things but just writing.
Nothing else comes to my mind; I just write and write maybe at the end I just quickly reread....”

Excerpt 2: “I usually use the internet to search for the topic and related vocabulary, but in the exams
I cannot use any of these.... Hmmm, time prevents me from revising the text, as well....”

Excerpt 3: “...I can only finish writing the text in the exam; I have no time to plan my writing, correct
my sentences or check the topic sentence, coherence etc.”

Moreover, Chen (2011) explains that the writing strategies have a correlation with achievement but the
achievement in writing is affected by some other personal and situational factors; language proficiency
and motivation can be some of these factors, as well. In addition, Hinkel (2011) explains that low L2
proficiency effects the creation of high-quality texts negatively. One of the interviews explains as follows;

“I cannot write very well and get low marks from the exams... hmmm I do not want to
write, either. I believe my English is not very good. I do not study English at all and I do
not use anything special to improve it. That is the only reason why my writing grades are

so low, using strategies or not has no effect on the issue....”

Conclusion

The current study reveals no difference between the male and female learners’ use of writing strategies.
On the other hand, it was also found out that learners with high self-proficiency use more writing
strategies and their writing scores weakly correlate their use of L2 writing strategies. These results imply
that strategies has an important role for the development of L2 writing. The direction of the correlation
between L2 proficiency and L2 learning strategies is uncertain, but learners with the goal of high
proficiency in L2 must produce compositions with high quality (Hinkel, 2011 and Gordon, 2008). In this
sense, the effective use of writing strategies can help learners for their development of writing. In
addition, learners’ strategies can be modified by strategy instruction (Manchon et al., 2007). Via this
way, students can be taught some strategies that they can use under any circumstances such as exams
so that they can be more successful.
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Oz

Bu calismanin amaci, Shakespeare’in Macbeth oyununu Oztiirk Kasar (2009) tarafindan ceviri
gostergebilimi gercevesinde derlenen yazinsal metinlerde gostergebilimsel ¢éziimleme adimlarindan
oznelik yetisi bakimindan ¢6ziimlemek ve oyundaki yiikiimsiiz 6zne iceren baglamlarin dort Tiirkce
gevirisini geviri gostergebilimi bakis agisiyla degerlendirmektir. Bu amaca yonelik olarak, Jean-
Claude Coquet (1997; 2007) tarafindan 6ne siiriilen “Soyleyenler Kurami” 1s1g1nda yiikiimsiiz 6zne
olarak saptanan baglamlar, Oztiirk Kasar'in (2017) Coquet'den benimseyerek ceviri gostergebilimi
coziimlemesi icin olusturdugu Yiikiimsiiz Ozneler Tipolojisine gore simflandirilmistir. Ayrica,
yiikiimsiiz 6zne iceren baglamlarda soyleyenin Coquet'nin simiflandirmasina gore (Oztiirk Kasar,
2012; 2017) hangi bilesenin etkisinde oldugu bulunmustur. Ceviri géstergebilimi bakis acisiyla ceviri
degerlendirmesi icin Oztiirk Kasar'in (Oztiirk Kasar ve Tuna, 2015) Ceviride Anlam Bozucu Egilimler
Dizgeselligi kullamilmistir. Ceviri degerlendirmesi sonucunda, Tiirk¢e ceviri metinlerde de 6zgiin
metindeki ylikiimsiiz 6znelik durumu igeren baglamlarin bir kisminda yiikiimsiiz 6zneligi gosteren
gostergeler korunuyorken, baz1 baglamlarda 6zgiin metindeki yiikiimsiiz 6znelik durumunun Tiirkce
¢eviriye yansimadigi, anlam bozucu egilimlerin yer aldigi bulunmustur. Ceviri gostergebilimi, bir
ceviri elestirisi modeli degil, bir metin ¢6ziimleme modeli olarak ortaya ¢ikmistir ve var olan ve
gelecekteki yazin cevirmenleri icin bir 151k gorevi gérmektedir. Oztiirk Kasar'i (2009) ifade ettigi gibi
geviri gostergebilimi sdylem diizeyinde okur ve cevirmene, sOylemleraras1 diizeyde ¢evirmen ve
editore, sOylemdiistii diizeyde ise geviri aragtirmacilarina katkida bulunur. Anlam bozucu egilimler
yazin c¢evirmenleri tarafindan her zaman kaginilmasi gereken durumlar olarak degil, bazen de
cevirmenlere anlam tuzaklarinin nasil iistesinden gelinebilecegine 1g1k tutan durumlar olarak
gorlilmelidir.

Anahtar kelimeler: Oznelik yetisi, ceviri gostergebilimi, ceviri, sdyleyenler kuram, yiikiimsiiz
ozne.

Subjectivity: a step of semiotics of translation and translation evaluation of a
play from semiotics of translation point of view

Abstract

The purpose of this study is to analyze subjectivity in the play Macbeth by Shakespeare based on the
semiotics analysis steps compiled by Oztiirk Kasar (2009) in the framework of semiotics of
translation and evaluate four Turkish translations of the contexts with “non-subjects” in light of
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semiotics of translation. To this end, the contexts with “non-subjects”, determined according to the
“Theory of Instances” by Jean-Claude Coquet (1997; 2007), were further categorized based on
“Typology of Non-subjects” adopted and compiled by Oztiirk Kasar (2017) for semiotics of translation
analysis. The components influential on the instances in contexts with non-subjects were determined
based on Coquet’s (in Oztiirk Kasar, 2012; 2017) categorization of components. “Systematics of
Designficative Tendencies in Translation” by Oztiirk Kasar (in Oztiirk Kasar and Tuna, 2015) was
adopted for translation evaluation of the contexts with non-subjects. The findings of the translation
evaluation showed that while the signs pointing to the non-subject state of the instances were
preserved in certain contexts in the translated texts, it was not an infrequent condition that the signs
implying the non-subject state of the instances were not transferred into the translated texts, with
designificative tendencies coming to the fore. Semiotics of translation is a text analysis model rather
than translation criticism, and it sheds light on literary translation for professional and potential
literary translators. As posited by Oztiirk Kasar (2009), semiotics of translation could be to the benefit
of readers and translators in discourse level; translators and editors in inter-discourse level; scholars
in translation studies in meta-discourse level. Designificative tendencies are not something to be
evaded by literary translators all the time, but rather they might be instrumental in guiding literary
translators to overcome the pitfalls and traps in the meaning universe of literary texts at times.

Key words: Subjectivity, semiotics of translation, translation, Theory of Instances, non-subject.
1. Giris

Gostergebilim, 1913 yilinda hayatin1 kaybeden Ferdinand de Saussure ve 1914 yi1linda hayatini kaybeden
Charles Sanders Peirce tarafindan hayattayken birbirlerinden habersiz ve bagimsiz bir bicimde 6ne
siiriilmiig bir bilim alanidir. Tiirkcede “gostergebilim” adiyla kullanilan bu alan, diinya literatiiriinde
“semiotics (Ingilizce), sémiotique (Fransizca)” ve “semiology (ingilizce), sémiologie (Fransizca)”
adlartyla karsimiza ¢ikmaktadir. Goriildiigi gibi Anglofon ve Frankofon literatiirde iki farkl ismi olan
bu alan, Tiirkcede sadece “gdstergebilim” adiyla kargilik bulmustur. Hawkes’a (1977) gore hem semiotiks
hem de semioloji gostergebilim anlamina gelip aynmi seyi ifade ediyorken, “semioloji” Saussure
tarafindan, “semiotiks” ise Peirce tarafindan kullanilan terimlerdir. Coquet ve Oztiirk Kasar (2003),
Tiirkcede aym karsilik ile kullanilan bu iki farkli terimin arasinda 1970lerden bu yana kullanimda bir
niians ortaya ¢itkmaya basladigini 6ne siirmiislerdir. “Sémiologie denildiginde, ...daha toplumsal icerikli,
gostergenin toplum icindeki yasamini inceleyen..., sémiotique denildigindeyse, daha ¢ok anlamlama
olgusunu ..., anlamlama dizgelerini inceleyen dal anlasiliyor” (Coquet ve Oztiirk Kasar, 2003: s. 133).
Buna ragmen, giiniimiizde Tiirk¢ede bu iki farkli terim ayni karsilik (gostergebilim) ile kullanilmaktadir.

Saussure (2001), bir dil gostergesinin “bir nesneyle bir ad1” degil, “bir kavramla bir isitim imgesini” (s.
107) birlestirdigini ifade etmistir. Bu onermeye gore, “masa” objesi bir kavram iken, m-a-s-a ses
birimlerinden olusan kelime karsihigi bir isitim imgesidir. “Biitiinii belirtmek icin gdsterge sozciigii
kullamilmali, kavram yerine gosterilen ve isitim imgesi yerine de gosteren terimleri benimsenmelidir”
(ibid, s. 109). Saussure’iin (2001) bu tanimlarina gore; kare, yuvarlak veya dikdortgen gibi cesitli
sekillerde ve boyutlarda gorebilecegimiz “masa” objesi gdsterilen, m-a-s-a ses birimleri bir araya
geldiginde gosteren, gosterilen ve gdsterenin birlesimi de gdsterge olmaktadir. “Gostergelerin toplum
yasami i¢indeki yasamini inceleyecek bir bilim” olarak “géstergebilim diye adlandirilacak” bir bilimin
ortaya cikacagini ve bu bilimin “gostergelerin ne oldugunu, hangi yasalara baglandigin1” (ibid, s. 46)
inceleyecegini miijdeleyen Saussure, gostergebilimi genis bir bilim alam olarak gormiis ve dilbilimi,
gostergebilimin bir alt kolu olarak nitelemistir.
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Dilbilimi dahi i¢ine alacak kadar genis ¢aph tasarlanan gostergebilim alaninin, pek ¢ok bilim alani ile
iligki icinde olmasi olagan bir durum olarak diisiiniilebilir. Morris (1938) “dilbilimciler, mantik
bilimciler, filozoflar, psikologlar, biyologlar, antropologlar, psikopatologlar, estetik bilimciler ve toplum
bilimcilerden olusan aragtirmaci ordusunun” (s. 77) gostergebilimden yararlanarak kendi alanlarindaki
gostergeleri inceledigini, bu durumun da gostergebilime disiplinlerarasi bir nitelik kattigini belirtmistir.
Bu 6nerme, gostergebilimin ¢ok genis capta bilim alani ile iliski icinde oldugunu gostermektedir. Noth
(1995) ise gostergebilimin Morris tarafindan sayilandan ¢ok daha fazla bilim alani ile iligki icinde olarak
disiplinlerarasi bir kimlige biiriinmiis oldugunu ifade etmistir. Eco (1978), gostergebilimin tekil bir
bilim olmaktan ziyade “disipilinlerarasi bir yontem veya yaklasim” olarak goriilebilecegini One
siirmiigtiir (s. 83). Hodge (1988) “social semiotics” (toplumsal gostergebilim) terimini one siirerek
sosyal bilimlerin gostergebilim ile iligkili oldugunu ve ¢oziimleme yontemlerinde gdstergebilimin
yontemlerinden faydalandiklarim ifade etmistir. Gostergebilimin “yayilime1 (imperialist) ve en genis
capli bilim alan1 olarak goriildiigiinii”® ©One siiren Suhor (1992: s. 228), “gostergebilimin
disiplinlerarasiliga temel olusturan kapsayici bir kavram” (ibid, s. 229) oldugunu belirtmistir. Valsiner
ve Gertz (2007) “gostergebilim ve diger bilim alanlar arasindaki cakismaya odaklanarak cesitli
anlamlama sorunlarina disiplinleraras1 bir yaklasim” (s. 198) sergilenebilecegini, bdylece
gostergebilimin disiplinlerarasi bir 6zellige sahip oldugunu ifade etmistir.

1.1. Ceviri gostergebilimi

Bu kadar ¢ok bilim alani ile iligki icinde disiplinlerarasi bir nitelikte olan gostergebilimin, geviribilim ile
olan iligkisi de cesitli kuramcilar tarafindan one siiriilmiistiir. Ceviri ile gostergebilim iligkisini ele alan
ilk 6nermelerden biri Ludskanov (1975) tarafindan one siiriilmiistiir. “Cevirideki yeni sorunlar ¢eviri
siirecine gostergebilimin uygulanmasi ile agilabilir ve gostergebilimsel doniisiimler bir bilgiyi sifreleyen
gostergelerin, degismeyen bilgiyi koruyarak bagka sifreler ile yer degistirmesidir (Ludskanov, 1975: s.
5). Bu Onermeye gore, ceviri islemi gercekte bir dildeki gostergenin anlaminin korunarak bagka bir
dildeki gosterge ile yansitilmasidir. “Ceviri ikincil bir géstergebilim siirecidir ve insanoglunun dogustan
gelen sifreleme oOzelligine dayanir” (Frawley, 1984: s. 160). Gostergebilim, en basit ve yalin haliyle
“gostergeleri inceleyen bilim” (Mick, 1986: s. 196) olarak tanimlandiginda, cevirinin bir gostergebilim
siireci olarak goriilmesi 6nermesi ¢evirinin aslinda gostergeleri inceleyen ve onlarin gifrelerini ¢6zen, bu
sifreleri erek bir dilde yeniden iiretme siireci oldugunu ima etmektedir. Siskin (1987), “ceviride
dilbilimsel esdegerligin ceviri gostergebilimi kuramiyla” (s. 129) ele alinabilecegini belirtmistir. Torop
(2001), Siskin gibi ceviri gostergebilimi kavrami iizerine yogunlagmistir ve sunu 6nermistir:

“Ceviri gostergebilimi nispeten geng¢ bir disiplinlerarasi alandir ve ya ceviribilimde ya da
gostergebilimde baskin olabilir. Ceviribilimin bir parcasi olarak ¢eviri gostergebilimi dilbilimsel bakis
agisiyla baslayip geviri metnin kiiltiirel bir metin olarak islev gostergemesiyle sona eren gevrilebilirlik
konusunun farkli yonlerini inceler. Ceviribilim i¢in metin ¢oziimlemesinin gostergebilimsel yonii
onemlidir. Gostergebilimin bir parcasi olarak ise ceviri gostergebilimi gosterge dizgelerinin
kargilagtirmali ¢oziimlemesiyle ve gosterge dizgileri arasindaki islevsel baglantilarla iligkilidir.”
(Torop, 2001: s. 46).

Bu oOnermeye gore ceviri gostergebilimi alani hem ceviribilime hem de gostergebilime katkida
bulunabilir. Ayrica bu onermede gecen “gevrilebilirlik” sorunsali kelimelerin veya climlelerin degil,
gostergelerin bir dilden diger bir dile cevrilebilmesi acisindan ele alinmaktadir. Ozgiin metindeki bir
gostergenin veya gostergelerin erek metne transfer edilebilmesini miimkiin kilacak olan ¢6ziimleme
icin, gostergebilimsel ¢oziimleme One siiriilmiistiir. “Ozgiin metin ile ceviri metin arasindaki iligkiyi
yorumlayic1 gosterge ve yorumlanan gosterge arasindaki iligki” olarak goren Petrilli de (2007: s. 311),
“gostergebilim yaklagiminin ¢eviri kuraminin merkezi sorunsali olan cevrilebilirlik iizerine 1s1k
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tuttugunu” (ibid, s. 311) belirtmistir. Torop (2008), o ana kadar dile getirilen gostergebilim ve
ceviribilim arasindaki iligkiye dair kapsamli bir 6neri yapmistir:

“Ceviri gostergebilimi tek bagina bir bilim alani olma yolunda ilerliyor... Ceviribilim ve gostergebilim
arasindaki iligkiyle evrilen bir bilim alani olan ¢eviri gostergebiliminin kimligi, karsilikli etkilenmeler
ile anlagilabilir. Ceviribilim zaten uzun zamandir gostergebilimden yararlanmaktadir... Bu iki disiplin
arasindaki kargilikh iligkinin yani sira, [geviri gostergebiliminin] disiplinlerarasi yonii de 6nemlidir”
(Torop, 2008: s. 253).

Bu onermeden de ceviribilimin gostergebilimden faydalanabildigi goriilmektedir. Gostergebilimin
kapsayic1 disiplinleraras1 yontemi ve kurami ceviribilimi de etkilemistir. Gostergebilimin geviriye ve
ceviribilime katkisi pek ¢ok arastirmaci tarafindan one siiriildiikten sonra, bu calisma yazin cgevirisi
iizerine yogunlagtigl icin bu noktadan itibaren gostergebilimin yazin cevirisine katkisi iizerine
durulacaktir.

1.1.1. Yazin ¢evirisi icin ceviri gostergebilimi

Oztiirk Kasar (2009), gostergebilimin ceviri edimine biiyiik bir katkis1 oldugunu ifade ederken daha cok
edebi bir metnin ¢evirisindeki gostergebilim katkisi i¢in;

“Bir edebi metin ¢ozlilmesi gereken gostergeler evrenidir: ¢evirmeden 6nce bu gostergelerin nasil
okunmasi gerektigi bilinmelidir ¢iinkii bu gostergeler ilk bakista kendilerini ac¢iga vurmazlar.
Edebiyat alaninda gostergebilim, okur, editor, yayimci, edebiyat elestirmeni veya gostergebilim
coziimlemecisi icin, dolayisiyla metinde anlam arayisi icinde olan herkes icin bir okuma ve
¢ozlimleme modeli saglar” (Oztiirk Kasar, 2009: s. 164).

ifadeleri ile yazin cevirisinde gostergebilimin hangi boyutta ve derinlikte yardimer olabilecegini
belirtmistir. Paris Gostergebilim Okulu'nun metin ¢oziimleme adimlarini ceviri gostergebilimine
uygulayan ve uyarlayan Oztiirk Kasar (2009), ceviri ediminden 6nce 6zgiin metnin ¢éziimlenmesinde
bu adimlar1 6nermistir.3 “Gostergebilimin birincil sorunsali ayn1 zamanda ¢eviribilimin de birincil
sorunsalidir. Her ikisi de anlamin yakalanmasi ve yeniden iiretilmesiyle ilgilenir... ama edebi metinlerde
anlam kendini hemen ele vermez, yazarin soylem tekniklerinin olusturdugu bir siirecten gecer” (ibid, s.
165). Buna gore cevirmenin ve gosterbilimcinin gorevleri birbirine benzemekle beraber, edebi
metinlerdeki anlam olusumunu yeniden {iretmek gorevi iistlenen edebi ¢evirmen, ayn1 zamanda iyi bir
gosterge okuru ve coziimleyicisi olmalidir. Oztiirk Kasar'in (2009) 6nerdigi ¢coziimleme adimlarindan
“soyleyenlerin 06znelik doniistimleri” (ibid, s. 169). adimi1 bu calismada kullanilmigtir. “Tiim adimlar bir
metinde bulunamayabileceginden dolayi, metnin anlam evrenine ulasmak icin tiim adimlar
kullanmanin yani sira bu adimlardan sadece birini veya birkagini kullanmak da miimkiin olabilir” (Tuna
ve Kuleli, 2017: s. 43). “Soyleyenlerin 6znelik doniistimleri” Jean-Claude Coquet’nin (1997; 2007)
“Soyleyenler Kurami” dahilindeki bir kavramdir. Coquet’ye (2007) gore bir sGyleyen eger yarginin
varlig1 konumunda s6ylemini iiretebiliyorsa “sujet” (6zne); yarginin yari varligi konumunda, yani yar
bilin¢ durumunda sdylemini iiretiyorsa “quasi-sujet” (esik 0zne); yargi yoklugu durumunda soylem
iiretiyorsa “non-sujet” ( s. 37) (yiikiimsiiz 6zne)4 olarak siniflandirilabilir. “Yargilama yetenegi, 6znenin
hangi durumda oldugunun belirleyicisidir” (Oztiirk Kasar, 2009: 169). “Yiikiimsiiz 6zne sdylemleri,
¢oziimlemesi 6zellikle ilging sOylemlerdir, genellikle tutkusal boyuta isaret ederler” (ibid, s. 169). Bu
yiizden bu calismada Shakespeare’in Macbeth oyunu ¢oziimlenirken 6zellikle hirs, kiskanglk, ofke,

3 Ceviri gostergebilimi yontemiyle edebi metin ¢evirisi amach 6zgiin metnin ¢6ziimlenmesinde kullanilabilecek adimlar icin
bkz. Oztiirk Kasar, 2009: 5.166-172.
4 Coquet’nin bu kavramlari, Oztiirk Kasar (2012) tarafindan Tiirkceye ¢evrilmistir.
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korku gibi tutkular 6ne ¢iktig1 i¢in ve tutkular bu metindeki egemen unsurlar oldugu i¢in sadece 6znelik
doniigiimleri incelenmigtir.

Oztiirk Kasar (2017) “esik 6zne” kavramu icin “gece yarisi calan bir telefonla yataktan firlayan” (s. 190)
yar1 biling durumundaki ama heniiz davraniglarinin ve sdylemlerinin tam bilincinde olmayan bireyi
ornek gostermistir. “Yiikiimsiiz 6zne” kavramini ceviri gostergebilimine uyarlayan Oztiirk Kasar (2017)
yiikiimstiiz 6zneleri sekize ayirmigtir:

“i. Doga geregi biling yoklugu ya da yetersizligi: Kiiciik yastaki cocuklar...

ii. Patolojik bir durumdan kaynaklanan bilin¢ eksikligi: Akil hastalari, Alzheimer gibi... hastaliklara
maruz kalanlar, uyurgezerler, sizofrenler...

iii. Kimi tedavi amaclh maddelerin etkisiyle bilin¢ disina ¢itkma: Anestezi altindaki hasta... bilingsiz
sayiklamalar...

iv. Kimi kimyasal maddelerin etkisiyle bilin¢ disina ¢ikma: Sarhoslar, ayyaslar, ...uyusturucu ya da
bagimlilik yaratan madde kullananlar.

v. Bedensel dengesizlik durumlari.

a) Itkiler tiiriindeki ickin bilesenden kaynaklanan durumlar: Haliisinasyonlara ve sayiklamalara
neden olan uzun siireli aglik ve susuz kalma durumu, bedenimizde hormon diizeyinin
degismesiyle ortaya ¢ikan her tiirlii rahatsizhiklar.

b) Tutkular tiiriindeki ickin bilegenden kaynaklanan durumlar:

* Esenlikli durum (haz): Cok biiyiik cosku, heyecan ve seving durumu...

* Esenliksiz durum (elem): insam gerceklikten uzaklastiran ... fiziksel ya da ruhsal
acilar... intihar edenler.

* Ne esenlikli ne esenliksiz durum: ...cogku kokenli olmayan bedensel dengezilik
durumu... araba tutmasi... lunaparklardaki hizla dondiiren araclarin yarattigi bag
donmeleri...hiz sarhoglugu...

¢) Kozmik nitelikteki bir agkin bilesenden kaynaklanan bedensel dengesizlik durumu: Kozmik
olaylar, deprem, kasirga, tsunami...insan etkileyen her tiirlii atmosfer ve iklim
olgusu...cildirtan sicaklar, F6hn riizgarlart...

vi. Agkin bir bilesene boyun egme durumu.

a) Az ya da ¢ok igsellestirilmis sembolik nitelikte bir agkin bilesene boyun egme: Tanri, din, genel
kabulleriyle toplum, baz iilkelerde parti vb., kan davas1 / namus cinayetleri... politik, ideolojik,
dinsel bir davaya inanip intihar saldiris1 diizenleyen kamikazeler.

b) Korku salan ya da iskence eden baskin nitelikte bir agkin bilesene boyun egme: Korkudan ya da
daha fazla direnemeyerek kendi iradesinden vazgecme...

¢) Soyleyenin iradesi iizerinde etki eden bir bilesene boyun egmesi: Hipnoz...trans hali...

vii. Robotlag(tiril)mis 6zne: Coquet, bir bagkasinin diistincelerini, sozlerini papagan gibi tekrarlayan
kisilere ‘sahibinin sesi’ adin1 verir. Araba kullanirken diisiincelere dalip ‘otomatik pilota

baglamak’ ve kendimizi gitmek istedigimiz yerde bulmak.

viii. Bir igleve indirgenmis kimlik: bi¢cim-6zne.

a) Kurumsal bicim-6zne: Kurumsal bir bigimde politik, dinsel vb. bir misyona kendini adayip her

tlirlii bagka yasantidan vazgecenler...

b) Bireysel bicim-6zne: Bireysel olarak... bir amag ugruna her seyden vazgegenler.
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(Oztiirk Kasar, 2017: s. 191-194)

Oztiirk Kasar (2017) bu smiflandirmayr “Yiikiimsiiz 6zneler smmflandirmasi” (s. 190) olarak
adlandirmistir. Bu siiflandirmada yer alan tiim kategoriler ve 6rnekler kendi s6ylemini {istlenemeyen,
yargl ve bilin¢ durumunda olmayan yiikiimsiiz 6znelerdir. “Jean-Claude Coquet s6ylem {iireticisinin dort
bilesenden olustugunu diisiinmektedir” (ibid, s. 187). Oztiirk Kasar (2012; 2017) Coquet'nin éne
siirdligli soyleyenin bilesenlerini yiikiimsiiz 6zneler siniflandirmas1 amach derlemistir. Bu bilegenler
“temel bilesen, kavramlastirici bilesen, ickin bilesen ve agkin bilesen” (Oztiirk Kasar, 2017: s. 187) olarak
adlandinlmistir. “Temel bilesen bedenimizdir...bes duyumuz araciligiyla diinya icimize girer” (ibid, s.
188). Coquet’nin bedene verdigi bu 6nem, onu goriingiibilime yaklastirmigtir ve Merleau-Ponty’nin
goriingiibilim diisiincelerinden etkilendigini gosterir (Oztiirk Kasar, 2012). Bu temel bilesen, yani
bedenimiz olmasa hicbir dis uyariciy1 algilayamaz duruma geliriz ve 6zne olarak var olamayiz. Bu bes
duyu yoluyla “algilamis olduklarimiz1 da bir siizme isleminden gecirdikten sonra degerlendirmesi igin
kavramlagtirici bilegsene, yani aklimiza iletiriz. Akil... algilanan olguyu yeniden ele alarak
yargilar”(Oztiirk Kasar, 2017: s. 188). Coquet'ye gore temel bilesen ve kavramlastirici bilesen
“soyleyenin 6zerklik alanini olustururlar” (ibid, s. 188). Temel bileseni ve kavramlastirici bilegeni etkin
ve iglevsel durumda olan bir soyleyen, Coquetnin soOyleyenler tipolojisine gore “6zne” olarak
siiflandirilabilir. S6yleyen, 6zne konumundayken yargi durumunda bulundugu i¢in bu ilk iki bilesen
“6zerklik alan1” seklinde adlandirilmus olabilir. “Ickin bilesen bedenimizin icine yerlesmis olan ve bizi
icerden esir alan giiclerdir... itkiler ve tutkular olarak ikiye ayrilir” (ibid, s. 188). Itkiler “biyolojik ve
fizyolojik giicler: aclik, susuzluk, saldirganlik, cinsellik, hayatta kalma ictepisi” (ibid, s. 188) olarak
tanimlanirken, tutkular “agk, sevgi, hirs, kiskanghk, 6fke, korku, merak” (ibid, 188) gibi duygular olarak
orneklendirilmistir. Son olarak, agkin bilesen “...insan1 asan, lizerimize yerlesen ve bizi giidiimleyen
giicler” (ibid, s. 188) olarak tanimlanirken, “yasadigimiz evrenin giicleri olan kozmik giicler” (ibid, s.
188) ve “din, ahlak, hukuk, toplumsak tabular, gelenek ve gorenekler, adetler...gibi...insan diisiincelerini
baskilayan simgesel giicler” (ibid, s. 189) olmak iizere ikiye ayrilmistir. ickin bilesen ve askin bilesen ise
soyleyenin “bagimlhilik alani”ni (ibid, s. 188) olusturular. Séylem esnasinda sdyleyen kavramlastirici
bilesenin degil, ickin bilesen veya agkin bilesenin etkisine girdiginde yiikiimsiiz 6zne olmasi beklenir
¢ilinkii yarg: yokluguyla bir sGylem iiretmektedir ve soyleyeni kendi 6zerkliginden uzaklagtirmaktadir.

1.1.2. Yazin cevirisi degerlendirmesi icin anlam bozucu egilimler

Ozgiin metin iizerinde gostergebilim ¢oziimlemesi sonrasi yapilabilecek yazin cevirisi icin Oztiirk Kasar
(Oztiirk Kasar ve Tuna, 2015) cevirmenler, editorler ve ceviribilim arastirmacalar1 icin ceviri
degerlendirmesi amacli Ceviride Anlam Bozucu Egilimler Dizgeselligini (s. 463) 6ne siirmiigtiir. Bu
dizgesellik bir ¢eviri elestirisi modeli olarak degil, profesyonel yazin cevirmenleri ve gelecekteki yazin
cevirmenleri icin bir ceviri degerlendirme dizgeselligi olarak olusturulmustur. Oztiirk Kasarin
dizgeselligindeki egilimler soyledir:

“4. Anlamin asir1 yorumlanmasi: Ozgiin yapittaki anlama iliskin asir1 bir yorum sunmak. Sonucunda
asir1 ¢eviri / agir1 anlam ortaya cikar.

ii. Anlamin bulamiklastirilmasi: Ozgiin yapitta acik secik bir bicimde dile getirilmis bir anlami
bulanik, belirsiz hale getirmek. Sonucunda bulanik anlam ortaya ¢ikar.

iii. Anlamin eksik yorumlanmasi: Ozgiin yapittaki bir gosterge veya gostergeler icin eksik bilgi
vermek, yetersiz anlam {iretmek. Sonucunda eksik ¢eviri / yetersiz anlam ortaya cikar.

iv. Anlamin kaydirilmasi: Bir s6z birimin potansiyel olarak icinde tasidigi ancak 6zgiin metin
baglaminda gerceklesmemeis bir anlami iiretmek. Sonucunda bagka anlam ortaya cikar.
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v. Anlamin bozulmasi: Ozgiin metindeki anlamla tiimiiyle ilintisiz olmamakla birlikte yanhs bir
anlam iiretmek. Sonucunda yanlig anlam ortaya ¢ikar.

vi. Anlamin carpitilmasi: Ozgiin metindeki anlama zit bir anlam iiretmek. Sonucunda karsit anlam
ortaya cikar.

vii. Anlamm saptirilmasi: Ozgiin metindeki anlamla hicbir ilintisi olmayan bir anlam iiretmek.
Sonucunda aykir1 anlam ortaya ¢ikar.

viii. Anlamin parcalanmasi: Anlamdan yoksun bir sozce liretmek. Sonucunda anlamsizlik ortaya
cikar.

ix. Anlamm yok edilmesi: Ozgiin metinde anlam iireten bir birimin ceviri metinde silinmesi.
Sonucunda geviri yoklugu ve gosterge yoklugu ortaya cikar.

(Oztiirk Kasar ve Tuna, 2015: s. 463).

Bu dizgesellikteki anlamin asir1 yorumlanmasi, anlamin bulaniklagtirilmasi ve anlamin eksik
yorumlanmasi egilimleri Oztiirk Kasar (Oztiirk Kasar ve Tuna, 2015) tarafindan “gdstergenin anlam
alan icerisinde” (s. 463); anlamin kaydirilmasi, anlamin bozulmasi ve anlamin carpitilmasi egilimleri
“gbstergenin anlam alaninin sinirlarinda” (ibid, s. 463); anlamin saptirilmasi, anlamin parcalanmasi ve
anlamin yok edilmesi egilimleri ise “gdstergenin anlam alaninin diginda” (ibid, s. 463) olarak
smiflandirilmigtir. Bu durumda, ilk {i¢ anlam bozucu egilimde, erek metindeki séylemlerde 6zgiin
metindeki anlam devam etmektedir. Gostergenin anlam alaninin sinirlarindaki egilimlerde, erek
metindeki sOylem 6zglin metindeki sdylemin anlamindan biraz uzaklagmasina ragmen halen “dolay
anlam” (ibid, s. 463) ortaya ¢ikmaktadir. Son {i¢c anlam bozucu egilimde ise erek metindeki séylem,
0zgiin metindeki soylemin anlami digia ¢ikmigtir.

2. Yontem
Bu boliimde, veri toplama araclar ve veri toplama ve analizi yontemi verilmigtir.
2.1. Veri toplama araclar

Caligmanin 6zglin metin iizerindeki gostergebilim ¢oziimlemesinde Shakespeare’in “1606 yilinda
yazdigina inanilan” (Brooke, 2008: s. 59) ve ilk defa “1623’te First Folio’da basilan...ancak bu basimda
yapisal problemleri géze carpan” (ibid, s. 49) 6zgiin Macbeth oyununun 1994’te Penguin Books Yayinevi
tarafindan yapilan kisalilmamis basimi kullamilmistir. Brooke’a (2008) gore Shakespeare bu oyunu
yazarken “Holinshed’in 1587 yilinda basilan Chronicle of Scotland” (s. 67) tarih yazimindan
yararlanmigtir. Oyun, ii¢ cadinin konusmalariyla ve Iskogya Krali Duncan’m kazandiklar1 zafer
sonucunda Macbeth’e 6vgiileriyle baslar. Uc cadi, Iskogyali bir soylu olan Macbeth’e yakinda Cawdor
Beyi, sonra da kral olacagini miijdeler. Aynm uzamda diger bir iskocyall soylu olan Banquo’ya ise
gelecegin kralinin babasi olacagini miijdeler. Cawdor Beyi savasta iilkesine ve Kral Duncan’a ihanet
ettigi icin gorevinden alinir ve Macbeth bu miijdeden sonra Cawdor Beyi oldugunu 6grenir. Onceleri
cadilara inanmak istemese de bu gelisme Macbeth’i heyecanlandirir. Karis1 Lady Macbeth’e bir haberci
yoluyla bu haberleri bildirir. Bu haberler kargisinda biiyiik bir haz i¢ine giren Lady Macbeth, kocasi
Macbeth evine dondiigiinde ertesi giin Kral Duncan’in onlar ziyarete gelecegini duyunca Duncan’in
Olmesi ve kocas1 Macbeth’in kral olmasi i¢in kanlh planlar tasarlamaya baglar. Macbeth her ne kadar bu
planlar karsisinda endiselere kapilsa ve bu planlari uygulamak istemese de, Lady Macbeth’in 1srarli ikna
cabalar1 sonrasi bu planin bir ortagi olur ve Kral Duncan’in onlar ziyaret ettigi ve onlarda kaldig1 gece
Macbeth Duncan’i 6ldiiriir. Diger soylular ve Duncan’in ogullar1 sabah kralin yanina geldiginde
babalarinin 6lmiis oldugunu gordiigiinde ise, Macbeth karis1 Lady Macbeth’in plam1 dahilinde sucu
Duncan’in korumalari olan iki sarhog askere atar ve onlar 6ldiiriir. Uzamdaki pek ¢ok karakter buna
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inanirken, Duncan’in ogullar1 Malcolm ve Donalbain buna inanmazlar ve 6liim sirasinin kendilerine
geldigine inanarak iskocya’y: terk ederler. Duncan’in lmesiyle Macbeth Iskocya krali olur ve cadilarin
kehanetinin dogru ¢ikmasi sonucu o giin yaninda kral babasi olacagi miijdelenen diger bir soylu olan
Banquo ve oglu Fleance1, kendi verdigi bir yemek soleni gecesi adamlarina 6ldiirtmek ister. Adamlar:
Banquo’yu oldiiriir ancak oglu Fleance kagar. Adamlar solene gelip Macbeth’e bunu haber verince
Macbeth eleme biiriiniir ve yemek masasinda kendi sandalyesinde Banquo’nun hayaletinin oturdugunu
gorlir. Macbeth’in gordiigii bu hayaleti kimse gormedigi icin Macbeth’in davramslarina anlam
veremeyen konuklar, Lady Macbeth’in 1srariyla s6lenden erken ¢ikarlar. Bir giin yine cadilara danigan
Macbeth, gokten inen birinci hayaletten “Beware Macduff” (Shakespeare, 1994: s. 77) climlesi ile diger
bir iskocya soylusu olan Macdufftan kendini korumas: gerektigini 6grenir. Ikinci hayaletten ise “none
of woman born / Shall harm Macbeth” (ibid, s. 77) ciimleleri ile bir kadindan dogan hi¢ kimsenin
kendisine zarar veremeyecegini isitince rahatlar. Sonucta Macduff da bir kadindan, bir anneden
dogdugu icin endiselenecek bir sey olmadigini diisiiniir. Uciincii hayaletin de “Macbeth shall never
vanquish’d be, until / Great Birnam Wood, to high Dunsinane Hill / Shall come against him” (ibid, s.
78) climlesiyle biiyiik Birnam Ormani’nin Dunsinane tepesine kadar yiiriimedik¢e kendisini kimsenin
yenemeyecegini duymasi iizerine, Macbeth bu kehanetleri kendisinin asla tahttan indirilemeyegi olarak
yorumlar, sonucta her insan bir kadindan dogmustur ve bir ormanin da tepelige dogru yliriimesini
imkansiz olarak goriir. Bu arada Macduff da iskocya’y: terk eder ve Duncan’in oglu Malcolm’un yanina
kacar. Macbeth, Macduffin Iskocya’da kalan karis1 ve cocugunu 6ldiiriir. Bunu duyan Macduff, Malcolm
ile birlikte Ingiltere’de bir ordu toplayarak Macbeth’e saldirmaya karar verirler. Macbeth de ordusunu
toplar ancak cadilara gittigi giin hayaletlerden 6grendigi kehanetler sebebiyle herhangi bir endigesi
yoktur. Bu arada Lady Macbeth, geceleri uyurgezer olur ve uyku halindeyken bilingsiz bir sekilde kalkar,
yiiriir ve konugur. Bir hekim getirirler ama nicelerini iyilsetiren hekim bile buna bir ¢6ziim bulamaz.
Basta Malcolm ve eski Iskocya soylusu Macduffin bulundugu ingiliz ordusu, Macbeth’in ordusuna kars:
savasa dogru giderken Birnam Ormani'na yaklaginca asker sayilarinin belli olmamasi i¢in Duncan’in
oglu Malcolm her askerin ormandaki agaclardan birer dal alip kafasina tutarak kendilerini kamufle
etmelerini, boylece asker sayilarinin kars: taraf tarafindan yanhs sayilmasi i¢in emir verir. Savasi
bekleyen Macbeth, karis1 Lady Macbeth’in diistiigii bu hastaliktan 6ldiigiinii duyar ancak o anda gelen
haberci, Macbeth’e daha korkung bir haber getirir. Birnam Ormani’m yiiriiken goérdiiglini soyleyen
haberci, Macbeth’te biiylik bir endise uyandirir zira hayalet bu orman yiiriimedik¢ce Macbeth’e bir sey
olmayacagini sdylemisti. Agac dallariyla kamufle olan Ingiliz ordusunun yaklasmasi1 Birnam Ormaninin
yiiriimesi kehanetini Macbeth’in beklentisinin tam tersine ¢evirmistir. Macbeth elemden ¢ilgina déner
ama bir kadindan dogan kimse onu 6ldiiremeyecegi icin halen rahattir. Savagta Macduff ile kars1 karsiya
gelen Macbeth, Macduffin “Macduff was from his mother’s womb / Untimely ripp’d” (Shakespeare,
1994: s. 105) ciimlesiyle Macduffin annesinden dogmadan 6nce annesinin karnindan yarilarak
cikarildigini 6grenir ve diger kehanetin de aleyhine ¢iktigimi goriip Macduff ile savasir, ancak oyunun
sonunda Macduff, elinde Macbeth’in kellesiyle Malcolm’u kral ilan eder ve Duncan’in oglu Malcolm
Iskocya’nin yeni krali olur.

Ceviri degerlendirmesi i¢in, Macbeth oyununun ayni bashikla 1946, 1967, 2000 ve 2015 yillarindaki
farkli cevirmenler tarafindan yapilan Tiirkge gevirileri degerlendirilmistir. Bu ¢alismada bulgular: ve
sonuclar1 verirken 1946 basimi ceviri metin EM1 (erek metin 1); 1967 basimi ceviri metin EM2 (erek
metin 2); 2000 basimi ¢eviri metin EM3 (erek metin 3) ve 2015 basimi ceviri EM4 (erek metin 4) olarak
kodlanmustir.

2.2, Veri toplama ve analizi yontemi
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Ozgiin metnin gostergebilimsel ¢coziimlemesi icin Oztiirk Kasar (2009) tarafindan ceviri gostergebilimi
amacli derlenen coziimleme adimlarindan sdyleyenlerin 6znelik doniisiimleri incelenmistir. Ozgiin
metindeki 0znelik doniisiimleri Coquet'nin (1997; 2007) sOyleyenler kuramindaki “06zne, esik 6zne,
yiiklimsiiz 6zne” (Coquet, 2007: s. 37) siiflandirmasina gore ¢ozlimlenmistir. Yiikiimsiiz 6zne soylemi
saptanan baglamlar, Oztiirk Kasarin (2017) yiikiimsiiz 6zneler simflandirmasina gére kategorize
edilmigtir. Ayrica, ylikiimsiiz 6zne saptanan sdyleyenlerin soylem esnasinda Coquet’nin one siirdiigii ve
Oztiirk Kasar'in (2017) ceviri gostergebilimi amach derledigi sdyleyenlerin bilesenlerinden hangisinin
etkisi altinda bulundugu coziimlenmistir. Ceviri degerlendirmesi, Oztiirk Kasar'in (Oztiirk Kasar ve
Tuna, 2015) ceviride anlam bozucu egilimler dizgeselligine dayanarak yapilmistir. Ceviri
degerlendirmesinde, 6zglin metinde saptanan yiikiimsiiz 0zne soOylemlerinin cevirileri, Macbeth
oyununun sahnelenmek {izere degil, bir edebi metin olarak ¢evrilmesi iizerine kurulmustur.

Ozgiin metindeki yiikiimsiiz 6zne iceren séylemler ve sdyleyenin bilesenleri, sadece Ingilizce 6zgiin
metin {izerinden ¢6ziimlenmis ve analiz edilmistir. Bu s6ylemler, 6znelik doniisiimlerinin sikligini ve
yiikiimsiiz 6zneye doniiiismeye neden olan olaylar arasindaki bagintiy1 daha iyi gosterebilmek amaciyla
oyundaki kronolojik siralamasina gore bulgular boliimiinde verilmistir. Yiikiimsiiz 6zne saptanan 6zgiin
metindeki sdylemlerin ¢ozlimlemesiyle ¢eviri metinlerdeki bu séylemlerin cevirileri birlikte verilmistir.

3. Bulgular

Yiikiimsiiz Ozne saptanan soylemlerin c¢oziimlemesi ve bu soylemlerin Tiirk¢e cevirilerinin
degerlendirmesi bu boliimde verilmistir.

Yiikiimsiiz Ozne Séylemi 1:

“LADY MACBETH

Come you spirits,

That tend on mortal thoughts, unsex me here,
And fill me from the crown to the toe, top-full

Of direst cruelty: make thick my blood,

Stop up th’ access and passage to remorse,

That no compunctious visitings of Nature

Shake my fell purpose, nor keep peace between
Th’ effect, and it. Come to my woman's breasts,
And take my milk for gall, you murth’ring ministers,
Wherever, in your sightless substances,

You wait on Nature's mischief. Come thick Night,
And pall thee in the dunnest smoke of Hell,

That my keen knife see not the wound it makes,
Nor Heaven peep through the blanket of the dark,
To cry, hold, hold.

(Shakespeare, 1994: s. 37-38).

Soylemdeki “...unsex me here, fill me ... of direst cruelty / Come to my woman’s breasts, And take my
milk for gall / ... my keen knife see not the wound it makes” (ibid, s. 37-38) gostergeleri, [“...alin benden
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kadinlhigimi; taglastirin beni / sarin memelerimde kadinligimi, zehire ¢evirin siitiimii / gormesin acacagi
yarayl keskin hangerimin gozii bile” (Shakespeare, 2017: s. 19)] soylem iireticisi olan Lady Macbeth’in
hirsindan dolayr kavramlastirici bileseni kaybettigini gostermektedir. Séylem, Macbeth’in cadilar
tarafindan krallikla miijdelendiginin ve bu gece Kral Duncan’in onlar ziyarete geldiginin Lady
Macbeth’e bir haberci tarafindan haber verilmesiyle Lady Macbeth’in yasadigi biiyiik bir cosku
esnasinda iiretilmistir. SGyleyenin, tutku kokenli ickin bilesenin kontrolii altinda bu soylemi iiretmis
oldugu diisiiniilebilir. Ayrica, Oztiirk Kasar’in (2017) yiikiimsiiz 6zneler siniflandirmasina gore séyleyen
bu soylem {iiretiminde esenlikli durumda tutkular tiiriindeki ickin bilesenden kaynaklanan bedensel
dengesizlik durumunda yiikiimsiiz 6zneye doniigsmiistiir. Yiikiimsiiz 6zne saptanan bu séylemin Tiirkce
gevirileri asagidadir.

EM1
“LADY MACBETH

Kanli niyetlere hizmet eden ruhlar! Gelin beni burada kadinhigimdan siyirin da tepeden tirnaga, agiz
agiza zalimliklerin en miithisiyle doldurun! Kanimi dondurun, sefkatin yolunu tikayin ki ge¢gmesin de
zaman zaman gonderdigi pismanhk korkung kararimi sarsmasin, sonuyle onun arasina girmesin. Ey
cinayet elcileri, goriinmez cisimlerinizle her nerede tabiata zarar vermiye bakiyorsaniz, buraya, su
kadin gogsiine gelin, siitiimii zehire cevirin! Gel, karanlik gece, cehennemin en koyu dumanina biiriin
ki keskin bicagim agtigi yaray1 gormesin; gok de karanhg aralayip bakarak “Dur! Dur!” diye
haykirmasin.”

(Shakespeare, 1946: s. 19-20).

EM2

“LADY MACBETH

Gelin cinlerim, kana susamig cinlerim!

Gelin, alin benden kadinhigimai;

Katilagtirin, taglastirin beni tepeden tirnaga.
Oyle koyulastirin ki kanima,

Merhamet isleyemez olsun icine!

Insanligim yumusatip da beni

Sarsmasin korkung kararims;

Aman vermeyin bana isim bitinceyedek!

Gelin, cinayet elcileri, gelin neredeyseniz,

Siz ey varligim goze goriinmez kotiiliik yilanlari,
Gelin, sarin memelerimde kadinligima,

Zehire gevirin siitiimii! Sen de gel, karanlik gece;
En kara cehennem dumanlarina sarin da gel,
Gel ki gormesin acacagi yarayl

Keskin hangerimin gozii bile.

Karanlik goklerden hig bir 151k sizip da

“Dur! Vurma!” diyemesin bana!”

(Shakespeare, 1967: s. 28).

EM3
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“LADY MACBETH

Ey diislincelere eslik eden cinler, gelin hadi,
Cekin alin kadinligimi benden; bastan ayaga,

En haince gaddarlikla doldurun i¢imi;

Kanimi koyulastirin,

Vicdana giden yollari, gegitleri tikayn,

Azap, merhamet duygulari yol bulup gecemesin,
Amansiz plamimdan caydiramasin beni,
Hedefimle benim arama dikilemesin.

Gelin, siitiimii alin gogiislerimden,

Yerine safra koyun, ey katillerin aracisi ruhlar;
Gorlinmez varhiginizla, bir ugursuzluk ciksa diye
Nerelerde bekliyorsaniz, ¢ikin ortaya!

Sen de, karanlik gece,

Cehennemin en koyu dumanina biiriin de gel artik;
Gel ki, keskin bigagim actig1 yaray: goremesin,
Gokler, o kalin 6rtiiniin ardinda yapilani secip,
‘Dur, yapma!’ diyemesin.”

(Shakespeare, 2000: s. 37-38).

EM4

“LADY MACBETH

Kanl niyetime hizmet edecek cinler, gelin!
Gelin de, alin benden kadinligima,
Acimasizhigin en korkuncuyla

Doldurun beni tepeden tirnaga!

Kanimi dondurun, taglagtirin yiiregimi;
Merhamet igleyemez olsun i¢ime!

Zaman zaman gonderdigi pismanhk
Sarsmasin korkung kararima;

Isim bitinceye kadar araya girmeyin!
Oliim melekleri, memelerime gelin,
Siitiimii zehire ¢evirin!

Goriinmeyen cinler, siz de

Doganin katiiliiklerine bekgilik edin.

Sen de gel, ey karanlik gece,

Cehennemin en koyu dumanina biiriin ki,
Keskin hangerimle a¢tigim yara goriinmesin;
Gok de karanhig aralayip

Bana ‘Dur, vurma!’ demesin.”
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(Shakespeare, 2015: s. 36-37).

Ozgiin metindeki “Come you spirits, / That tend on mortal thoughts” (Shakespeare, 1994: s. 37) ciimlesi,
EM1’de “Kanli niyetlere hizmet eden ruhlar! Gelin” (Shakespeare, 1994: s. 19) olarak; EM2’de “Gelin
cinlerim, kana susamis cinlerim!” (Shakespeare, 1967: s. 28) olarak; EM3’te “Ey diislincelere eslik eden
cinler, gelin” (Shakespeare, 2000: s. 37) olarak; EM4’te ise “Kanli niyetime hizmet edecek cinler, gelin!”
(Shakespeare, 2015: s. 36) olarak cevrilmistir. Ozgiin metindeki “mortal thoughts” gostergesi EM1’de
“kanl niyetler”, EM2’de “kana susamis cinler”, EM4’te “kanl niyet” gostergesi ile Tiirkceye ¢evrilmistir.
Bu ¢evirilerde, 6zgiin metinde oldugu gibi soylem iireticisi yiikiimsiiz 6zne olan Lady Macbeth’in cogsku
icinde Kral Duncan1 6ldiirme plani c¢eviri metin okuruna yansitilmistir. Ancak EM3’te, kullanilan
“diislinceler” gostergesinin niteleyicisi olan “mortal” gostergesi yok edilmistir ve ¢eviri metin okuru bu
soylemde Lady Macbeth’in Duncan’1 6ldiirme plam yapmakta oldugunu alimlayamamaktadir. Ozgiin
metindeki anlam iireten bir birim ceviri metinde silindigi icin, bu durum Oztiirk Kasar'in (Oztiirk Kasar
ve Tuna, 2015) dizgeselligine gore anlamin yok edilmesi egilimi olarak diisiiniilebilir.

Yiikiimsiiz Ozne Séylemi 2:

“MACBETH

Is this a dagger, which I see before me,

The handle toward my hand? Come, let me clutch thee:
I have thee not, and yet I see thee still.

Art thou not, fatal vision, sensible

To feeling, as to sight? or art thou but

A dagger of the mind, a false creation,
Proceeding from the heat-oppressed brain?

I see thee yet, in form as palpable,

As this which now I draw.

Thou marshall'st me the way that I was going,
And such an instrument I was to use.

Mine eyes are made the fools o' th’ other senses,
Or else worth all the rest: I see thee still;

And on thy blade, and dudgeon, gouts of blood,
Which was not so before. There's no such thing:
It is the bloody business, which informs

Thus to mine eyes.”

(Shakespeare, 1994: s. 44-45).

Bu soylemdeki “I have thee not, and yet I see thee still” (Shakespeare, 1994: s. 44) [“Yoksun elimde; ama
goriiyorum seni” (Shakespeare, 2017: s. 29)] climlesi, “A dagger of the mind, a false creation /
Proceeding from the heat-oppressed brain?” (Shakespeare, 1994: s. 45) [“Kafamdaki bir hanger misin
yoksa? / Ategli beynim mi yaratt1 seni?” (Shakespeare, 2017: s. 29)] ciimlesi ve “Mine eyes are made the
fools o’ th’ other senses, / Or else worth all the rest” (Shakespeare, 1994: s. 45) [“Ya gozlerim &biir
duyularimla oynuyor” (Shakespeare, 2017: s. 29)/ Ya da gozlerim Obiir duyularimin hepsine degers]

5 Tarafimizdan cevrilmistir.
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climlesi Macbeth’in Duncan1 6ldiirmeden 6nceki sdylemidir. Kral Duncan1 6ldiirecegi i¢in iginde
bulundugu korku ve tereddiit tutkular1 sebebiyle sGyleyen Macbeth bu séylemde kavramlagtirici
bilesenin etkisiyle degil, tutku kokenli ickin bilesenin etkisiyle bu sdylemi iiretmektedir. Oztiirk Kasar'm
(2017) yiikiimsiiz 6zneler siniflandirmasina gore soyleyen bu soylemde esenliksiz durumda tutkular
tiirtindeki ickin bilesenden kaynaklanan bedensel dengesizlik durumunda yiikiimsiiz 0zneye
doniigmiistiir. Yiikiimsiiz 6zne saptanan bu soylemin Tiirkce cevirileri agagidadir.

EM1
“MACBETH

Su 6niimde gordiigiin bir hancer mi? Kabzas1 da elime dogru cevrilmis. Gel, yakaliyayim seni. Ele
gecmiyorsun, ama seni hala goriiyorum. Mesum hayal, géze goriiliir de elle tutulmaz misin? Yoksa,
sadece zihnin yarattig1 bir hancer misin, ates icinde yanan kafanin uydurdugu bir hayal misin? Seni
hala goriiyorum, tutulacak gibisin, tipki su kinindan siyirdigim hancger gibi. Bana tuttugum yolu
gosteriyorsun, kullanacagim aletin de isini. G6zlerim ya biitiin 6biir hislerimin eglencesi oldu, yahut
degerce hepsine bedel. Seni hala goriiyorum. Hem yiiziinde, hem sapinda kan damlalar1 var; demin
yoktu. Oyle hancer filan yok. Gézlerime boyle tesir eden o kanh istir.”

(Shakespeare, 1946: s. 28-29).

EM2

“MACBETH

Bir hancer mi 6niimde gérdigim?

Sap1 elimden yana ¢evrik...

Gel, sarsin elim seni.

Ugursuz goriintii, goze var ele yok musun sen?
Kafamdaki bir hancer misin yoksa?

Atesli beynim mi yaratt1 seni?

Gorliyorum iste yine; tutulacak gibisin,

Su kinindan ¢ikardigim hancer gibi.
Gidecegim yeri gosteriyorsun bana

Ve kullanacagim silahin ta kendisini.

Ya gozlerim 6biir duyularimla oynuyor,

Ya 6biir duyularim gozlerimle.

Yine goriiyorum igte seni:

Agzinda ve sapinda kan var; demin yoktu.
Yok, hanger falan yok.

Benim kanh tasarim bu gozlerimin gordigii.”

(Shakespeare, 1967: s. 40).

EM3

“MACBETH

Bu ne? Bir hanger mi 6niimde beliren,
Kabzasi elime yakin? Gel hadi, gir elime!
Tutamiyorum seni, ama hala goriiyorum.

Ey oliimciil hayal, goze goriiniiyorsun,
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Ama ele gelmiyorsun, dyle mi?

Yoksa kafamin i¢inde misin yalnizca?

Sahte bir hanger! Hummal beynimin iiriini!
Iste hala ordasin; cektigim su hancer kadar gercek.
Demek bana yol gosteriyorsun;

Boyle bir alet vardi benim aklimda da!

Ya gozlerim 6teki duyularimin maskarasi oldu;
Ya da o ikisi, 6tekilerin hepsine bedel.

Hep goziimiin 6niindesin; {istelik simdi,

Hem agzinda hem kabzanda kan pihtisi var.
Daha 6nce bunlar yoktu iistiinde.

Hayir, olamaz boyle sey. Hayal goriiyorum;
Kafamdaki su kanl ig yiiziinden.”

(Shakespeare, 2000: s. 49).

EM4

“MACBETH

Su 6ntimde gordiiglim bir hanger mi?
Kabzasi elime dogru cevrili,

Gel, tutayim seni!

Yoksun elimde, oysa goriiyorum seni.
Kaderin dayattig1 goriintii,

Goze goriiniir, ele gelmez misin sen?
Zihnin yarattig bir hanger,

Ategler i¢cinde yanan beynimin uydurdugu
Bir hayal misin yoksa?

Hala goriiyorum, seni tutacagim sanki
Tipki su kinindan siyirdigim hanger gibi.
Gidecegim yeri gosteriyorsun bana

Ve kullanacagim silahin bir esini.
Gozlerim ya oynuyor duyularimla

Ya da duyularim gozlerimle.

Yine goriiyorum seni iste;

Bicaginda ve sapinda kan var simdi,
Demin yoktu oysa.

Hayir, hanger falan yok.

Gordiigiimii sandigim benim kanh planim.”

(Shakespeare, 2015: s. 46-47).

“Mine eyes are made the fools o’ th’ other senses, / Or else worth all the rest” (Shakespeare, 1994: s. 45)
soylemi EM1’de “Gozlerim ya biitiin 6biir hislerimin eglencesi oldu, yahut degerce hepsine bedel”
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(Shakespeare, 1946, s. 29); EM3’te “ Ya gozlerim o6teki duyularimin maskarasi oldu / Ya da o ikisi,
otekilerin hepsine bedel” (Shakespeare, 2000: s. 49) olarak cevrilmistir. Yiikiimsiiz 6zne durumundaki
soyleyen bu séyleme gore gordiigii seyin gercek olup olmadiginin farkinda bile degildir. Bu yilizden
gozleri eger dogru goriiyorsa, duyma, tat alma, dokunma, koklama duyularinin tiimiiniin ancak gozleri
kadar degerli olabilecegini diistinmektedir. EM2’de bu s6ylem “Ya gozlerim 6biir duyularimla oynuyor,
/ Ya obiir duyularim gozlerimle” (Shakespeare, 1967: s. 40) olarak gevrilmistir. Bu ceviride, 6zgiin
metindeki “worth all the rest” gostergesi diger duyularin gozleri hataya diisiiriiyor olmasi olarak
cevrilmigtir. Her ne kadar 6zglin metindeki sdylemden bazi izler tasisa da, EM3’te bu soylemin
cevirisinde yanlis bir anlam ortaya cikmistir ve bu durum Oztiirk Kasar'in (Oztiirk Kasar ve Tuna, 2015)
dizgeselligine gore anlamin bozulmasi egilimine 6rnek gosterilebilir. EM4’te ise bu sdylem “Gozlerim ya
oynuyor duyularimla / Ya da duyularim gozlerimle” (Shakespeare, 2015: s. 47) olarak cevrilmistir.
EM2’de oldugu gibi EM4’te de bu soylemin cevirisinde “worth all the rest” gostergesiyle tamamiyla
ilintisiz olmamakla beraber yanls bir anlam ortaya cikmustir ve Oztiirk Kasar'm (Oztiirk Kasar ve Tuna,
2015) dizgeselligine gore anlamin bozulmasi egilimi oldugu diisiiniilebilir.

Yiikiimsiiz Ozne Séylemi 3:

“MACBETH
Methought I heard a voice cry, Sleep no more:

Macbeth does murder Sleep,

Still it cri’d, Sleep no more to all the House:

Glamis hath murther'd Sleep, and therefore Cawdor
Shall sleep no more: Macbeth shall sleep no more.
LADY MACBETH

Who was it, that thus cried? Why worthy Thane,
You do unbend your noble strength, to think

So brain-sickly of things.”

(Shakespeare, 1994: s. 47).

Ozgiin metindeki “Methought I heard a voice cry, Sleep no more: / Macbeth does murder Sleep”
(Shakespeare, 1994: s. 47) [“Bir ses duyar gibi oldum: / ‘Kimseler uyumasin artik! Macbeth uykuyu
oldiirdii!”” (Shakespeare, 2017: s. 32)] Macbeth’in Kral Duncan’1 oldiirdiikten sonra kavramlastirici
bilesenin etkisini yitirdigi esnada {iirettigi bir sdylemdir. Bu soylemde soyleyenin kavramlastirici
bilesenin etkisinden ciktig1, 6zne konumunda bulunan Lady Macbeth’in “Who was it, that cried? Why
worthy Thane, / You do unbend your noble strength, to think / So brain-sickly of things” (Shakespeare,
1994: s. 47) [“Kimmis bu bagiran? Ah koca Macbeth, / Soylu giiciinii yipratiyorsun bu bozuk
diisiincelerle” (Shakespeare, 2017: s. 33)] soylemiyle dogrulanmaktadir. Macbeth bu séylemi iiretirken
diger soylularin Duncan’1t onun o6ldiirdiigiinii anlayacagindan kaynaklanan korku ve ona her zaman
giivenen bir krali 6ldiirdiigii icin iiziintii gibi tutku kokenli ickin bilesenin etkisi altindadir. Oztiirk
Kasar'in (2017) ylikiimsiiz 6zneler siniflandirmasina gore sdyleyen bu soylemde esenliksiz durumda
tutkular tiiriindeki ickin bilesenden kaynaklanan bedensel dengesizlik durumunda yiikiimsiiz 6zneye
doniigmiistiir. Yiikiimsiiz 6zne saptanan bu s6ylemin Tiirkce cevirileri agagidadir.

Adres | Adress1
Kirklareli Universitesi, Fen Edebiyat Fakiiltesi, Tiirk Dili ve Edebiyati | Kirklareli University, Faculty of Arts and Sciences, Department of
Boliimii, Kayal Kampiisii-Kirklareli/TURKIYE | Turkish Language and Literature, Kayali Campus-Kirklareli/ TURKEY
e-posta: editor@rumelide.com | e-mail: editor@rumelide.com



48 / RumeliDE Journal of Language and Literature Studies 2018.13 (December)

Subjectivity: a step of semiotics of translation and translation evaluation of a play from semiotics of translation point of view /
M. Kuleli (p. 33-72)

EM1
“MACBETH

Bana Oyle geldi ki bir ses ‘Artik uyumayin, Macbeth uykuyu 6ldiiriiyor!” diye bagirdi....Ses uyuyanlarin
hepsine, durmadan ‘Uyumayin!’ diye bagiriyordu, ‘Glamis uykuyu 6ldiirdii, onun i¢in Cawdor bir
daha uyumiyacak!”

LADY MACBETH

Boyle bagiran kimdi? Degerli efendimiz, bu sakat diislincelerle asil kudretinizi zayif
diisiiriiyorsunuz.”

(Shakespeare, 1946: s. 31-32).

EM2
“MACBETH
Bir ses duyar gibi oldum:

‘Kimseler uyumasin artik! Macbeth uykuyu éldiirdii!”

Yeniden yiikseldi ses: uyumayin artik:

Glamis uykuyu 6ldiirdii. Onun i¢in

Cawdor’a uyku yok artik! Macbeth’e uyku yok artik.
LADY MACBETH

Kimmis bu bagiran? Ah koca Macbeth

Soylu giiciinii yipratiyorsun bu bozuk diisiincelerle.”

(Shakespeare, 1967: s. 44).

EM3

“MACBETH

Sanki bir ses duymusum gibi geldi;
‘Uyku yok artik!” diye bagiriyordu,
‘Macbeth uykuyu katletti!’

Ses, satonun her yerinde ¢in ¢in 6tiiyordu,
‘Uyku yok artik!” diye, Glamis uykuyu katletti,
Onun i¢in Cawdor’a da uyku yok artik;
Macbeth’e uyku yok artik.

LADY MACBETH

Kimmis boyle bagiran? Bu ne hal Lordum?
Boyle meczup gibi aklimi takarsan bu islere,

O yaman iradenden eser kalmaz yakinda.”

(Shakespeare, 2000: s. 53-54).

EM4
“MACBETH
Feryat eden bir ses duyar gibi oldum:
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‘Kimse uyumasin artik!

Macbeth uykuyu o6ldiirdi!”’

O ses durmadan haykiriyordu evdekilerin hepsine:
‘Uyumayin bundan boyle;

Glamis uykuyu 6ldiirdii,

Bu yilizden Cawdor uyumayacak!

Macbeth’e uyku yok artik!” diye.

LADY MACBETH

Kimmis boyle seslenen? Ah, ylice Efendim,

Soylu giiciiniizii tiiketiyorsunuz boyle sakat diisiincelerle.”

(Shakespeare, 2015: s. 50).

Ozgiin metindeki “Macbeth shall sleep no more” ciimlesi EM2’'de “Macbeth’e uyku yok artik”
(Shakespeare, 1967: s. 44); EM3’te “Macbeth’e uyku yok artik” (Shakespeare, 2000: s. 53); EM4’te
“Macbeth’e uyku yok artik” (Shakespeare, 2015: s. 50) olarak Tiirk¢eye cevrilmistir. Ancak EM1’de bu
ciimle tamamen silinmistir ve cevrilmemistir. Bu durum, Oztiirk Kasar’mn (Oztiirk Kasar ve Tuna, 2015)
dizgeselligine gore anlamin yok edilmesi olarak diisiiniilebilir.

Yiikiimsiiz Ozne Soylemi 4:

“MACDUFF

O horror, horror, horror,

Tongue nor heart cannot conceive, nor name thee.
MACBETH and LENNOX

What's the matter?

MACDUFF

Confusion now hath made his masterpiece:
Most sacrilegious murder hath broke ope

The Lord's anointed Temple, and stole thence
The life o' th’ building.

MACBETH

What is 't you say? the life?

LENNOX

Mean you his majesty?

MACDUFF

Approach the chamber, and destroy your sight
With a new Gorgon. Do not bid me speak:

See, and then speak yourselves:”

(Shakespeare, 1994: s. 51).

Bir onceki s6ylemde Duncan’1 6ldiiren Macbeth, Lady Macbeth’in yanina gittiginde yiikiimsiiz 6zne
olarak soylem iiretmisti. Bu sdylemde ise sabah Duncan’1 ziyarete gelen soylular Duncan’in 6ldiigiinii
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goriirler ve Macbeth 6zne konumuna donmiistiir, kavramlastiric1 bilesenin etkisi altinda tasarladiklar:
plana gore adim atmaktadir ve “What is’ t you say? The life?” (Shakespeare, 1994: s. 51) [“Neler
soyliiyorsun, ne cani” (Shakespeare, 2017: s. 37)] soylemiyle bu cinayetten habersiz gibi
davranmaktadir. Dolayisiyla geceden sabaha kadar kavramlastiric1 bileseni geri kazanmistir ve 6zne
konumuna doniismiistiir. Ancak Iskocya soylularindan Macduff, Duncan’m 6ldiigiinii goriince “O
horror, horror, horror, / Tongue nor heart cannot conceive, nor name thee” (Shakespeare, 1994: s. 51)
[“Korkung! Korkung!.. Korkun¢ felaket! / Diller anlatamaz seni! Yiirekler dayanamaz sana!”
(Shakespeare, 2017: s. 37)] ciimlelerinden anlagilabilecegi iizere kavramlastirici bilesenin etkisinden
cikar ve yasadig: biiyiik tiziintii, tutku kokenli ickin bilegenin etkisinin altinda bu soylemi iiretmistir.
Oztiirk Kasar'm (2017) yiikiimsiiz 6zneler simflandirmasina gore soyleyen bu séylemde esenliksiz
durumda tutkular tiirtindeki ickin bilesenden kaynaklanan bedensel dengesizlik durumunda yiikiimsiiz
0zneye doniigmiistiir. Yiikiimsiiz 6zne saptanan bu sdylemin Tiirkge cevirileri asagidadir.

EM1

“MACDUFF

Ah, felaket felaket! Seni hatirlamaya da anmiya da ne dil raz olur, ne goniil!
MACBETH - LENOX

Ne oldu ki?

MACDUFF

Diizeni altiist olan islerin sahseseri bu! Cok kafirce bir cinayet. Tanrinin mukaddes mabedine zorla
girerek oradan yapinin canin alnus!

MACBETH

Ne dediniz? Canini m1?

LENOX

Hiikiimdarimizin m1 demek istiyorsunuz?
MACDUFF

Oraya gidin de gozlerinizi yeni bir Gorgon kor etsin. Benden s6z beklemeyin. Goriin de séylenecegi
kendiniz s6ylersiniz.”

(Shakespeare, 1946: s. 36-37).

EM2

“MACDUFF

Korkung! Korkung!.. Korkung felaket!
Diller anlatamaz seni! Yiirekler dayanamaz sana!
MACBETH VE LENNOX

Ne var? Ne oldu?

MACDUFF

Boylesine canavarlik goriilmemis.
Cinayetlerin en cehennemligi
Tanrinin evini talan etmis de sanki
Tapilan can1 almig i¢inden...
MACBETH

Neler soyliiyorsun? Ne cani?
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LENNOX

Krala m1 bir sey oldu?

MACDUFF

Gidin odaya da tas kesilsin gozleriniz.
Yilan sagh Gorgon’u gormiis gibi.

Beni konusturmayin; gidin goriin,

Sonra kendiniz konusun konusabilirseniz.”

(Shakespeare, 1967: s. 50-51).

EM3

“MACDUFF

Ah, korkung! Korkung! Korkung!

Soz yetmez anlatmaya,

Insan akh kavramayaz!

MACBETH VE LENNOX

Ne var, ne oldu?

MACDUFF

Felaket! En kétii sey oldu! imansiz caniler,
Tanrr'min kutsal mabedine zorbaca girip,
icindeki cam calmuglar.

MACBETH

Ne demek istiyorsun? Hangi cani?
LENNOX

Majeste mi yoksa?

MACDUFF

Odaya gelin de, Gorgon’u gormiis gibi

Kor olup tas kesilin siz de.

Kendi gozlerinizle goriin ve ona gore konusun.”

(Shakespeare, 2000: s. 58-59).

EM4

“MACDUFF

Ah, korkung, korkung, dehset verici bir felaket!
Diller anlatamaz, yiirekler dayanamaz buna!
MACBETH VE LENNOX

Ne var? Ne oldu?

MACDUFF

Felaketin yikimi1 bagyapitini yaratti simdi!
Kutsalliga saygisizlik edilmis bir cinayet bu,

Tanrinin kutsal tapinagi yagmalanmig
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Tapinagin cani oradan ¢alinmais.

MACBETH

Neler soyliiyorsunuz? Ne cani?

LENNOX

Kral’dan m1 s6z ediyorsunuz?

MACDUFF

Odasina gidin de tas kesilsin gozleriniz,

Yeni bir Gorgon gérmiissiiniiz gibi.

Beni konusturmayin; kendi gozlerinizle goriin
O zaman konusun, konusabilirseniz eger.”

(Shakespeare, 2015: s. 54-55).

Ozgiin metindeki “Confusion now hath made his masterpiece” ciimlesi EM1’de “Diizeni altiist olan isleri
saheseri bu” (Shakespeare, 1946: s. 36); EMg’te “Felaketin yikimi bagyapitim1 yaratti simdi”
(Shakespeare, 2015: s. 55) ciimleleriyle Tiirk¢eye aktarilmistir ve herhangi bir anlam bozucu egilim
saptanmamigtir. Ancak EM2’de bu ciimle “Béylesine canavarlik goriilmemis” (Shakespeare, 1967: s. 50)
olarak cevrilmis ve 6zgiin metindeki gostergeler ile neredeyse tamamen ilintisiz gostergeler kullanilarak
aykir1 anlam ortaya cikmistir. Bu durum, Oztiirk Kasar'n (Oztiirk Kasar ve Tuna, 2015) dizgeselligine
gore analmin saptirilmasi egilimine 6rnek gosterilebilir. EM3’te de “Felaket! En koti sey oldu”
(Shakespeare, 2000:s. 59) olarak cevrilmis ve 6zgilin metindeki anlamla neredeyse ilintisiz bir anlam
iiretilerek Oztiirk Kasar'm (Oztiirk Kasar ve Tuna, 2015) dizgeselligine gére anlamin saptirilmasi egilimi
saptanmistir. Ayrica bu sdylemde “Gorgon” gostergesi ile metinleraras: bir iligki kurulmustur. Bu
gosterge EM1, EM3 ve EM4te “Gorgon” gostergesi ile karsilanmis ve metinlerarasilik iligkisi devam
ettirilmistir. Ancak EM2’de “yilan sacli Gorgon” (Shakespeare, 1967: s. 51) gostergesi kullamilmigtir ve
0zgiin metinde yer almayan “yilan sach” nitelemesi, “Gorgonlarin yilan sach olarak portrelenmesi”
(Hansen ve Hansen, 2005: s. 158) sebebiyle EM2’de cevirmen tarafindan asir1 yorum katilarak Tiirkceye
cevrilmistir. Bu durum, Oztiirk Kasarin (Oztiirk Kasar ve Tuna, 2015) dizgeselligine gore anlamin agir1
yorumlanmasi egilimi olarak gériilebilir. Ozgiin metinde yer alan “Do not bid me speak” ciimlesi EM1'de
“Benden s6z beklemeyin” (Shakespeare, 1946: s. 37); EM2’de “beni konusturmayin” (Shakespeare, 1967:
s. 51); EM4’te “Beni konusturmayin” (Shakespeare, 2015: s. 55) olarak cevrilirken, EM3’te bu ciimle
cevrilmemigtir ve ylikiimsiiz 6zne olan olan sGyleyenin iiziintiiden dolay1 konusmak istememesi ¢eviri
metin okuruna aktarilmamistir. Ozgiin metinde yiikiimsiiz 6zne séylemi icin anlam tasiyan bir birimin
EM3'te silinmesi, Oztiirk Kasarm (Oztiirk Kasar ve Tuna, 2015) dizgeselligine gore anlamim yok
edilmesi olarak diisiiniilebilir.

Yiikiimsiiz Ozne Soylemi 5:

“BANQUO

O, treachery!

Fly good Fleance, fly, fly, fly.
Thou mayst revenge. O slave!”

(Shakespeare, 1994: s. 65).

Macbeth’in gonderdigi katiller Banquo ve oglu Fleance’1 6ldiirmek i¢in aksam karanhiginda saldiriya
gectiklerinde Banquo 6lmek iizereyken bu séylemi {iretmistir. S6ylemdeki “fly” (kag) gostergesi dort defa
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tekrarlanmistir ve Banquo, oglu Fleance’in kagmasi i¢in kendini feda etmistir. Banquo, oglu Fleance’a
kendini adamistir ve onun hayatta kalmasi i¢in 6liimii bile goze almistir. Kavramlastiric1 bilesenin
etkisinin yok oldugu bu séylemde soyleyen simgesel giicler kdkenli agkin bilegenin etkisi altindadir.
Oztiirk Kasar'm (2017) yiikiimsiiz 6zneler simflandirmasina gore séyleyen bu sdylemde bir isleve
indirgenmis bireysel bicim-6zne olarak simiflandirilabilir. Bu séylemin Tiirkge ¢evirileri asagidadir:

EM1

“BANQUO

Ah, hiyanet! Kag Fleance’cigim, kac, kac, kac! Belki intikam alirsin...Ah, alcak! (Oliir).”
(Shakespeare, 1946: s. 52-53).

EMz2

“BANQUO

Ah, Kallegler! Kag Fleance’im, kac! kac! kac!

Kag da 6ciimii al! Ah, algak! (Banquo vurulup olir).”

(Shakespeare, 1967: s. 73).

EM3

“BANQUO

Ah! Hainler! Kag Fleance, kag evladim, kag, kag, kag!
Ociimii al! Ah, alcaklar! (Banquo 6liir).”

(Shakespeare, 2000: s. 79).

EM4

“BANQUO

Ah, sizi kallegler! Kag, Fleance, kag,

Kag da intikamimi al. Ah, al¢aklar! (6liir).”

(Shakespeare, 2015: s. 72).

Ozgiin metindeki “Thou mayst revenge” (Shakespeare, 1994: s. 65) sdylemi, EM2’'de “Gciimii al”
(Shakespeare, 1967: s. 73); EM3’te “Ociimii al” (Shakespeare, 2000: s. 79); EM4’te “intikamimi al”
(Shakespeare, 2015: s. 72) olarak ¢evrilmistir ve “mayst” kipinin dilek-sart kipi anlami erek metinlerde
yansitilmigtir. Ancak EM1’deki “Belki intikam alirsin” (Shakespeare, 1946: s. 53) soyleminde “mayst”
kipi Ingilizcedeki potansiyel diger bir anlami olan ihtimal anlamiyla cevrilmistir. EM1’deki yiikiimsiiz
0zne sOyleminin cevirisinde 6zgiin metindeki bir gostergenin potansiyel ama 6zgiin metin baglaminda
gerceklesmemis olan bir anlami kullanildig icin, Oztiirk Kasar'in (Oztiirk Kasar ve Tuna, 2015)
dizgeselligine gore bu durum anlamin kaydirilmasi olarak siniflandirilabilir.

Yiikiimsiiz Ozne Séylemi 6:

“MACBETH
The table's full.
LENNOX

Here is a place reserv’d Sir.
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MACBETH

Where?

LENNOX

Here my good lord.

What is't that moves your Highness?
MACBETH

Which of you have done this?
LORDS

What, my good lord?

MACBETH

Thou canst not say I did it: never shake
Thy gory locks at me.

ROSS

Gentlemen rise, his Highness is not well.

LADY MACBETH

O proper stuff:

This is the very painting of your fear:

This is the air-drawn dagger which you said
Led you to Duncan.”

(Shakespeare, 1994: s. 67-68).

Macbeth’in verdigi yemek soleninde katillerin ona Banquo’'nun 6ldiiriildiigiinii ancak oglu Fleance’in
kactigini haber etmesi iizerine Macbeth’in tiim nesesi kacar ve cadilarin ona kral olacagini miijdeledigi
zaman Banquo’ya da kral babasi olacagini miijdelemeleri sebebiyle, hayatta olan Fleance’tan korkmaya
baglar. Tiim bu korkular icinde solende kendisi i¢in ayrilan masada Banquo'nun hayaletini goéren
Macbeth, kavramlastirict bilesenin etkisinden ¢ikar ve tutkular tiiriindeki ickin bilesenin giidiimiine
girerek bu soylemi ylikiimsiiz 6zne olarak iiretir. “Which of you have done this?” (Shakespeare, 1994: s.
67) [Hanginiz yaptiniz bunu?¢] climlesi yemekteki davetlilere hitaben sdylenmistir ve sdyleyen,
Banquo’nun hayaletini kendi sandalyesine kimin koydugunu davetlilere soracak kadar yarg: kabiliyetini
yitirmigtir ve yilikiimsiiz 6zneye doniigmiistiir. Ayn1 zamanda, “Thou canst not say I did it: never shake /
thy gory locks at me” (Shakespeare, 1994: s. 67) [Ben yaptim diyemezsin, kanl percemlerini sallama
bana] climlesinde soyleyen sandalyesinde oturan hayalete hitap etmektedir. Tiim davetlilerin 6niinde,
iistelik davetlilerin gérmedigini bile anlamadig1 bir hayaletle konusmasi da soyleyenin ickin bilesenin
giidiimiinde oldugunu dogrulamaktadir. Soyleyen, korku ve endise gibi tutkulardan dolayr yarg:
kabiliyetini yitirmesi sebebiyle, bu séylemdeki sdyleyen Oztiirk Kasar'mn (2017) yiikiimsiiz 6zneler
smiflandirmasina gore esenliksiz durumda tutkular tiiriindeki ickin bilesenden kaynaklanan bedensel
dengesizlik durumunda yiikiimsiiz 6zneye doniigsmiistiir. Yiikiimsiiz 6zne saptanan bu séylemin Tiirkce
gevirileri asagidadir.

6 Tarafimizdan cevrilmistir.
7 Tarafimizdan ¢evrilmistir.
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EM1

“MACBETH

Masa dolu.

LENOX

Burada bir yer ayrildi, efendimiz.

MACBETH

Nerede?

LENOX

Burada, aziz efendimiz. Hagsmetlimizi heyecanlandiran nedir?
MACBETH

Bunu hanginiz yaptimz?

BEYLER

Neyi efendimiz?

MACBETH

Benim yaptigimi soyliyemezsin: kanl percemlerini bana dogru sallama hig.
ROSSE

Beyler, kalkin; hagmetlimiz iyi degiller.

LADY MACBETH

Haydji, laf! Bu senin korkundan dogan bir hayal: havada ilerliyerek seni Duncan’a dogru gotiirdiigiinii
soyledigin hancer.”

(Shakespeare, 1946: s. 55-56).

EM2

“MACBETH

Sofrada yer yok.

LENNOX

Buyurun; iste, yeriniz hazir, kralim.
MACBETH

Nerede?

LENNOX

iste, buyurun kralim. Neniz var, efendimiz?
MACBETH

Kim yapt1 bunu?

BEYLER

Neyi, efendimiz?

MACBETH

Ben yaptim diyemezsin elbet!

Beni gosterme 6yle, kanl bagini sallayip.
ROSS

Baylar, kalkalim; Kralimiz rahatsiz.
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LADY MACBETH

Birak bu sacmalar!

Korkudan hayal gérmege basladin yine:
O havada duran hancer gibi hani,

Sozde seni Duncan’a dogru siiren hancer.’

(Shakespeare, 1967: s. 77-79).

EM3

“MACBETH

Ama masada yer yok.

LENNOX

Yeriniz burada efendim.

MACBETH

Nerede?

LENNOX

Iste burada, saym Lordum. Ne oldu, canimzi sikan bir sey mi var, ekselans?
MACBETH

Bunu hanginiz yapt1?

LORDLAR

Neyi, sayin Lordum?

MACBETH (Hayalete)

Sen yaptin diyemezsin bana! O kanl saglarin1 da bana dogru savurma 6yle!
ROSS

Baylar, kalkin, ekselanslari iyi degil.

LADY MACBETH

Hadi canim!

Hayali bir korku seninki.

Hani, havada asili hangerden s6z etmistin ya,
‘Beni Duncan’a gotiirdii’ dedigin hancer;

Bu da tipki onun gibi.”

(Shakespeare, 2000: s. 82-84).

EM4

“MACBETH

Sofrada yer yok ki.

LENNOX

Buyrun iste yeriniz hazir, efendimiz.
MACBETH
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Nerede?

LENNOX

Burada, yiice lordum.

Sizi bu kadar heyecanlandiran nedir, efendimiz?
MACBETH

Hanginiz yapt1 bunu?

LORDLAR

Neyi, yiice lordum?

MACBETH

Ben yaptim diyemezsin elbette.

Kanh percemlerini sallayip beni gosterme oyle.
ROSS

Beyler, kalkalim, Kralimiz rahatsizlandi.

LADY MACBETH

Birakin bu sagmaliklar:!

Bu sizin korkunuzdan dogan bir hayal sadece.
Bu da, o havada duran hanger,

Hani sizi Duncan’a gotiiren hancer gibi.”

(Shakespeare, 2015: s. 75-76).

Ozgiin séylemdeki “This is the very painting of your fear” (Shakespeare, 1994: s. 68) ciimlesi EM1’de “bu
senin korkundan dogan bir hayal” (Shakespeare, 1946: s. 56); EM2’de “korkudan hayal gormege
bagladin yine” (Shakespeare, 1967: s. 78); EMg’te “sizin korkunuzdan dogan hayal sadece”
(Shakespeare; 2015: s. 76) olarak c¢evrilmistir ve 6zgiin metindeki gibi soyleyenin yiikiimsiiz 6zneye
doniigsmesinin sebebi olarak korku kaynakli bir tutku gosterilmistir. EM3’te ise bu ciimle “hayali bir
korku seninki” (Shakespeare, 2000: s. 83) olarak g¢evrilmistir ve yiikiimsiiz 6zne konumunda olan
sOyleyenin hayal gordiigii ceviri metin okuruna aktarilmamis olmakla birlikte ylikiimsiiz Gzneye
doniigsmesinin sebebi korku olarak gosterilmemistir. Her ne kadar 6zgiin metindeki soylemden izler
tagisa da, EM3’te yanhs bir anlam ortaya cikmistir ve bu durum Oztiirk Kasar'in (Oztiirk Kasar ve Tuna,
2015) dizgseselligine gore anlamin bozulmasi egilimi olarak goriilebilir.

Yiikiimsiiz Ozne Séylemi 7:

“MACBETH

Avaunt, and quit my sight, let the earth hide thee:
Thy bones are marrowless, thy blood is cold:
Thou hast no speculation in those eyes

Which thou dost glare with.

LADY MACBETH

Think of this good Peers

But as a thing of custom: 'tis no other,

Only it spoils the pleasure of the time.
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MACBETH

What man dare, I dare:

Approach thou like the rugged Russian bear,
The arm'd rhinoceros, or th’ Hyrcan tiger,
Take any shape but that, and my firm nerves
Shall never tremble. Or be alive again,

And dare me to the desert with thy sword:

If trembling I inhabit then, protest me

The baby of a girl. Hence horrible shadow,
Unreal mockery, hence!

Exit Ghost.

Why so, being gone,

I am a man again.”

(Shakespeare, 1994: s. 69-70).

Macbeth, bu s6ylemde “Exit Ghost” (hayalet ¢ikar) boliimiine kadar davetlilerin 6niinde halen yemekte
sandalyesine oturan Banquo'nun hayaletiyle konusmaktadir. Lady Macbeth’in davetlilere “a thing of
custom” sOylemiyle bunun arada olan bir durum oldugunu soylemesine ragmen Macbeth, Lady
Macbeth’in sozlerini duymayarak ve davetlilere hi¢c aldirmayarak hayalet ile konusmaya devam
etmektedir. Bir once ornekteki korkudan dolay1 kavramlastiric: bilesenin etkisini yitirmesi bu 6rnekteki
soylemlerde de devam etmektedir ve korku kokenli tutkularin giidiimiinde olmasi, sdyleyenin bu
soylemi ickin bilesenin etkisi altinda iirettigini diisiindiirmektedir. Oztiirk Kasarin (2017) yiikiimsiiz
ozneler siniflandirmasina gore soyleyen bu soylemde esenliksiz durumda tutkular tiiriindeki ickin
bilesenden kaynaklanan bedensel dengesizlik durumunda yiikiimsiiz 6zneye doniismiistiir. Soylemin
sonuna dogru hayaletin ¢ikmasiyla sOyleyen “being gone, I am a man again” (Shakespeare, 1994: s. 70)
[Gitti ya, adam oldum yeniden8] ciimlesiyle yine bir 6znelik doniisiimii yasayarak yiikiimsiiz 6zneden
yargl durumundaki ve kavramlastirici bilesenin etkisi altindaki 6zne durumuna déonmiistiir. Bu durum,
korku kokenli bir tutkunun var oldugu durumlarda soyleyenin yargi yetenegini kaybettigini, ancak
korkuyu doguran durumun ortadan kalktiginda yine 6zne durumuna donebildigini gostermektedir. Bu
sOylemin cevirileri agagidadir.

EM1
“MACBETH

Git oradan! Goziimiin oniinden ¢ekil! Toprak seni gizlesin! Kemiklerinde ilik kalmadi, kanin dondu;
dikip baktigin o gozlerde idrak diye bir sey yok ki!

LADY MACBETH
Beyler, bunu sadece yer etmis bir adet bilin, fazla bir sey degil. Yalniz, toplantinin nesesini kagiriyor.
MACBETH

Bir adam neyi goze alirsa alirim: killi Rus ayis1 gibi, disli gergedan gibi, yahut Curcan illerinin kaplani
gibi gel; o sekle girme de hangi sekle girersen gir, saglam sinirlerim bir kere bile titremez; yahut tekrar
diril, kilicimi ¢cekerek meydan oku, beni ¢ole cagir; o zaman da titrer kalirsam beni kiz bebek ilan et.
Haydi git, korkuncg golge! Asilsiz alay, git!.

(Hayalet kaybolur.)

8 Tarafimizdan cevrilmistir.
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Ya iste: o gitti, erkekligim tekrar geldi.”
(Shakespeare, 1946: s. 57-58).

EM2

“MACBETH

Cekil! Git karsimdan! Git, toprak gizlesin seni!
Kanin kurudu senin; ilik yok artik kemiklerinde.
Bakis yok iistiimiize diktigin o gozlerde.
LADY MACBETH

Aldirmayin, beyler, olagan bir sey sayin bunu.
Bir sey degil ashinda;

Keyfimizi bozuyor yalniz, o kadar.

MACBETH

Bir insan neyi goze alabilirse almigim goze.
Gel, yaklas, kudurmus Rus ayisi!

Azl gergedan, cana susamig kaplan!

Boyle goriinme de ne olursan ol:

Kilim kipirdamayacak karsinda.

Diril istersen, kilicini ¢ek, ¢agir beni

Iss1z bir yere. Korkar da evime kapanirsam,
Bir kizin bebegi de bana, bebegi de!

Cekil git, pis hortlak. Uydurma surat, ¢ekil git!
(Hortlak ¢ikar.)

Bakin, o gitti, ben de adama dondiim yeniden!”

(Shakespeare, 1967: s. 80-81).

EM3

“MACBETH (Hayaleti goriir.)

Defol! Gézlime goriinme! Topragin altina don!
Kemiklerin iliksiz, kanin soguk senin.

O ters ters bakan gozlerin géremez asla!
LADY MACBETH

Merak etmeyin, degerli Lordlar,

Bu zaman zaman oluyor. Onemli degil,

Ama yazik ki tadimiz1 kagiriyor.

MACBETH

Erkek olmaya ben de erkegim!

Azgin Rus ayisi gelsin isterse listiime

Ya da zirhh gergedan, veya Hyrcania kaplan;

Seninki diginda, hangi kilikta gelirse gelsin,
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Hi¢ tinmam bile. Ya da, yine canlan da gel;
Al kilicin istedigin kuytuda kapisalim.

O zaman da titrer, ctkamazsam karsina,
Ufacik, kiz bebekten daha korkak de bana.
Yok ol karsimdan, korkung golge!

Gercek dis1 maskara, defol!

(Hayalet ¢ikar.)

Iste bakin, o gitti, ben yine erkek oldum.”
(Shakespeare, 2000: s. 85-86).

EM4

“MACBETH

Cekil! Git karsimdan! Toprak gizlesin seni!

ilik kalmad artik kemiklerinde, kanin ¢coktan dondu;
Anlay1s yok bana dikip baktigin o gozlerinde.
LADY MACBETH

Aldirmayin sayin Lordlar; olagan bir sey sayi bunu da.
Bir sey degil ashinda;

Soframizin keyfini bozuyor yalnizca.

MACBETH

Bir insan neyi goze alabilirse, ben de almisim goze,
Gel, yaklas bana, ister 6fkeli Rus ayis1 gibi,

Ister zirhl1 gergedan, ister Hazer kaplani ol;

Bu sekle girme de, hangi sekilde gelirsen gel,

O zaman kihm kipirdamaz karsinda.

Ya da hayata don, kilicinm ¢ekip ¢agir beni,
Karsgilagalim 1ss1z bir yerde.

Korkar da kapanirsam evime

Hanim evladi diye alay et benimle.

Cekil git korkung hayalet!

Gercek olmayan hayal, defol!

(Hayalet kaybolur)

Iste gitti! Ben de kendime déndiim yeniden”

(Shakespeare, 2015: s. 78).

Ozgiin metinde Macbeth’in hayalete hitap ederek iirettigi “let the earth hide thee” (Shakespeare, 1994:
s. 69) ciimlesi EM1’de “Toprak seni gizlesin” (Shakespeare, 1946: s. 57); EM2’de Toprak gizlesin seni”
(Shakespeare, 1967: s. 80); EM4’te “Toprak gizlesin seni” (Shakespeare, 2015: s. 78) cilimleleriyle
Tiirkceye cevrilmistir ve hayaletin toprak altinda kalarak Macbeth’in goziine goriiniir hale gelmemesi
i¢in topragin bu hayaleti saklamasi istegi ceviri metin okuruna da 6zgiin metin okuruna oldugu gibi
yansitilmistir. Ancak EM3’te bu climle “Topragin altina dén” (Shakespeare, 2000: s. 85) olarak
cevrilmigtir ve sdyleyenin bu hayaletin zaten toprak altinda oldugunu bildigini, yeniden oraya donmesi
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icin ona bir emir verdigini diisiindlirmektedir. Bu durumda, sOyleyen kavramlagtirici bilesenin
etkisinden tam olarak ¢ikamamig olarak yorumlanabilir ve yiikiimsiiz 6zne sdylemi ceviri metin okuru
icin tam anlamuyla bir yiikiimsiiz 6zne olarak alimlanamayabilir. EM3’teki bu cevirideki anlam bozucu
egilim Oztiirk Kasar'm (Oztiirk Kasar ve Tuna, 2015) dizgeselligine gore 6zgiin metinle tamamen ilintisiz
olmamakla birlikte ortaya yanlis anlam c¢ikmasi sebebiyle anlamin bozulmasi egilimi olarak
diisiiniilebilir.

Bu soylemdeki dikkat ceken diger bir gosterge ise “Hyrcan tiger” gostergesidir. Hyrcania olarak da
bilinen bu yer iran’da Hazar Denizi'ne yakin bir konumdadir. Bu séylemde bu gdsterge metinlerarasi bir
iligki yaratmistir. Ozgiin metin okuru, bu gostergeyi coziimlemek icin geri okumalarindan veya yeni
okumalardan yararlanmak zorunda kalacaktir. Ayni edebi hazz alabilmek i¢in erek metin okuruna da
bu metinlerarasilik iligkisinin yansitilmasi beklenebilir. EM1’de bu gosterge “Curcan illerinin kaplani”
olarak cevrilmistir. Curcan bugiinkii iran’da bulunan bir kenttir. Her ne kadar Tiirkce fonotaktigine
yaklastirilmis olsa da ve metinlerarasilik iligkisi korunmus olsa da, 6zgiin metindeki Hyrcan bir kaplan
tiiri mi yoksa bir yer ismi mi bilinmezken EM1’de “iller” gdstergesi ile buranin bir yer oldugu
cevirmenin kendi yorumu ile okura acikca belirtilmistir. EM1’deki bu durum Oztiirk Kasar'm (Oztiirk
Kasar ve Tuna, 2015) dizgeselligine gore anlamin asir1 yorumlanmasi egilimi olarak diisiiniilebilir.
EM2’de ise bu gosterge “cana susamis kaplan” olarak cevrilmistir ve cevirmenin asir1 yorumuyla
metinlerarasilik iligkisi yok edilmistir. Cevirmenin kendi yorumunu katmasiyla ortaya asir1 ¢evirinin
cikmasi, Oztiirk Kasar'in (Oztiirk Kasar ve Tuna, 2015) dizgeselligine gore anlamin agir1 yorumlanmasi
olarak siniflandirilabilir. EM4’te bu gosterge “Hazer kaplani” olarak karsimiza ¢ikmaktadir. EM1’deki
gibi Tiirkce fonotaktigine uydurulup metinlerarasi iliski korunmustur ve Hazar Denizi'ne yakin bir
konumda olan “Hazer”, 6zgiin metindeki anlama yakin bir konumdan bahsetmektedir. Bu gostergenin
EMg’teki cevirisinde herhangi bir anlam bozucu egilim saptanmamistir. EM3’te ise bu gosterge
“Hyrcania kaplan1” olarak ¢evrilmis ve metinlerarasilik iligkisi korunmustur.

Bu soylemin ¢eviri degerlendirmesinde son olarak “the desert” gostergesi ¢6ziimlenmistir. EM1’de bu
gosterge “col” olarak cevrilirken; EM2’de “issiz bir yer”; EM3’te “kuytu”; EM4’te ise “issiz bir yer”
gostergeleriyle cevrilmistir. S6ylemin baglaminda ve hatta bu séyleme kadar oyunda hig bir séylemde
“col” gostergesi gecmezken, bu sdylemde “desert” gostergesinin oniine Ingilizcedeki belirtme artikeli
olan “the” kullanilmigtir. Ancak bu s6ylemde veya daha 6nceki séylemlerde de aciklanan veya bahsedilen
bir ¢61 s6z konusu olmadig igin, baglamin anlam evrenine “¢6l” gostergesi uygun diismemektedir. EM2,
EM3 ve EM4’te kullanilan karsiliklar “the desert” gostergesi i¢in uygun goriilebiliyorken, EM1’deki “¢61”
gostergesi “desert” gostergesinin potansiyel ancak 6zgiin metinde gerceklesmeyen bir anlami oldugu igin
ortaya cikan bagka anlam Oztiirk Kasar'm (Oztiirk Kasar ve Tuna, 2015) dizgeselligine gére anlamin
kaydirilmasi egilimi olarak simiflandirilabilir.

Yiikiimsiiz Ozne Séylemi 8:

“DOCTOR

I have two nights watch’d with you, but can perceive no truth in your report. When was it she last
walk’d?

GENTLEWOMAN

Since his Majesty went into the field, I have seen her rise from her bed, throw her night-gown upon
her, unlock her closet, take forth paper, fold it, write upon't, read it, afterwards seal it, and again
return to bed; yet all this while in a most fast sleep.

DOCTOR
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A great perturbation in nature, to receive at once the benefit of sleep, and do the effects of watching.
In this slumbery agitation, besides her walking, and other actual performances, what (at any time)
have you heard her say?”

(Shakespeare, 1994: s. 93)

Bu s6ylem, geceleri uyurken odasinda uyurgezer durumda dolasan ve konusan Lady Macbeth’e cagrilan
doktor ile Lady Macbeth’in yardimcisi arasinda ge¢cmektedir. Gece Lady Macbeth’in semptomlarini
gozlemlemek igin gelen doktora Lady Macbeth’in yardimcisi “I have seen her rise from her bed, throw
her night-gown upon her, unlock her closet, take forth paper, fold it, write upon’t, read it, afterwards
seal it... all this while in a most fast sleep” (Shakespeare, 1994: s. 93) [Yatagindan kalktigini, iistiine
geceligini aldigini, dolabimi agtigini, bir kagit alip katladigini, iistiine bir seyler yazip okudugunu,
sonrasinda miihiirledigini goérdiim... tiim bunlar derin bir uyku halindeydi9] sOylemini iiretmistir.
Doktor ve Lady Macbeth’in yardimeisi bu s6ylemde kavramlastiric bilesenin etkisinde 6zne konumunda
iken, bir sonraki oOrnekte sdylemleri coziimlenecek olan Lady Macbeth uyurgezer bir hasta
durumundadir. Uyurgezer durumdaki tiim sdylemleri kavramlastirict bilesenden, dolayisiyla yarg:
yeteneginden uzak olan Lady Macbeth, Oztiirk Kasar’in (2017) yiikiimsiiz 6zneler siniflandirmasina gore
patolojik bir durumdan kaynaklanan biling eksikligi konumunda yiikiimsiiz 6zneye déniismiistiir. Bu
soyleme gore Lady Macbeth, uyurgezer durumdayken temel bilesenin bile kismen giidiimiinden
uzaktadir ¢iinkii etrafinda konugulanlar bile duyamayacak kadar serin bir uyku halindedir. Ancak
yazabildigine gore ve dolabi acabildigine gore gorme ve dokunma duyular1 halen uyarici alabiliyorken,
bu yiikiimsiiz 6zne durumu Macbeth’in korkularinin onu da sardigindan kaynaklanmais olabilir ve ickin
bilesenin giidiimiinde bir uyurgezer olabilir. Bu sdylemin ¢evirileri asagidadir.

EM1
“HEKIM

Sizinle iki gecedir bekliyorum ama dediklerinizi dogru ¢ikaracak bir sey goremedim. Son defa ne
zaman yuridii?

NEDIME

Hagmetlimiz sefere gittiginden beri kac defa yatagindan kalktigini, iistiine geceligini aldigini,
¢ekmecesini agtigini, kagit ¢ikarip katlayip iistiine bir sey yazdigini, okudugunu sonra miihiirleyip
tekrar yatagina dondiigiinii gordiim. Hem de biitiin bunlar1 derin bir uykudayken yapiyordu.

HEKIM

Hem uykunun nimetinden faydalanmak, hem de uyaniklik eserlerini gostermek tabiatta biiyiik bir
sarsint1 var demektir. Bu uykulu rahatsizlik i¢inde, yiiriimek ve 6biir hareketleri yapmaktan bagka,
bir sey dedigini hig igittiniz mi?”

(Shakespeare, 1946: s. 85).

EM2

iki gecedir bekliyorum sizinle,

Hig bir sey goremedim dediklerinize benzer.
En son ne zaman gordiiniiz

Kiraligenin gece kalkip gezdigini

KADIN

Kiralimizin sefere ciktigi gece.

9 Tarafimizdan cevrilmistir.
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Baktim yatagindan kalkti, hirkasim giydi,
Cekmecesinden bir kagit ¢ikarip katlad,

Bir seyler yazd {istiine, miihiirledi ve yatti:
Derin uykular i¢indeydi biitiin bunlar: yaparken.
HEKIM

Biiyiik bir i¢ sarsintisinin belirtisi bu:

Uyku halindeki biinyede uyaniklik halleri

Bu uyur uyaniklik sirasinda

Yiiriimek ve daha bagka haller disinda,
Agzindan bir seyler duydugunuz oldu mu?”

(Shakespeare, 1967: s. 118-119).

EM3
“DOKTOR

Seninle birlikte iki gece bekledim, ama dedigin gibi bir sey olmadi. Lady Macbeth en son ne zaman
ylurimisti?

NEDIME

Majesteleri savasa gittiginden beri, geceleri yatagindan kalkiyor, iistiine bir gecelik aliyor, dolabini
aciyor, icinden bir kagit ¢ikariyor, kathyor, iistiine bir seyler yaziyor, okuyor, sonra yine miihiirleyip
yerine koyuyor ve yatagina doniiyor, ama biitiin bunlar1 hep derin uykuda yapiyor.

DOKTOR

Hig dogal degil bu; hem uykunun etkisinde olmak, hem de uyanikken yapilan seyleri yapmak. Bu
sikintili uyku sirasinda, yiiriiyiip dolagmasi ve 6teki hareketleri disinda, herhangi bir anda konustugu
da oldu mu?”

(Shakespeare, 2000: s. 123).

EM4
“HEKIM

iki gecedir sizinle nobetteyim. Ama dediklerinizi dogru cikaracak bir sey géremedim. En son ne
zaman ylridi?

NEDIME

Kralimizin sefere ¢iktig1 geceydi. Yatagindan kalkip iistiine salini atip ¢cekmecesini acti, bir kagit
gikarip katladys, iistiine bir seyler yazdi. Sonra okuyup miihiirledi, kagidi yerine koyup yatagina dondii;
biitiin bunlar1 yaparken derin bir uykudayda.

HEKIM

Bu, biiyiik bir ruhsal sarsintinin belirtileri. Uyku durumundayken uyaniklik durumu! Yani bu uyur
uyaniklik icinde yiiriimek ve diger hareketlerde bulunmak. Peki, bir seyler de soyliiyor muydu?”

(Shakespeare, 2015: s. 109).

Ozgiin metindeki “When was it she last walk’d” (Shakespeare, 1994: s. 93) ciimlesi EM1’de “Son defa ne
zaman yluriidii (Shakespeare, 1946: s. 85); EM3’te “Lady Macbeth en son ne zaman yliriimiisti”
(Shakespeare, 2000: 123); EM4’te “En son ne zaman yiiriidii” (Shakespeare, 2015: s. 109) climleleriyle
cevrilmistir herhangi bir anlam bozucu egilim saptanmamigstir. Ancak EM2’de bu ciimle, “En son ne
zaman gordiiniiz / Kiraligenin gece kalkip gezdigini” (Shakespeare, 1967: s. 118) climlesiyle cevrilmistir.
Ozgiin metinde Lady Macbeth’in uyurgezer oldugu okura, yardimecisinin bir sonrakini sdyleminde acik
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hale getirilmektedir ve bu sdylemde doktorun ciimlesinde sadece “walk’d” (ylirtidiigiinli) gostergesi
bulunmaktadir. Doktor ilk sdylemde uyurgezerlige dair herhangi bir anlam birimi kullanmamistir ve
yazar, Lady Macbeth’in uyurgezer oldugunu okura bilincli olarak bir sonraki s6ylemde aktarmak istemis
olabilir. Ancak EM2’de Lady Macbeth’in uyurgezer oldugu 6zglin metindekinden daha oOnceki bir
soylemde erek metin okuruna agik hale getirilmistir. Cevirmen, bu soylemde kendi yorumunu kullanmig
ve asir1 ceviri ortaya ¢ikmigtir. Bu durumda, EM2’deki “gece kalkip” gostergesi 6zgiin metin baglaminda
bulunmayan bir gésterge oldugu icin Oztiirk Kasar'in (Oztiirk Kasar ve Tuna, 2015) dizgeselligine gore
bu durum anlamin asir1 yorumlanmasi olarak simiflandirilabilir.

Yardimc1 kadinin doktora cevap verdigi soylemde “Since his Majesty went into the field” (Shakespeare,
1994: s. 93) [Krahmiz sefere gittiginden berit] ciimlesi Ingilizcedeki present perfect tense ile (I have
seen) devam etmistir. Ingilizcede bu zaman, gecmisten giiniimiize devam etmek olan olaylar1 veya cok
kisa bir siire 6nce bitmis olsa da etkisi devam eden olaylar1 anlatmak icin kullanilir. Bu baglamda, bir
durum yiiklemi olan “see” (gormek) yiiklemi kullanildigindan dolay1 yiiklem present perfect continuous
tense ile kullamlamamigtir. Dolayisiyla, bu olay ge¢misten bugiine devam eden olaylar1 anlatmak igin
kullamilmigtir ve Lady Macbeth’e doktor getirilmis olmasi bu durumun devam ettigini gostermektedir.
Present perfect tense ile kullanilan “since” baglaci, Tiirk¢edeki “-den beri” anlamini vermektedir. Bu
yiizden, Macbeth sefere ¢iktigindan beri Lady Macbeth’in geceleri uyurgezerlikten miizdarip oldugunun
goriildiigli diislintilmelidir. EM1’de bu climle “Hasmetlimiz sefere gittiginde beri” (Shakespeare, 1946:
s. 85); EM3’te “Majesteleri savasa gittiginden beri” (Shakespeare, 2000: s. 123) climleleriyle Tiirkceye
aktarilmigtir ve herhangi bir anlam bozucu egilim bulunamamigtir. Ancak EM2’de bu ciimle “Kiralimizin
sefere ¢iktig1 gece” (Shakespeare, 1967: s. 118) climlesiyle aktarilmig ve gegmis zaman kullanilarak olay
sadece bir defa gerceklesmis anlamina gelmektedir. EM4’te de “Kralimizin sefere ¢iktig1 geceydi”
(Shakespeare, 2015: s. 109) climlesinde olay sadece bir defa yasanmis ve bitmis anlami katmaktadir.
Her ne kadar 6zgiin metindeki since gostergesi ve olayin devam etmekte oldugu anlami yok edilmis olsa
da, EM2 ve EM4’teki sdylemler 6zgiin metindeki soylemden izler tagimakla birlikte yanlis bir anlam
ortaya cikmistir. Bu iki cevirideki durum Oztiirk Kasar'mn (Oztiirk Kasar ve Tuna, 2015) dizgeselligine
gore anlamin bozulmasi egilimi olarak simiflandirilabilir.

Yiikiimsiiz Ozne Soylemi 9:

“LADY MACBETH

Yet here's a spot.

DOCTOR

Hark, she speaks, I will set down what comes from her, to satisfy my remembrance the more strongly.
LADY MACBETH

Out damned spot: out I say! One: two: why then 'tis time to do't: Hell is murky. Fie, my Lord, fie, a
soldier, and afear’d? What need we fear? who knows it, when none can call our power to accompt: yet
who would have thought the old man to have had so much blood in him.

Here's the smell of the blood still: all the perfumes of Arabia will not sweeten this little hand. Oh, oh,
oh!

DOCTOR

10 Tarafimizdan cevrilmistir.
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Well, well, well.
GENTLEWOMAN
Pray God it be, sir.
DOCTOR

This disease is beyond my practise: yet I have known those which have walk’d in their sleep, who have
died holily in their beds.”

(Shakespeare, 1994: s. 94).

Bu soylemde, bir 6nceki 6rnekte Lady Macbeth’i gormeye gelen doktor, Lady Macbeth’in uyurgezer bir
anina rastlamigtir. Lady Macbeth’in tiim sOylemleri uyurgezer durumda iiretilmistir. Lady Macbeth
korku, endise ve ilizlintii gibi tutkular kokenli ickin bilesenin giidiimiinde bu patolojik rahatsizhiga
yakalanmigtir. Lady Macbeth’in uyurgezerken bu sdylemleri iirettigini, doktorun “This disease is beyond
my practise” (Shakespeare, 1994: s. 94) [Bu hastalik benim uzmanhgimi asar''] ciimlesinden
anlagilmaktadir. Ayrica doktorun “walk’d in their sleep” [uykularinda gezinenler:2] sdylemi de bunu
dogrulamaktadir. Lady Macbeth’in “Here’s the smell of the blood still: all the perfumes of Arabia will
not sweeten this little hand” (ibid, s. 94) [Kan kokusu halen duruyor: Arabistan’in tiim giizel kokular1
bu kiigiik eli tatlilagtirmayacak?s] ctimlesi korku ve endise kokenli tutkular tiiriindeki ickin bilesenin bu
soylemde sdyleyen iistiinde etkili oldugunu diisiindiirmektedir. Oztiirk Kasar'in (2017) yiikiimsiiz
ozneler smiflandirmasina gore soyleyen bu soylemde patolojik bir durumdan kaynaklanan biling
eksikligi konumunda yiikiimsiiz 6zneye déniismiistiir. Oztiirk Kasar (2017) uyurgezerligi patolojik bir
durum olarak siniflandirmigtir. Ayrica doktorun bunu bir hastalik olarak gérmesi de bu siniflandirmay:
dogru ¢ikarmaktadir. Bu s6ylemin cevirileri asagidadir.

EM1

“LADY MACBETH

Surada bir leke daha.

HEKIM

Dinleyin! Konusuyor. Daha iyi hatirlamak i¢in dediklerini yazacagim.
LADY MACBETH

Cik, melun leke! Cik diyorum! Bir...Iki... Eh 6yleyse yapmak vakti geldi. Cehennem karanlikmis. Ayip
size, efendimiz, ayip! Hem asker olun, hem korkun! Kimin bildiginden ne cekilelim, nasil olsa
kudretimiz sorgu suale gelmez. Yine de, kim ihtiyarda bu kadar kan bulunacagim zannederdi?

Iste hala kan kokuyor. Arabistan’mn biitiin 1tirlari su minicik elin kokusunu tathlastirmaz. Ah! Ah! Ah!

HEKIM

Iyi iyi iyi.

NEDIME

Allah versin de 6yle olsun, efendim.
HEKIM

Bu illet benim hekimligimden 6te bir sey. Bununla beraber, uykusunda yiiriiyiip de sonra dini biitiin
olarak yataginda dlen insanlar gordiim.”

1 Tarafimizdan cevrilmigtir.
12 Tarafimizdan cevrilmistir.
13 Tarafimizdan cevrilmistir.
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(Shakespeare, 1946: s. 86-87).

EM2

“LADY MACBETH

Bir leke var surada hala.

HEKIM

Konusuyor, dinleyelim.

Yazayim soylediklerini tam hatirlamak igin.
LADY MACBETH

Cik elimden, korkung leke ¢ik diyorum sana!
Bu bir... Bu iki... Tamam: Haydi simdi.
Cehennem ne karanlikmis!

Yazik, koca kiralim benim.

Yaziklar olsun! Bir asker korkar mi hi¢?

Ne diye korkuyorsun bilinmesinden?
Kimin haddine bizden hesap sormak?

Bir ihtiyardan bu kadar kan akacag: kimin aklina gelirdi?

Kan kokuyor hala surasi:
Arabistanin biitiin kokular1
Temizliyemiyecek su ufacik eli!
Of! Yeter artik! Yeter!

HEKIM

Katii, kotii, kotii...

KADIN

Allah iyi eder ingallah!

HEKIM

Benim hekimligimi asiyor bu hastalik;

Ben ki uykuda yiiriiyen nice hastalara baktim
Ve hepsi rahat doseklerinde dindarca 6ldii.”

(Shakespeare, 1967: s. 120-122).

EM3

“LADY MACBETH

Iste gene bir leke!

DOKTOR

Dinle, konusuyor. Soylediklerini yazayim da hatirlamak kolay olsun.

LADY MACBETH
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Hadi ¢ik, ugursuz leke, ¢iksana! Bir, iki. Tamam, isi bitirme vakti geldi. Cehennem ¢ok kasvetli. Ayip,
Lordum, ayip! Asker korkar mi? Anlarlarsa anlasinlar; kimin haddine yetkimizi sorgulamak? Ama
hayret, ihtiyarda da amma bitmez kan varmig; kimin aklina gelirdi?

Elim hala kan kokuyor. Arabistan’in tiim esanslar1 yetmez bu kiiciik eli giizel kokutmaya. Ah! Ah! Ah!

DOKTOR

Vay, vay, vay!

NEDIME

Insallah bir seyi yoktur efendim!
DOKTOR

Ben bu hastaliga bir sey yapamam. Ama, uykusunda yiiriiyiip de, sonunda huzur i¢inde doseginde
oOlen insanlar da tanidim.”

(Shakespeare, 2000: s. 124-125).

EM4

“LADY MACBETH

Hala bir leke var surada.

HEKIM

Konusuyor, dinleyelim. Hatirlamak i¢in bunlar1 bir bir yazmaliyim.
LADY MACBETH

Cik elimden lanetli leke! Cik diyorum sana! Biri bu, ikincisi su. Oyleyse yapmanmn tam vakti.
Cehennem kapkaranlikmis. Yaziklar olsun lordum, utanmin! Hi¢ asker adam korkar mi? Ne diye
korkuyorsun bilinmesinden? Bizden hesap sormak kimin haddine? Bir ihtiyardan bu kadar kan
akacagi kimin aklina gelirdi?

Hala kan kokusu var ellerimde. Arabistan’in biitiin kokular1 temizleyemez bu ufacik eli. Oof of!

HEKIM

Vay vay vay.

NEDIME

Dileyelim, Tanri sifa versin, efendim.
HEKIM

Bu illet benim hekimligimi asiyor. Ama sunu séyleyeyim, uykuda yiiriiyenlerin de yataklarinda
dindarca oldiiklerini gordiim.”

(Shakespeare, 2015: s. 110-111).

Doktorun 06zgiin metindeki “well, well, well” s6ylemi, Lady Macbeth’in soylemlerini ve kendi ne
diyecegini diigiiniirken iirettigi bir gecis soylemidir. Oxford Cevrimici Sozliige gore “well” konusma
dilinde “bir sonraki soyleyecegi seyleri diisiiniirken durmak icin, bir konusmay siirdiirmek veya
bitirmek i¢in kullanmilir” (Oxford Cevrimigi Sozliik, Erisim tarihi: 16.10.2018). Dolayisiyla ¢are bulunmaz
(beyond my practise) bir hastalig1 diisiinmek icin bir doktorun, “well” gostergesinin ilk anlami olan “iyi”
kelimesini kullanmasin1 beklenmez. Bu gosterge EM2’de “Kétii, kotii, kotii”; EM3’te “Vay, vay, vay”;
EM4’te “Vay vay vay” karsilig1 ile ¢evrilmistir ve hastaligin endise verici oldugunu 6zgiin metin okuru
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gibi ceviri metin okuruna da yansitmaktadir. Ancak EM1’de bu gésterge “Iyi iyi iyi” olarak cevrilmistir
ve gostergenin potansiyel ancak gercek metinde gerceklesmeyen bir anlami kullamilmigtir. Ancak bu
egilim anlamin kaydirilmasi olarak diisiiniilemez ciinkii gostergenin 0zgiin metin baglamindaki
anlaminin tam tersi cevrilmistir ve erek metin okuru iyi bir durum yasanmakta oldugunu
diisiinmektedir. Oztiirk Kasar'in (Oztiirk Kasar ve Tuna, 2015) izegselligine gore bir gostergenin tam zit
anlamiyla ¢evrilmesi anlamin ¢arpitilmasi egilimi olarak diisiiniilebilir.

Yiikiimsiiz Ozne Soylemi 10:

“MACBETH

I’ gin to be aweary of the sun,

And wish th’ estate o' th’ world were now undone.
Ring the alarum-bell, blow wind, come wrack,

At least we'll die with harness on our back.”

(Shakespeare, 1994: s. 102).

Bu soylemdeki “I gin to be aweary of sun” (Shakespeare, 1994: s. 102)[Giinesten usanmaya bagliyorum?4]
ve “wish th’ estate o’ th’ world were now undone” (ibid, s. 102) [diinya simdi yok olsun istiyorum?5s]
climleleri, Birnam ormanmm yiiriidiigiinii (ashnda Malcolm ve Macduff liderligindeki Ingiliz
askerlerinin kamufle olmak amaciyla ormanin dallarinini iistlerine Orterek yiiriimesi) 6grenen ve
hayaletlerin kehanetlerinin gergeklestigini goren Macbeth’in derin bir hayal kiriklig1 ve endise icinde
iirettigi, kavramlastiric1 bilesenin etkisinden uzaklagarak tutkular kaynakl ickin bilesenin giidiimiinde
yiikiimsiiz 6zneye doniistiigii ciimlelerdir. Oztiirk Kasar’in (2017) yiikiimszii 6zneler simiflandirmasia
gore bu soylemde sOyleyen esenliksiz durumda tutkular tiiriindeki ickin bilesenden kaynaklanan
bedensel dengesizlik durumunda yiikiimsiiz 6zneye doniigsmiistiir. Bu sdylemin cevirileri asagidadir.

EM1
“MACBETH

Giinesten bikmaya baghyorum artik, diinyanin sonu gelmesini istiyorum. Tehlike ¢anini ¢alin! Es,
riizgar! Gelsin yakip yikmak! Hi¢ degilse sirtimizda zirhla oliiriiz.”

(Shakespeare, 1946: s. 96).

EMz2

“MACBETH

Ben giinesi gérmekten bezdim artik.
Varsin biitlin diinya yok oluversin!

Calsin bela ¢anlar1! Essin 6liim riizgarlari
Zirhimiz sirtimizda 6liiriiz hig olmazsa!”

(Shakespeare, 1967: s. 134).

EM3

“MACBETH
14 Tarafimizdan cevrilmistir.
15 Tarafimizdan cevrilmistir.
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Giinesten bikmaya basladim;

Keske su anda evren dagilip param parca olsa.
Savag canlarin ¢alin! Esin riizgarlar!

Gel bakalim bela! Hic degilse,

Sirtimizda zirhimizla 6liirtiz.”

(Shakespeare, 2000: s. 136).

EM4

“MACBETH

Artik bikmaya basladim ben bu giinesten,
Evrenin dengesi bozulsun, yok olsun gitsin!
Calin tehlike ¢canlarini!

Esip uguldasin 6liim riizgarlar!

Sirtimizda zirhla 6liiriiz hi¢ olmazsa.”

(Shakespeare, 2015: s. 120).

Bu sOylemin cevirilerinde, hem gosterge hem de sdylem boyutlarinda herhangi bir anlam bozucu egilim
bulunamamigstir. Ozgiin metin okurunun ahmladig yiikiimsiiz 6znelik durumu, erek metin okuru
tarafindan da alimlanabilecek bicimde gostergelerin anlam evreni korunmustur.

4. Sonugc ve tartisma

Ozgiin metin iizerindeki 6znelik doniisiimii odakh yapilan gostergebilim coziimlemesi sonucunda, 10
soylemde yiikiimsiiz 6znelik durumu saptanmustir. Oztiirk Kasar'in yiikiimsiiz 6zneler smiflandirmasi
temel alinarak yapilan siniflandirma sonucunda, yiikiimsiiz 6zne iceren 10 sGylemin altisinda (%60)
soyleyenin esenliksiz durumda tutkular tiiriindeki ickin bilesenden kaynaklanan bedensel dengesizlik
durumunda oldugu; ikisinde (%20) patolojik bir durumdan kaynaklanan bilin¢ eksikligi durumunda
oldugu; birinde (%10) esenlikli durumda tutkular tiirtindeki ickin bilesenden kaynaklanan bedensel
dengesizlik durumunda oldugu; birinde (%10) bir isleve indirgenmis kimlik olarak bireysel bi¢im 6zne
durumunda oldugu bulunmustur. Coquet’nin (1997; 2007) “Soyleyenler Kurami” cercevesinde
gelistirdigi ve Oztiirk Kasar'in (2012; 2017) ceviri gostergebilimi dahilinde benimsedigi ve derledigi
“soyleyenin bilegenleri” incelendiginde, 10 soylemdeki yiikiimsiiz 6znelerin dokuzunda (%90) tutku
kaynakl ickin bilesenin, birinde (%10) ise simgesel giicler kaynakl agkin bilesenin etkisinde oldugu
saptanmistir. Bu durum, Macbeth oyununun tutkular {izerine tasarlanmis bir metin oldugunu
gostermektedir. Ayrica, kavramlastiric bilesenin etkisinden uzaklasip ickin bilesen ve askin bilesenin
giidiimiine giren soyleyenlerin yiikiimsiiz 6zneye doniisebilecegini gostermektedir. Shakespeare
oyunlarinda ickin bilegenin giidiimiinden kaynaklanan yiikiimsiiz 6zne sdylemleri dikkat cekici bir
ozellik olarak diisiiniilebilir. “Antony and Cleopatra oyununda saptanan yiikiimsiiz 6zneye doniisen
oznelerin c¢ogunlukla tutkular tiirtindeki ickin bilesenin etkisi altinda sOylemlerini iirettikleri
bulunmustur” (Oztiirk Kasar ve Kuleli, 2016: s. 122). Ayrica, bunu destekleyen diger bir bulgu ise
“Coriolanus oyunundaki 6znelik doniisiimiine neden olarak sGyleyeni yiikiimsiiz 6zne yapan bilegsen
cogunlukla tutkular kokenli ickin bilesen olarak bulunmustur” (Kuleli, 2017: s. 530).

Ozgiin metinde yiikiimsiiz 6zne soylemi saptanan 10 soylemin, farkli on yillarda farkl cevirmenler
tarafindan yapilan dort Tiirkce cevirisi Oztiirk Kasar'in (Oztiirk Kasar ve Tuna, 2015) gelistirdigi ceviride
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anlam bozucu egilimler dizgeselligine gore degerlendirilmistir. Bu degerlendirme sonucunda, dort erek
metnin yilikiimsiiz 6zne sdylemlerinin cevirisinde toplam 18 anlam bozucu egilim bulunmustur. Bu
anlam bozucu egilimlerin altis1 (%33.33) anlamin bozulmasi; dordi (%22.22) anlamin asir
yorumlanmasi; ii¢li (%16.67) anlamin yok edilmesi; ikisi (%11.11) anlamin saptirilmasi; ikisi (%11.11)
anlamin kaydirilmasi; biri (%5.56) anlamin carpitilmasi egilimleri olarak bulunmustur. Dolayisiyla,
yiikiimsiiz 6zne séyleyeni iceren 10 sdylemin dort Tiirkce cevirisinde, alt1 defa 6zgiin metindeki s6ylem
veya gostergelerle ilintisiz olmasa da erek metinde kaynak metne kiyasla yanlis bir anlam biriminin
iiretildigi; dort defa ¢evirmenler tarafindan 6zgiin metinde iistii kapali olarak verilmis gostergelerin
apacik bir gekilde erek metin okurunda yansitildig: veya 6zgiin metinde yer almayan gosterge ve anlam
birimlerin erek metinde cevirmenler tarafindan kullanildig1 ve boylece erek metinde asir1 bir anlam
ortaya ciktig; {ic defa 6zgiin metindeki gosterge veya anlam iceren birimlerin erek metinde okura hig
yansitilmadigl, yani anlamin metinden silindigi; iki defa 6zgiin metinle tamamen ilintisiz anlamlarin
erek metinde iiretilmesiyle ortaya aykiri1 anlam ¢iktigi; iki defa 6zgiin metindeki bir géstergenin sahip
oldugu potansiyel ancak 6zgiin metindeki baglaminda gerceklesmedigi bir anlaminin erek metinde
iiretilerek ortaya bagka anlamin ¢iktig1; bir defa 6zgiin metindeki bir anlam biriminin tam tersinin erek
metinde iiretildigi ve ortaya karsit anlam ciktig1 saptanmustir. Oztiirk Kasar'm (Oztiirk Kasar ve Tuna,
2015) anlam bozucu egilimlerin anlamlama alani siniflandirmasina gore ise, 18 anlam bozucu egilimden
dokuz egilimin (%50) gostergenin anlam evreninin sinirlarinda dolay anlam tirettigi; bes egilimin
(%27.78) gostergenin anlam alaninin disinda anlamsizlik ortaya ¢ikardigi; dort egilimin ise (%22.22)
gostergenin anlam alam igerisinde anlam {irettigi bulunmustur. Ceviri degerlendirmesi sonucunda,
anlamin bulanklagtirilmasi, anlamin eksik yorumlanmasi ve anlamin parcalanmasi egilimlerine
herhangi bir 6rnek bulunamamaigtir.

Ceviri gostergebilimi, “sOylem diizeyinde ...bir okuma modeli olarak anlam iireten stratejilerin yeniden
iiretilmesinde okur ve ¢evirmene; soylemlerarasi diizeyde 6zgiin metin ve erek metini karsilagtirmak
icin gevirmen, editor ve redaktorlere; sOylemiistii sOylem diizeyinde ... akademik alanda cgeviri
incelemesi calismas1 yapacak olan akademisyenlere” (Oztiirk Kasar, 2009: s. 165-166) katkida
bulunacaktir. “Metni okumak igin gostergebilimsel ¢6ziimleme yontemlerinden yararlanan ¢evirmen ...
bu yaklagimla gostergelere karsi secicilik ve duyarhlik kazanacak, boylelikle dikkat ya da farkindalik
eksikliginden kaynaklanabilecek istem dig1 anlam doniigiimlerinden sakinabilecektir” (Tuna, 2016: s.
96). Bu Onermeye gore, 6zglin metin iizerinde yapilacak bir gostergebilimsel ¢oziimleme yazin
¢evirmeninin hangi gostergelere hangi acidan yaklasip anlami erek dilde nasil yeniden iiretecegini
sekillendirmesinde bir fayda saglayacaktir. Buna bir dayanak olarak, “Gostergebilim, cevirmenlerin
gostergeleri saptayip ¢oziimleyerek erek metinde yeniden iiretmesine yardimei olacaktir, bu yiizden
yazin cevirisi 6gretimine gostergebilimi dahil etmek faydah olabilir” (Oztiirk Kasar ve Tuna, 2017: s.
180). Gostergebilimin ¢eviri edemine yapabilecegi katkiya dair bir bulguya gore “gosterge duyarlig
gelisen ve algilama cakralar acilan ¢evirmen, icinde isleyecek anlam bozucu egilimleri de biiyiik 6lciide
bertaraf edecektir” (Oztiirk Kasar ve Tuna, 2015: s. 477). Her ne kadar kimi anlam bozucu egilimler
0zgiin metindeki gostergenin anlam evreninin digina ¢ikarabilme ile sonucglanabilse de, anlam bozucu
egilimler sadece sonsuza dek kagilabilecek durumlar olarak goriilmemelidir. Ricoeur’a (2008) gore her
ceviride anlam kayiplari olacaktir. Ancak, anlam bozucu egilimleri bilen bir yazin ¢evirmeni, hem bu
egilimlerden kacinabilecegi durumlar bilebilir hem de 6zgiin metin kiiltiirii ve erek metin kiiltiirii
arasindaki uyusmazliktan kaynaklanabilecek ceviri sorunlarim1 bu anlam bozucu egilimlerle nasil
asabilecegeni gorebilir. Bu calismada ¢oziimlenen metin bir tiyatro metni olsa da, hem yiikiimsiiz 6zne
siiflandirmasi hem de ceviri degerlendirmesi sahne almak iizere degil, edebi amach yapilan ceviri
olarak ele alimnmistir. “Tiyatro metinlerinin gevirisi ... sahnelenmek iizere yapilabilir ... ama aym
zamanda edebi amach da yapilabilir” (Karantay, 1995: s. 109-114). Bu caligmay1 genisletmek amaciyla,
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sahne sanatlar1 bakimindan ele alinarak yapilan ceviriler de tiyaro gostergebilimi ve ceviri
gostergebilimi 1s181nda ¢éziimlenebilir. Ayrica edebi amagh yapilmis bir ceviri ile sahne sanati amacl
yapilmis bir ceviri de karsilastirilarak skopos kurami temelinde anlam bozucu egilimler ¢6ziimlenebilir.
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Abstract

In Turkey, English is taught in all state schools beginning in the second grade of the primary schools
and continuing in the higher education. This huge amount of time period spent on language teaching
is expected to be seen in students’ proficiency levels and in the way they can use English. The products
in which they can reflect their levels of English perceptibly are their compositions, which can also be
used as learning tools for learners (Raimes, 1983). While writing, learners do not only transfer the
ideas in their minds, they also try to gain accuracy by using their vocabulary and grammar knowledge.
While teaching English, following a skill-based approach in language programs has been a common
practice for a long time. Those programs may sometimes include the teaching of vocabulary and
grammar as separate courses. In the university where this research study was conducted, English
preparatory year is optional, and there are ten-hour-a-week reading-writing, ten-hour-a-week
listening-speaking and four-hour-a-week grammar courses in an academic year. In this skill-based
program, grammar is thought to be an essential element to help students improve their productive
skills in a more accurate manner. Therefore, the main purpose of this study is to reveal what kind of
a role grammar courses have on the students’ writings. As this study was designed as a case study,
one class was chosen to be studied on, and their writing portfolios were gathered and each assignment
from the beginning until the end of the 2017/2018 academic year was analyzed. The data were
collected by analyzing the grammar components of students’ writings and a comparison was made in
order to see whether there was a match between the order of grammar topics covered and the use of
them in the writing products.

Key words: English preparatory year, grammar, teaching English, writing.

Ogrencilerin yazma calismalarinda dilbilgisi dersinin rolii- Diizce
Universitesinde vaka incelemesi

Oz

Tiirkiyede, Ingilizce 6gretimi ilkokul 2.simifta baslayp yiiksek 6grenimde devam etmektedir. Dil
ogretimine harcanan bu fazla zamanin, 6grencilerin yeterlilik diizeyine ve Ingilizceyi kullanabilme
becerilerine  yansimasi beklenmektedir. Ogrencilerin Ingilizce seviyelerini, somut olarak
yansitabilecekleri {iirilinler; 06grenciler igin 6grenme araci olarak da kullanilabilen kendi
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kompozisyonlaridir (Raimes, 1983). Ogrenciler yazarken sadece akillarindaki fikirleri transfer
etmezler, ayrica dilbilgisi ve kelime bilgilerini de kullanarak dogruluk kazanmaya cahisirlar. ingilizce
ogretirken beceri temelli yaklagim kullanimi uzun zamandir yaygin olan bir uygulamadir. Bu
programlarda bazen kelime ve dilbilgisi 6gretimi ayr1 dersler olarak mevcut olabilir. Bu ¢alismanin
yapildig: iiniversitede, Ingilizce hazirhk simifi secmelidir ve bir akademik yilda haftada on saatlik
okuma-yazma, on saatlik dinleme-konusma ve dort saatlik dilbilgisi dersleri vardir. Beceri-temelli bu
programda, dilbilgisi, 6grencilerin daha hatasiz bir sekilde iiretken becerilerini gelistirmelerine
yardimci olan esas unsur olarak diistiniilmektedir. Dolayisiyla, bu ¢alismanin temel amaci dilbilgisi
derslerinin 6grencilerin yazilar lizerinde nasil bir rol oynadigini ortaya koymaktir. Bu ¢alisma vaka
incelemesi olarak tasarlandig: igin, lizerinde calisilmak tiizere bir sinif secilmistir ve bu simiftaki
ogrencilerin yazma portfolyolar: bir araya getirilerek 2017/2018 akademik yilinin bagindan sonuna
kadar verilen her bir 6dev analiz edilmistir. Veriler 6grencilerin yazilarindaki dilbilgisi unsurlar
analiz edilerek toplanmistir ve islenen dilbilgisi konular1 ve bu konularin yazma ¢aligmalarindaki
kullanimi arasinda bir eslesme olup olmadigim gormek i¢in bir kiyaslama yapilmigtir.

Anahtar kelimeler: ingilizce hazirlik sinifi, dilbilgisi, ingilizce 6gretimi, yazma.
Introduction

English teaching in Turkey starts in the second grade of the primary school and continues in higher
education. According to the weekly schedules of state schools declared by Turkish Ministry of Education-
Board of Education and Discipline (2018), in the second, third, and fourth grades of primary schools,
students have a two-hour-a-week English course, in the fifth and sixth grades of secondary school they
have a three-hour-a-week English course, in the seventh and eighth grades of secondary school they
have a four-hour-a-week English course, and the ninth, tenth, eleventh, and twelfth grades of high
school there is a four-hour-a-week English course. Also in higher education, all students are exposed to
English at least for two hours in their first grade at the university. If the elective English courses are
considered too, it can be said that there is a huge amount of time spent on language teaching. Because
of this time period spent to teach English, it is expected that the learners gain the language mastery.

While teaching English, every institution follows a different program. In higher education, English
courses are compulsory in the first grade generally and they have a two-hour-a-week main course. In
preparatory school, however, a skill-based approach has been practiced for a long time. In these
programs, teaching is heavily based on four language skills and it sometimes includes vocabulary and
grammar teaching as separate courses. In the university where this research study was carried out,
English preparatory year is optional, and there are ten-hour-a-week reading-writing, ten-hour-a-week
listening-speaking and four-hour-a-week grammar courses in an academic year. In this skill-based
program, grammar is considered to be a necessary tool to provide students to improve their productive
skills. Therefore, this study aims to investigate whether there is an effect of grammar courses on
students’ writings.

There has been great interest in grammar teaching as stated in the following explanation:

No area of second and foreign (L2) language learning has been the subject of as much empirical and
practical interest as grammar teaching (Borgs&Burns, 2008, p.456).
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Although there isn’t a decrease in these grammar studies, the emphasis has changed in time. According
to Long (1988, 1991), there are two types of grammar instruction which are ‘focus on form’ and ‘focus
on forms’. The first one indicates:

overtly drawing students’ attention to linguistic elements as they rise incidentally in lessons whose
overriding focus is on meaning or communication (Long, 1991, p. 45).

“Focus on forms”, on the other hand, is the traditional teaching of grammar structures in separate
lessons. In the university this study was conducted, the grammar course book covers the grammar topics
in separate units as suggested in the focus on forms type instruction, and the schedule of the grammar
courses are organized according to the flow in the book. The only material used by teachers and students
is that grammar reference book, and teachers teach each grammar topic in a week. There is one revision
week before the mid-term examinations.

While designing the curriculum for the English preparatory school where this study was carried out, the
rationale behind including four-hour-a-week grammar course was to help students write more accurate
and meaningful paragraphs and essays. Some teachers had previously mentioned that some students
could not write well as they did not have the knowledge of some grammar structures that they felt the
need to use for transmitting their ideas into a paper. However, some teachers found out that spending
effort to teach grammatical structures in a separate grammar course might not work well as they could
not see a variety of structures in their students’ writing, and this issue created the basis of this work.
This study was conducted by working on a sample (one class) in order to understand how the students
in that class transferred their grammar knowledge into their writings. In the next part, some studies will
be presented to learn about how grammar teaching and language transfer have been dealt with in various
settings.

Literature review

The role of grammar in foreign language teaching has always been a controversial issue. We, as teachers,
often ask what method is the best to teach grammar. In the early days of grammar teaching , in
Grammar-Translation Method students needed to translate whole texts word by word and memorize
grammatical rules and vocabulary lists. Therefore, students may write sentences that are grammatically
correct but they’re not seen as meaningful or 'acceptable’ by most native speakers (Howatt, 1984). In
the 1940s and 50s the audio-lingual method became popular. Teaching grammar was helping students
gain language habits through different drills and pattern practices (Brown, 1994). However, there were
problems with this method as it didn’t focus on

the intentions, thinking, conscious planning and internal processes of the learner (Stern, 1984,
p-305).

In the 1970s and 80s the Communicative Approach appeared. In this approach, the real focus was on
meaning rather than form as it was believed that it was meaning which was the key in language
acquisition and development. Ellis (1994) stated that much of the communicative language teaching
focused on meaning only. The question today’s teachers often ask is whether it’s needed to get back to
grammar teaching. If so, how should it be?

Grammar teaching methods used in classes are usually a matter of discussion. Some teachers believe
that grammar is the focus subject of language and learners should be presented with explicit grammar
courses. Others, on the other hand, believe that knowing only grammar isn’t enough for language
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mastery, and it also causes learners to be unsuccessful. Therefore, they think that grammar should be
taught implicitly.

Grammar teaching involves any instructional technique that draws learners’ attention to some
specific grammatical form in such a way that it helps them either to understand it metalinguistically
and/or process it in comprehension and/or production so that they can internalize it (Ellis, 2006,
p.84).

Including grammar courses in curricula or teaching grammar through skills brings the attention to the
results. A question occurs in teachers’ or researchers’ mind, which is “How can we know that our
students have some grammar knowledge?” A number of studies have been conducted to see the results
of grammar teaching and they mostly focused on students’ writings as writing products can be accepted
as the most tangible data which will serve for the evidence of grammar knowledge. This has led to
another question which is about the transfer of grammar knowledge into the writing skill. Researchers
and teachers have been trying to find out how their students used their grammar knowledge to write
more accurately.

One of the studies about that transfer was conducted by Mekala, Ponmani, and Shabitha (2016) in order
to examine to what extent the learners were able to transfer the knowledge of grammar into their writing.
According to the study, the learners’ ability to transfer the gained grammar knowledge was important
for the outcome of grammar learning. The results of the study showed that learners who had received
Form-Focused instruction were able to transfer the grammar knowledge into their written discourse. In
other words, form-focused instruction could help the learners transfer their learned grammar
knowledge into their L2 writing. Additionally, there was a decrease in the number of the errors in
learners’ writings.

Another study from Li- Li Lin about the grammar role in writing focused on the limitations of grammar
in writing improvement. The study revealed that effective grammar instruction could assist students to
use the knowledge they learned as they wrote. The findings showed that there were three reasons why
learners failed in the transferring the acquired grammar knowledge into writing, which were lack of
interest, being neglectful, and irrelevant grammar knowledge. According to Noguchi (1991), there were
three probable reasons which led to the failure in grammar instruction:

1. Formal grammar, being uninteresting or too difficult, is not adequately learned by students
2. Formal grammar, even if adequately learned, is not transferred to writing situation

3. Formal grammar, even if adequately learned, is not transferable to writing situation (Noguchi,
1991, p.4).

Rather than the problems hindering the successful transfer, some researchers suggested useful ways to
help students write more grammatically-correct paragraphs or essays. For instance, Hillocks (1986)
found that when grammar was taught separately from writing instruction, it was unable to improve
students’ writing competence. In another research study carried out by Jessop, Spada, Suzuki, Tomita
and Valeo (2014), the effects of two types of form- focused grammar instructions were compared and
also their possible contributions to the development of different types of second language knowledge
were investigated. The results of the study revealed that there was an important progress for both of the
groups and also the learners had a similar performance in the Isolated and Integrated Form- Focused
instruction classes.
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Myhill, Jones, Lines and Watson (2011) examined whether grammar instruction improved students’
writing competence. The statistical results showed that there was a significant positive effect of grammar
teaching on writing. However, it was implied that this was mostly because of more able writers. The
study also indicated that teacher and teacher knowledge were significant factors in the success of
grammar instruction.

In Bateman and Zidonis’ (1966) study; the focus was on sentence production in writing, and the
researchers investigated the role of the transformational rules of a generative grammar in the students’
writing. Despite the fact that there weren’t convincing results, the researchers signified a relationship
between:

a knowledge of generative grammar and an ability to produce well-formed sentences of greater
structural complexity (Bateman&Zidanis, 1966, p. 39).

Methodology
The purpose of the study

The purpose of this study is to reveal what kind of a role grammar courses have on the students’ writing
products. Therefore, this study is conducted to give answers to the following questions:

1. Is there a match between the order of grammar topics covered in grammar courses and the use of
those structures by students in their writings? How does this match occur?

2. Is there a match between the suggested grammar topics in the writing book and the use of those
structures by students in their writings? How does this match occur?

Research design

The research design selected for this study was qualitative because qualitative studies create the
opportunities for the researchers to observe and work on the issues “from the inside” (Flick, 2007). The
case study was selected in order to reveal the results of a type of teaching approach implemented in a
curriculum in a real school environment as Yin (1994) points out:

Case studies are preferred when how or why questions are being posed.

........ when the focus is on a contemporary phenomenon within some real-life context (Yin, 1994,
p.305).

There are different types of case studies, and this study can be titled as single-case study as it worked on
only one class within one program. Single case studies are sometimes planned or accepted as the conduct
of a pilot case that is the first of a multiple-case study (Yin, 1994). In this case, the writing products of
one class were used to observe the effect of grammar courses and it can be accepted as the first stage of
another study in which the products of all classes will be worked on.

The Sampling and Participants

As mentioned in the previous parts, this case study was conducted in a school of foreign languages of a
state university in Turkey, and the writing products of a class were chosen as documents to reach clear
findings. The writing products of only one class were included in the research as it was the only class
where students kept their products in their writing portfolios from the beginning until the end of the
2017/2018 academic year. 12 students’ portfolios (who showed full participation) were used in order to
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see whether students were able to use the structures they studied in their grammar courses and the ones
selected as the target structures in the reading-writing book. In order to protect the identity of the
students, each student was given a code using the initial of the word “student” followed by numbers 1-
12. Therefore, the participants of this case study were coded as S1, S1, S3, S4, S5, S6, S7, S8, S9, S10, S11,
and S12.

Data collection and analysis

Documentation is one of the sources of evidence used in a case study. Yin (1994) proposes that there are
some strengths and weaknesses of using documents. According to Yin (1994), documents are stable,
unobtrusive, exact, and have broad coverage, which can be listed as the strengths. Documents are stable
so they can be reviewed again and again during research. They are already available and they are not
created during the study or as a result of the case study. In other words, they are away from researchers’
subjectivity. Documents also include exact names, details as they are the participants’ own products.
Documents are generally created in a long span of time and in various settings.

The writing portfolios of 12 students were used as the source of evidence in this case study. There were
twenty-one writing products, including either paragraphs or essays, in the students’ portfolios. A list of
the grammar topics in the grammar course for each week and the target structures covered in the
grammar parts of the reading-writing book was made. This list was used in order to see whether students
used those structures in each week’s writing products.

In a case study, three principles are important for validity and reliability, which are using multiple
sources of evidence, creating a case study database, and maintaining a chain of evidence. Hence, in this
study, students’ all writing products created at different times (from the beginning of the academic year
until the end-as a chain) and in different types were included in order to provide variety in terms of
sources of evidence. These sources were studied on by the researchers so as to come up with rich
findings. This study was firstly planned as a pilot study of multiple-case studies and the database was
started to be produced in order to get more valid and reliable findings. Additionally, Creswell (2012)
states different strategies can be used to validate your findings and one of them is member checking.
Similar to Creswell, Patton (2002) mentions Denzin (1978) who makes a significant contribution to our
understanding of triangulation by identifying four types of triangulation, which are data triangulation
(using different data sources), investigator triangulation (involving different researchers and
evaluators), theory triangulation (different perspectives to analyze a single set of data), and
methodological triangulation (using a variety of methods). Therefore, in this study, data triangulation
was firstly used by collecting data from different individuals. Additionally, another type of triangulation,
which is investigator triangulation (Denzin, 1978) or auditing in Creswell’s (2012) words, was used as
both researchers were responsible for reading, checking, and reporting on the findings. Therefore, the
accuracy of the findings was validated. Finally, the type of data the researchers studied on was not open
to interpretation as the students’ writings and the structures they used were tangible. For that reason,
it is important to state that there was not a researcher bias on the analysis of the findings.

Findings

In the four-hour-a-week grammar course, one topic for each week was studied in the same flow as
presented in the grammar reference book. No change was made as it was thought to be the best flow to
be in the curriculum as the topics were organized from the simpler ones to the more complex ones. In
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the reading-writing course, students were supposed to write each week’s writing assignment given at the
end of each unit in the reading-writing book. After the evaluation process, the products were put into
their writing portfolios. Additionally, the reading-writing book included a grammar section which
presented the target structure to be used in that week’s writings. The following two sub-sections will
show whether participants used those structures while writing or not.

The match between the grammar topics in the grammar course and students’ writings

When participant students’ writing products were studied on, the general idea occurred was that there
was no meaningful match between the grammar topics covered in the grammar course and the use of
them in the writings. Table 1 presents the list of grammar topics covered in the four-hour-a-week
grammar course and the number and the percentage of the students used those structures for every
week.

Table 1: The findings regarding the first research question

Topics in Grammar Course Total Work The Number of Students who used %
the structure

Present tense 10 10 100
Future forms 3 0 o
The present perfect 9 0] 0
The present perfect continuous 7 0] 0
The past perfect- past perfect continuous 9 0 0
Modals of possibility 11 3 27,2
Passive sentences part 1 10 2 20
Passive sentences part 2 10 0] 0]
Conjunction 1 9 9 100
Gerunds and infinitives 7 2 28,5
Indefinite and definite articles 8 8 100
Conjunctions 2 12 10 83,3
Relative clauses with subject relative 9 2 22,2
pronouns

Relative clauses with object relative 10 2 20
pronouns

Real conditionals, unreal conditionals 11 7 63,6
and wishes
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Past unreal conditionals and past wishes 9 1 11,1
Noun clauses 9 7 77,7
Reported speech 7 0] 0

Conjunctions 3 4 4 100

As seen in the Table 1 above, there was a meaningful match (higher than 50%) in the week when topics
of “the simple present tense, conjunctions, indefinite and definite articles, noun clauses, and
conditionals” were studied. The simple present tense, definite and indefinite articles, and conjunctions
can be accepted as the basic components of English language grammar and a basic writing product
cannot be composed without using these structures. From this finding, it can be concluded that students
used the basic structures of grammar to transfer their ideas into their writings. On the other hand, noun
clauses and conditionals, which can be categorized as more complex structures, were used by more than
six students out of twelve, and this finding is quite surprising in that there was no use of other complex
structures as passive voice or relative clauses. However, it was easier to understand why students used
conditional sentences as there was the need to use it. In that week, the same structures were studied in
the grammar part of reading-writing book, the topic of the writing assignment required students to
explain what they were going to do in some occasions (What would you do if ......?). In the light of these
findings, the need for further studies emerged as there have been no meaningful matches and it is
important to discover the underlying reasons.

The match between the grammar topics in the reading-writing book and students’
writings

Similar to the findings presented above, there was no clear match between the target grammar structures
presented in the reading-writing book and the use of these structures by the participant students. Table
2 below shows the list of the grammar topics presented as the target structures in the reading-writing
book together with the number and percentage of the participants used these target structure for each
week.

Table 2: The findings regarding the second research question

Grammar Topics in RW Book Total Work The Number of Students who % %
used the structure
Possessive and descriptive adjectives 10 Pos.Adj.- 4 40
Des.Adj- 10 100
Comparative forms 3 3 100
Imperatives 9 4 44,4
Too much- too many- too+ adj. 7 1 14,2
Time clauses in the present tense 9 1 11,1
Future forms 11 11 100
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In order to- infinitive 10 1 10
Comparison with adverbs 10 0] 0
Future time clauses 9 3 33,3
Because and even though 7 3 42,8
a-an-the articles 8 8 100
May — might- could future possibility 12 0] 0
Modals- semi modals 9 2 22,2
Gerunds- infinitives 10 6 60
Past unreal conditions 11 o] o]
Simple past- present perfect- present perfect 9 6 66,6
continuous

Conjunctions- contrast 9 3 33:3
Direct- indirect speech 7 0] o]
Phrasal verbs 4 1 25

As seen in Table 2 above, out of nineteen different topics, participant students were able to use three
target structures, which were the topics of “descriptive adjectives, future forms, and the simple past, the
present perfect, the present perfect continuous tense”. As mentioned previously in this part, these
structures are among the basic ones and in these weeks the writing assignments’ topics required
students to use them as they were supposed to describe their ideal partner, write their predictions about
their future lives, and narrate an anecdote from their lives. For the other weeks, although the grammar
structures can be labelled as not complex, there was no meaningful match. Although the reading-writing
book was written by the experts in their fields, they selected the target structures to help students write
more accurately and meaningfully, the reasons why students did not use those structures in each week
are waiting to be found out. In the light of these findings, it can be concluded that students are more
tentative to use the target structures when they feel the real need. Therefore, further studies should be
conducted to reveal how it is possible to create the situations in which the students will feel the real need.

In order to see the whole case from a different perspective, using numbers is helpful. Out of 164 papers,
the grammar topics studied in the grammar courses were seen in the 67 writing products of the
participant students, and the target grammar structures presented in the reading-writing book were
seen in 66 products. This finding reveals that most of the participant students failed to use the grammar
structures they were studying throughout the academic year, which shows that students fail to transfer
their grammar knowledge into their writing skills in the school where this study was conducted.

Discussion

While there are numerous discussions about different ways of grammar teaching, and the search for
finding the best way is going on, the educationalists are trying to find ways to help students transfer
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their grammar knowledge into their writing skills. That transfer is considered as a crucial need as gaining
accuracy is one of the main goals of teaching English. However, it is not so easy to make this transfer
real as there are a lot of factors playing role in this process.

As this study only focused on whether this transfer occurred in that specific case, further studies need
to be conducted in order to understand the issue. First of all, all the classes in an academic year or in a
longer period of time should be included in another research study, and by this way it will be possible to
turn this case study into multiple-case studies. Secondly, it is important to find out the underlying
reasons why this transfer does not occur. In the future, more detailed research studies can be conducted,
during which students’ and teachers’ opinions can be captured about the issue so that it will be possible
to reveal the factors from the insiders’ perspectives.

Ormrod (1998) listed some factors which are highly influential in the language transfer. One of the
factors is instruction time and in this study the allocated time for grammar courses was four hours in a
week. It is important to find out whether four-hour-a-week course is sufficient enough to teach main
principles, present the target structures, and do drilling exercises to show students how to use those
structures. However, the opportunities to practice by using the target structures may be too low in
number as the schedule is full with a lot of topics waiting to be presented. Therefore, planning ahead
and allocating sufficient time for the target structures identified according to the needs of the students
rather than piling up the curriculum with various grammar topics that students may never get the chance
to use.

Another recommendation is that it is important to remember the effect of corrective feedback to our
students. Perhaps, one of the factors that prevent the participant students in this study from using the
target structures is that teachers never warn them or require them to use those structures. Even when
students use them by making mistakes, that issue might not catch attention of the teachers as the general
tendency of the teachers in the school where this study was conducted to focus on paragraph/essay
structure and content. Students do not lose too many points when they make grammar mistakes or when
they do not use the target structures. They do not gain more points when they use them correctly, as
well. It has been known for ages that when mistakes are not corrected in the right time and way, they
become fossilized. Mistakes can be used as learning tools in many cases, and it raises students’
awareness of accuracy. When students try to be more accurate, they may look for the ways to transfer
their ideas in their minds into their writing by using more complex structures, which will make their
writings richer in content and more meaningful. That’s why, it is mainly the teachers’ responsibility to
help their students to make language transfer possible by opening new ways of access.
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Abstract

The acquisition of the 3rd person singular -s in English is considered as an introductory concept for
second/foreign language learners because it is one of the basic grammatical rules instructed by
teachers to L2 learners of English. Therefore, it has been analyzed through different perspectives and
theoretical frameworks in order to find a proper interpretation to understand why it is one of the
most challenging grammatical rules to be acquired by English L1 and L2 learners. The study aims to
analyze the use of third person singular present tense —s by the students who are undergraduate
Turkish speakers learning English as a foreign language at a state university in Blacksea region of
Turkey. The study gathered data from 39 students’ writing exams in 2017-2018 academic year. The
writings were transcribed by the researchers and the students’ uses of 3sg —s were analyzed. The
results comprised 40 grammatically/correctly inflected items, 43 omission item (OI) and 13
wrongly/incorrectly inflected items (WI). Compatible with the results in relevant literature, the
findings of the study suggest that students learning English seem to have difficulty mastering the use
of the 3sg —s. The findings of this study have both pedagogical implications for EFL classroom
practices and for foreign language teachers and researchers.

Key words: English as a foreign language, third person singular -s, Morpheme, L1 interference.
Olgu calismasi: Yazili metinlerde Ingilizce’ de iiciincii tekil sahis —s kullanimi
Ozet

Ogretmenlerin Ingilizceyi ikinci/yabanci dil olarak Ggrenen ogrencilere sundugu temel dilbilgisi
kurallarindan biri olan iigiincii tekil sahis —s edinimi ikinci / yabanci dil 6grenenler icin giris
niteliginde bir kavram olarak kabul edilir. Bu nedenle, hem anadili ingilizce olan bireylerde hem de
Ingilizceyi yabanci/ikinci dil olarak &grenen ogrenciler tarafindan ediniminin neden oldukca
zorlayic1 bir dilbilgisi kurali oldugunu anlayabilmek icin bu konu farkh bakis acgilar1 ve kuramsal
gercevelerde incelenmistir. Bu calisma, Karadeniz bolgesinde yer alan bir devlet iiniversitesi
biinyesindeki yabanei diller yiiksekokulu Ingilizce hazirhik siniflarinda gerceklestirilmistir. Calisma,
Ingilizceyi yabana dil olarak 6grenen anadili Tiirkce olan dgrencilerin genis zamanda iiciincii tekil
sahis —s kullanimini incelemeyi hedeflemektedir. Caligma verileri 39 6grencinin yazma sinavlarindan
2017-2018 yilinda elde edilmistir. Ogrenci smavlar1 arastirmacilar tarafindan cevriyaziya

1 Part of this paper was presented as an oral presentation at Diizce University International Conference on Language (DU-
ICOL / WRITING - 2018) held on 18-20 October, 2018.

2 Ogr. Gor., Diizce Universitesi, Yabanc Diller Yiiksekokulu, (Diizce, Tiirkiye), zekeriyahamamci@duzce.edu.tr, ORCID ID:
0000-0002-7675-7742 [Makale kayt tarihi: 5.11.2018-kabul tarihi: 22.12.2018; DOI: 10.29000/rumelide.504253]

3 Ogr. Gor., Diizce Universitesi, Yabanc Diller Yiiksekokulu, (Diizce, Tiirkiye), ezgihamamci@duzce.edu.tr, ORCID ID:

0000-0002-0633-0292.
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doniistiiriilmiis ve 6grencilerin {iciincii tekil sahis kullanimlari incelenmistir. Ogrenci simavlarinda
40 dogru, 43 atlama ve 13 yanlis kullanim 6rnekleri tespit edilmistir. Alanyazinla tutarh bir sonug
olarak, cahsma kapsaminda elde edilen veriler Ingilizceyi 6grenen 6grencilerin iiciincii tekil sahis -s
kuralin1 6grenmede ve kullanmada zorlandiklarim ortaya koymustur. Calismanin bulgular1 hem
Ingilizce yabanc dil sinif uygulamalar: hem de ingiliz dili 6greticileri ve arastirmacilari icin egitimsel
cikarimlar sunmaktadir.

Key words: Yabanci Dil olarak ingilizce, Uciincii tekil sahis —s, Bicimbirim, Anadil etkisi.
Introduction

Ellis, (2008) explains the goal of SLA research as to describe and explain different linguistic phenomena.
IHe states that in the case of explanation, the focus is on the question of how learners acquire a language
based on the input they receive. And in the case of description, SLA research seeks for different patterns
to show regularities and systematicities in the learning and use of L2. According to Ellis (1997), one of
the contributions of such research is improvement of language teaching. This happens by proposing
different models and hypotheses which can describe different acquisition phenomena and with the light
of these, teachers can find solutions to learners’ problems in language learning. In this regard,
researchers have sought to study the impact of teaching on second language acquisition. Such research
aim to investigate different aspects of classroom ptactices and instruction. One of the aspects that has
received a great deal of attention is the acquisition of grammatical forms. “A series of cross-sectional
and longitudinal morpheme studies of 1970s were carried out to find out systematicities in acquisition
of grammatical morphemes” (Ellis, 2008: 57). For example, Dulay and Burt (1974) found that some of
English morphemes follow a fixed order in acquisition and learners’ first language and teaching method
have no impact on this order. Similar results were obtained in a study by Baily, Madden, and Krashen
(1974) who conducted their experiment on adult learners. In another study, Larsen-Freeman (1976)
found that difference in mother tongue will not alter the acquisition order.

The acquisition of 3rd person singular

The 3rd person singular inflection in English is considered as an introductory concept for
second/foreign language learners as Krashen (1982) states it is one of the first grammatical rules taught
by teachers to L2 learners of English generally at a very early phase of their language learning.
Heironymous, (1993) states that although both researchers and ESL teachers seem to agree in the fact
that the third person singular rule is very simple, there is some variability in its use by learners, and it
seems that there are not so many students that apply the rule. Heironymous, (1993) depicts that even
L2 learners who have an advanced level of English face with some problems in terms mastering the use
of third person singular -s. Here, it is important to refer to two different kinds of difficulty: the difficulty
learners have in internalizing a grammatical feature and the difficulty they have in acquiring the ability
to use that feature accurately in communication. According to Ellis, (2008) most learners have no
difficulty in grasping the rule for English third person singular —s, but they have enormous difficulty in
internalizing this structure to use it accurately.

Most studies (Dulay and Burt, 1974; Krashen, 1982; Freeman, 1975; Goldschneider & DeKeyser, 2001)
suggest that second language learners have the most difficulty in acquiring the third person -s
morpheme. In both L1 and L2 acquisition research (Dulay & Burt, 1974; Gass & Selinker, 1994), studies
assert that third person -s morpheme is learned much later than the others. For native speakers, this
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complexity is attributed to the nature of the morpheme itself. Most studies relevant in the literature
proved that not only native speakers but also L2 learners acquire English grammatical morphemes
invariably in a fixed order. The third person singular —s takes place at ends of this order. Ironically,
however, this morpheme continued to occupy the beginning stages of language learning until very
recently. Shin and Milroy (1999) conducted a study conducted which focused on acquisition of ten
grammatical morphemes. The researchers proposed that second language learners’ performance on
plural-s and third person-s is the least accurate.

The acquisition of 3rd person singular in English has extensively been studied both in the areas of first
and second language acquisition, as well as from different theoretical frameworks (Brown 1973, Dulay
& Burt, 1974; Gass & Selinker, 1994; Goldschneider & DeKeyser, 2001; Hsieh, 2009; Blom, Paradis &
Duncan, 2012). From the perspective of first language acquisition, the acquisition of the 3rd person
singular-s has been studied in relation to the order of acquisition of other morphemes as the present
progressive-ing, the plural -s, the irregular past tense, the possessive-‘s the copula be, the articles a/an
and the and the auxiliary be. After analyzing the acquisition of different morphemes by L1 speakers of
English as a native language, Brown (1973) found that the 3rd person singular was acquired in a
penultimate position, just before the auxiliary be.

“Order of Acquisition of Grammatical Morphemes for L1 Learners of English” (Dulay & Burt, 1974:
261).

1. Present Progressive —ing

2. Plural —s

3. Irregular Past Tense

4. Possesive —'s

5. Copula be

6. Articles a /an and the

7. Regular Past Tense —ed

8. 3rd person singular Present Tense —s
9. Auxiliary be

This acquisition order of morphemes in English as L1 was also compared to the acquisition order of
morphemes in English as L2. And it was suggested that there is a sequence of fourteen morphemes,
which includes the 3rd person singular morpheme —s. This sequence shows that fourteen morphemes
are acquired in a different order between L1 and L2 learners of English (Dulay & Burt, 1974; Gass &
Selinker, 1994). Most studies suggest that L1 influence (Luk & Shirai, 2009) or the qualities of the
morphemes themselves, such as perceptual salience, morphophonological regularity, semantic
complexity (Goldshneider & DeKeyser, 2001) or redundancy (DeKeyser, 2005; VanPatten, 1996, 2007)
might be the reasons behind this order of acquisition.
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The following list shows the order of acquisition of some of these morphemes by L2 learners of English.

“Order of Acquisition of Grammatical Morphemes for L2 Learners of English” (Dulay & Burt, 1974:
263).

1.Plural-s

2.Present progressive —ing

3. Copula be

4. Auxiliary be

5. Articles a /an and the

6. Irregular Past Tense

7. Regular Past Tense —ed

8. 3rd person singular Present Tense —s
9. Possessive —'s

As far as the acquisition of morphemes by L2 learners is concerned, it was observed that as happened
with L1 learners, the 3rd person singular morpheme —s was acquired in a penultimate position, but in
this case before the possessive-s (Dulay and Burt, 1974; Krashen, 1982; Freeman, 1975; Goldschneider
& DeKeyser, 2001). In both cases the acquisition of 3rd person singular is claimed to occur very late
which would demonstrate that, as Krashen (1982) suggested, this morpheme is one of the most difficult
to acquire despite the fact that it is one of the easiest grammatical rules to learn.

The acquisition of 3rd person singular morpheme -s by L2 learners has been also studied taking into
consideration the typological proximity between the first and the second language being acquired (Blom,
Paradis & Duncan, 2012). It has been considered that those learners with a rich inflecting L1 are more
successful than those with an isolating (language with no inflection to indicate grammatical
relationships) L1, especially when facing verbs that had a high frequency lemma in the input. Thus, they
are more successful when using those verbs that appear more in the input they receive with different
inflectional forms (e.g. walks, walked or walking.). English L2 learners with a rich inflecting L1 are more
predisposed to use the 3rd person singular morpheme thanks to the positive transfer of the L1, since
they are more used when inflecting verbs and it is easier for them to generalize rules.

However, isolating L1 learners lack the knowledge that make possible the generalizations of third person
singular morpheme —s. The same happens with learners with L1 with a larger lexicon. The possibility of
a negative transfer from the L1 to the L2 has been also taken into consideration especially if L1 does not
have subject-verb agreement and tense marking. In consequence, it is probable that their L1 knowledge
of tense and agreement features interfere in their performance of the L2 (Hsieh, 2009), as happened
with Chinese learners of English in Hsieh’s study as they replaced inflectional verb forms for non-finite
forms.
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Third person singular and its properties in English and Turkish: A comparison.

In English, Tense and Agreement are grammatical categories that are realized by verb inflection. Finite
verb forms in English are those which carry Tense and they are morphologically marked as either
Present or Past. Since English has no future inflected form of the verb, the English conjugation is
reduced to these two inflected tenses (Quirk & Greembaum, 1990: 231).

Almost all lexical or full English verbs have five different forms; base form (open, drive), the 3rd person
singular (opens, drives), the past tense (opened, drove), the past participle (opened, driven) and the —
ing (opening, driving) form. The following table illustrates the verb system in English language in
Present Tense. As can be seen, the base form of the verbs is the one used in all forms except in the third
person singular form, which is the only person that carries inflection.

Person and Number Pronouns Present Simple ‘Open’
1st sing. I Open

2nd sing. You Open

3rd sing. He/She/It open-s

1st plur. We Open

2nd plur. You Open

3rd plur. They Open

Table 1. Verb ‘Open’ inflected in the Present Tense in English.

As for the Turkish inflectional system, Turkish is classified as a head-final language with an unmarked
SOV word order in main and embedded clauses. Haznedar (2003) states that since Turkish morphology
is agglutinative, Turkish verbs are inflected for person, number and tense. According to the typology
criteria presented by Dressler (2003), Turkish language is an agglutinative language which has the
inflection in both noun and verb. According to Dressler (2003), the noun and verb inflection systems of
the following languages can be ordered gradually in regard to inflectional morphology on the scales of
(a) isolating < inflecting-fusional ideal type, (b) inflecting-fusional <> agglutinating ideal type.

a. Noun inflection: French — Spanish — English — Dutch — Italian — German — Greek — Slavic languages
— Lithuanian

b. Verb inflection: English — Dutch — German — Spanish — French — Italian — Slavic languages — Greek
— Lithuanian

c. Noun and verb inflection: Lithuanian — Slavic languages — Finnish — Hungarian — Turkish
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Person and Number Pronouns Present Simple ‘Eat’
1st sing. I ac-ar-im

2nd sing. You ag-ar-sin

3rd sing. He/She/It ac-ar

1st plur. We ag-ar-1z

2nd plur. You ag-ar-siniz

3rd plur. They acg-ar-lar

Table 2 .Verb ‘Open’ inflected in the Present Tense in Turkish.

Although limited in numbers, there are examples of morpheme acquisition studies conducted with
Turkish learners. Ertekin (2006), studied on third person singular, plural and possessive -s morphemes,
copula be and past tense verbs to understand and analyze whether the rule-governed system of Turkish
morphology has an impact on the acquisition of English inflectional morphemes. The study came with
a conclusion that Turkish EFL learners have difficulty internalizing inflectional morphemes. Forty five
participants provided data through three free writing tasks which were given in three consecutive weeks
with the beginning of the academic schedule. The researcher analyzed the data according to correct and
incorrect usage of the third person singular -s. A further analysis of the nature of the incorrect forms
unearthed that participants generally omitted the -s morpheme, which the researcher contended to have
stemmed from the structure of Turkish language, which has no inflection in the third person singular.

Method
Data collection tools

The data for the study composed of prepatory class students’ final exam writing in 2017-2018 academic
year. In the final exam students are asked to write essays about given topics. The topics for the final
exam were:

1) How do movies or television influence people’s behavior?
2) The Effects of the Poor Quality Water on People
Data collection procedure

The study gathered data from 39 students’ writing in final exam in 2017-2018 academic year. The
students take four midterms and one final exam. Both midterms and final exam have a writing section.
For the first and second midterm the students are asked to write a paragraph and for the third, fourth
and final exam they are asked to write essays. In each midterm and final exam, the students are given
40 minutes to write their essays. The essays of the students were transcribed by the researchers and the
students’ uses of 3rd person singular —s were analyzed
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Data analysis

The study gathered data from 39 students’ writing in final exam in 2017-2018 academic year. The
writings were transcribed by the researchers and the students’ uses of 3rd person singular —s were
analyzed. The students’ English proficiency level was pre-intermediate and intermediate. The corpus
consisted of 5880 words. The corpus was analyzed the in terms of grammatically/correctly inflected
items, omission item and wrongly/incorrectly inflected items.

Findings

An important factor that could influence the production or non-production of the 3rd person singular
morpheme -s is the kind of task designed to carry out the research. The task was narrow in the sense
that students were asked to write about only two topics:

1) How do movies or television influence people’s behavior?
2) The Effects of the Poor Quality Water on People

The corpus gathered from 39 students’ written exams comprised 40 grammatically/correctly inflected
items. The sentences below are taken from different students’ written registers to set examples.
According to Thompson (2012) simple random sampling omits the chance of sampling biases.
Therefore, the examples are selected according to simple random sampling.

- Environmental pollution causes dirty water.

- It has positive and negative results.

- According to the istatistics, manipulation level in the advertisement increases %13,8 every year.
- Poor water quality” results from public health, growing plants, animal products

- Firstly, it helps to people achieve for new news for example the news programs.

The corpus comprised 43 examples of omission item (OI).

- Then it *happen* obsession about it.

- When he *sleep*, he *see* to think monster.

- For instance my friend *love* watching movies.
- ... if he *win* the game, he is winning a prize.

- For instance, when a hero *save* a normal people’s life, the kid *want* to save their friend’s life in
their game.

- Television *influence* to people’s behavior is one of the topics on the agenda.

- He is 5 years old and he *watch* Cartoon Network
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- Behavior *affect* the movies bad or good I wish all the time.

- When a hero *save* a normal people’s life, the kid *wwant* to save their friend’s life in their game.
- Water degree *increase*, Quality *decrease*.

When it comes to wrongly/incorrectly inflected items, the corpus contained 13 examples.

- According to surveys, two of three people *says* people who watch the fight in TV is more aggressive
than other peoples, especially children.

- They scared and *doesn’t* have good sleep if baby and child watch scared movie.

- Finally, they *watches* television and than they want to make saw in the television programs.

- When people *watches* “The Pianist” movies, They were unhappied and saw their history.

- For instance in some place of word people *has* a culture like other places of word.
Discussion and conclusion

Chafe (1982) and Kenworthy (2006) stated that learners produce more errors in oral rather than in
written register. The factor of time is essential in order to understand how written and oral register
works. Some hypotheses suggest that time and technique may influence the production of grammatical
errors committed by English L2 learners, especially when writing (Kenworthy, 2006). When compared
with an oral task, students may feel more comfortable in a writing task in that they can plan and go over
their writings. In both tasks there is time limit but a writing task is less challenging since it gives the
opportunity to organize ideas and review their writings. Cosequently, students are more likely to
perform better in a writing task. In a writing task students are asked to write about two or three generic
questions. In the final exam srudents were also given two generic questions whose answers may bear
personal ideas. This can limit the students mostly to write about their ideas about the effect of TV and
poor water quality; and therefore, making it less possible to talk about actions bearing third person
singular —s.

As for the students’ writing and their examples of omission and wrong/incorrect usage, here, it is
important to refer to two different kinds of difficulty: the difficulty learners have in internalizing a
grammatical feature and the difficulty they have in acquiring the ability to use that feature accurately in
communication. According to Ellis, (2008) most learners have no difficulty in grasping the rule for
English third person singular —s, but they have enormous difficulty in internalizing this structure to use
it accurately. Therefore, classroom activities and practices should include drills which will help students
to internalize the target form. The opportunity to use the target form in the classrooms should be
increased. Teachers should clearly state that verbs in the present simple tense must take the present
tense agreement morpheme —s “V + -s” especially the third person singular. Moreover, teachers should
encourage the students to produce target form when they speak and write.

Though the related literature abounds in research on the acquisition of 3rd person singular morpheme,
there is little research particularly focusing on Turkish EFL learners. The findings of the study supported
the literature in that the challenging process of acquisition of third person singular —s also applies to
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Turkish language learners of English. The students participated to this study supported this view as they
showed 40 examples of grammatically/correctly inflected items, 43 omission item (OI) and 13
wrongly/incorrectly inflected items (WI). The numbers prove that third person singular —s is still a
problem for the Turkish students. Much as the number of the wrongly inflected items are relatively low,
the omission examples’ rate is considerably high. The errors with the 3rd person singular —s can be
attributed to developmental errors which occur in interlanguage development and reflect the learners’
gradual discovery of the second language also found in L1 acquisition.

Ertekin (2006), Ulgu, Nisanc1 and Unal (2013) also stated that Turkish EFL learners have difficulty
internalizing inflectional morphemes, and the rule-governed system of Turkish morphology may have
an impact on the acquisition of English inflectional morphemes. Negative first language (L1)
interference can be a cause of adult Turkish English language learners’ having difficulty mastering the
use of the 3sg —s. Since the study is a case study, the variety and richness of the corpus used is limited
with only 39 students written registers. Therefore, to be able to make generalisations further studies are
needed to be carried out.
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Abstract

The purpose of this study was to develop a curriculum to teach visual concept mapping and improve
student attitudes on writing and the quality of their examination essays. We used visual word and
image connections to improve the working memory and language aptitude students and gathered a
small amount of data. The study took place during the summer module of an English preparatory
program and was voluntary. We developed the workshop and the methodology for students who were
continuing the English preparatory program into summer school. We gave surveys and personal
interviews to students and workshop instructors after the workshops to ascertain students' attitude
and knowledge of the material as well as the effectiveness of the program. Research partners took
notes and recordings of the workshops. End of course writing exams were referenced for quantitative
data but was limited due to the workshops being voluntary. The workshops were peripheral to the
course module and aimed to be as casual and accommodating to student’s heavy workload as possible
while targeting specific tasks that they were responsible for in the course and final examination.
Further research is needed but the limited data suggests a correlation between student’s inclusion of
mind mapping techniques and their ability to complete the demands of the final exam writing rubric.

Key words: Mind maps, L2 writing, metacognitive, outlines.
Fikirleri kollara ayirmak: Kavram haritalarinin hafiza ve L2 iizerindeki etkisi
Oz

Bu calismanin amaci, gorsel kavram haritalamay1 6gretmek ve 6grencilerin yazma konusundaki
tutumlarini ve sinav yazmalarinin kalitesini gelistirmek icin bir miifredat gelistirmektir. Ogrencilerin
calisma bellegi ve dil becerilerini gelistirmek ve az miktarda veri toplamak i¢in gorsel kelime ve
goriintii baglantilar1 kullandik. Calisma, bir Ingilizce hazirhik programinin yaz modiilii sirasinda
gerceklesti ve goniillii oldu. ingilizce hazirhik egitimi programina devam eden 6grenciler icin yaz
okuluna atdlye ve metodoloji gelistirdik. Ogrencilerin materyallerin tutum ve bilgilerini ve programim
etkinligini tespit etmek i¢in atolye ¢alismalarindan sonra 6grenciler ve atolye egitmenleri ile anketler
ve kisisel goriismeler yaptik. Arastirma ortaklari, calistaylarin notlarin ve kayitlarini aldi. Kurs sonu
sinavlari, nicel veriler icin referans alinmis, ancak calistaylar goniillii olmustur. Calistaylar, ders
modiiliine ¢evre birimleriydi ve 6grencilerin ders ylikiinden ve final sinavindan sorumlu olduklar:
belirli gorevleri hedeflerken, miimkiin oldugunca 6grencinin agir is yiikline rahat ve yardimsever

1 Part of this paper was presented as an oral presentation at Diizce University International Conference on Language (DU-
ICOL / WRITING - 2018) held on 18-20 October, 2018.

2 Ogr. Gor., Beykent Universitesi (Istanbul, Tiirkiye), ThomasSchwartzEmail@gmail.com, ORCID ID: 0000-0002-3494-
1023 [Makale kayit tarihi: 30.10.2018-kabul tarihi:22.12.2018; DOI: 10.29000/rumelide.504254]

3 Ogr. Gor., MEF Universitesi, Yabanci Diller Yiiksekokulu, (istanbul, Tiirkiye), angelakisg@mef.edu.tr, ORCID ID: 0000-

0002-5750-8484.
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olmay1 hedefliyordu. Daha fazla arastirmaya ihtiya¢ vardir, ancak sinirli veriler, 6grencinin zihin
haritalama tekniklerini icermesi ve final sinavi yazma smavinin taleplerini tamamlama yetenekleri
arasinda bir iligki oldugunu gostermektedir.

Anahtar kelimeler: Zihin haritalar, L2 yazma, metabilissel, ana hatlar.
Introduction

In examinations, essays are often limited by time constraints, precautions against cheating, and a
Pandora’s box of socio-economic, cognitive and cultural factors. Because of these limitations, the exams
have to be closed which restricts students from using any written, electronic or verbal material to assist
them. They sometimes see this as contradictory to their modern lives, or a necessary break from it. About
ten times a year in Turkish universities’ English prep programs the students write exam compositions
with only their minds and test materials. The tasks are usually descriptions of people, places or events,
opinion or persuasive essays, or compositions about current events or issues. Most programs have
additional open writing assignments with multiple drafts and opportunities for research and review but
their marks are usually weighted lighter than the exams writings. The process of writing is a kind of
training for the main event of exam writing.

Up until exam day, students are encouraged to follow the writing process, (plan, draft, revise, proofread)
research their topics, and edit their writing. They’re encouraged to develop and do metacognitive
reflection; however, single-draft closed writing tasks further limit the student’s ability to write
thoughtful ideas by restricting the writing process. Students comment, that they rely on a different kind
of writing process in the exams choosing to memorize advanced level discourse markers and stock
phrases. Teachers sometimes notice that they commit whole paragraphs to memory in order gap fill
topical vocabulary.

We sought to teach new methods to boost motivation, creativity and confidence that emphasized
examples, details and original ideas, connected by accurate discourse markers. There is extensive study
into the applications of concept maps in learning (Novak & Gowin1984) and we looked for a creative
brainstorm method that our students could do quickly and with limited resources. We taught an
abbreviated model of the mind map method as a quick pre-writing activity that the students could use
in their exams.

To this purpose, we created a brief curricula on mind maps, also known as spider-grams or concept maps
to record, and display a brainstorm that could be referenced and annexed throughout the writing exam.
Inspiration for the curricula was taken from similar curricula for open book reviews and literature
reviews in an English for Specific Purposes course (Wette 2017), teaching vocabulary to young learners
(Pua, Li, Lui & Cheng 2015), and other findings which suggests that mind maps use helps students
organize their thoughts and develop their writing sub-skills (Al-Zyoud, Ayed, Al-Jamal, &
Baniabdelrahman 2017).

Since its intellectual roots in the notebooks of DaVinci, al-Khwarazmi and multitudes of other
philosophers and scientists, mind mapping’s use and methods have developed significantly both from
its greatest proponent, Tony Buzan, as well as those who have tested it critically (Farrand, Hussain &
Hennessy 2002) and our curriculum was designed for our student profile, which was lower level
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students who had failed at least two courses of their English prep program and were retaking one level
and the proficiency exam in the summer.

As a metacognitive method, it is associated with key and concept words and their connection to memory
and recall (Buzan 1971), and as a business and life planning method, it is a multifaceted mental and
physiological skill that reaches far beyond the pen and paper (Buzan & Buzan 1993).

Previous research

Mind maps are visual organizational tools in which supra-ordinate concepts subsequently link to sub-
ordinate concepts as appropriate. They work by connecting and associating ideas to help generate ideas
and translate the complex connections of the brain onto paper. The process stimulates thought and
records it. By mimicking the brain’s physiology, a mind map can generate more ideas than a standard
list by stimulating the brain’s synergistic way of thinking. The central node is the categorization constant
and the outward branches can represent differing connections and associations (Buzan & Buzan 1993)
such as causality, categorization or examples. The process works as a bridge between the complexity of
our minds and the two-dimensional narrative of writing an essay, giving a speech or reading a book;
linear tasks that are composed of listed series of words can be pre-written with this special kind of outline
that helps us visualize the multi-spatial processes of thoughts.

Concerning mind maps and productive skills, studies have shown increased motivation among teenage
students in an EFL class after mind map workshops (Al-Zyoud, Ayed, Al Jamal & Baniabdelrahman
2017). They were more comfortable with creative activities and less afraid to make mistakes. Those
researchers included “color codes, pictures, key words, clues, in a proper hierarchal paragraphing
structure” into their curriculum and gave the students a wide berth of time to work with their creations.
Another group of researchers taught third graders to make colorful mind maps of their vocabulary lists
first by example. After the students learned the format, teachers empowering them students to draw
mind maps from their own associations. The children worked with vocabulary lists, and the test data
concluded that, “the use of mind maps to aid vocabulary building is an effective way to help students
learn vocabulary. It gives them an alternative way to memorize new words instead of rote memorization.
Students have gained more confidence in using English after the introduction of mind maps.” (Pua, Li,
Lui & Cheng 2015). Another study in an L2 academic writing course used mind maps as an instructional
tool to teach book review and literature review genres. In addition to boosting motivation, it was
concluded that their use helps raise awareness of textual and rhetorical components of conceptual
knowledge (Wette 2017). This in-depth curricula dealt with high level university students and their
analysis of research papers. It introduced mind mapping as a metacognitive tool that expands writing
into the new genres.

Receptive skills are the yin to the productive yang and mind maps impact on reading comprehension
has been examined as a tool to help digest textbooks (Phantharakphong 2013). Another study worked
with computer-assisted mind maps and found they’re most beneficial for low level students than high
(Liu, Chen, & Chang 2010). Not all studies however, have heaped praise on the mind map method. One
such study (Farrand 2002) has shown that the ‘mind mapping method’ may lead to a reduction in
intrinsic motivation for some students, due to a heavy-handed curricula. There is a risk that insisting
subjects cease using their tried and tested study methods in favor of a new one can demotivate them.
The study goes on to suggest this limiting factor might be mitigated if the new method is taught in
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conjunction with an extrinsic motivating factor that totes validity and usefulness. The books by Mr.
Buzan are a good source for this praise.

It’s also a potential distraction if the types of words noted down on the mind map are too vague and
don’t trigger our memory. The metacognitive process that support memory deals with the theory of recall
words, which trigger specific memories as opposed to multi-ordinate words which associate with too
many concepts and thus the specific concept becomes lost in the multitude (Buzan 1971) Take for
example the word, ‘way’ which can mean ‘road’, ‘style’ or ‘method’ (and many phrases like, “in the way”,
“anyway” “go your own way”, etc.). If multi-ordinate words are used to recall a lecture after the short
term memory has cooled down, it could evoke any or all of these concepts and it won’t effectively recall
the information. Key words are strong verbs or nouns that act as stepping stones and assist our ability
to recall.

Methodology

To consider our student profile we used our experience grading their compositions from the preceding
year including a small corpus, our experiences with the students and an online survey. After setting the
time and scope of the workshop, (four 30-minute sessions during the summer module). We formed the
curricula and invited the summer school students to join and make mind maps. We often spoke the
student’s L1 (Turkish) and explained that mind maps are a thinking tool that can be used in any
language.

Survey result

The optional survey asked about students’ values and experiences with writing. Only a few of the
participants in the survey would join the summer workshops. We offered the survey both in English
(figures a&c) and Turkish (figures b&d) and gave them the option to take the survey in either language.
We asked the students to rate their comfort level on a scale of one to ten with one being very low and ten
being very high. The survey contained other questions about their writing skills and experiences. Some
students mentioned that they valued their writing skills, but had the low confidence in L2 writing. We
observed that students often relied on L1 language when organizing their thoughts, and this did not
always translate on paper.

Students comfort level writing in Turkish
Students who chose the English survey

15
10 10
8 9
7
5 a 5
2 3
1 1
° J— J— | J -
T 3 4 5 6 7 8 9 10
(Figure a)
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Students comfort level writing in Turkish
Students who chose the Turkish survey
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(Figure b)
Students comfort level writing in English
Students who chose the English survey
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(Figure ¢)
Students comfort level writing in English
Students who chose the Turkish survey
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(Figure d)

The survey didn’t give unexpected results. Most of the students felt very comfortable writing in their L1
and moderately comfortable writing in their L2.
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Curricula

After our survey and a cursory analysis of the student profile, we started to create the curricula. A week-
by-week analysis is provided and a summary (figure e). We knew our participants would come from the
summer school but were motivated enough to join a workshop with no bearing on their final grades, so
we designed it to encourage heuristic learning but contain A2 content. We decided to emphasize free
and confident association of ideas and, as we explained the form(braching hierarchy) and
function(improve memory and creative thinking), we wanted to gradually explain that some words are
better for note-taking than others and that the best words might not be the first ones that come to mind.

In the first week (week 1) we introduced mind maps as a wide-reaching topic with applications in
business, science and education. We introduced it through the quotes of Tony Buzan and talked about
well-known people who have used them. We started graphically with a large white board to explain the
significance of nodes and subordinate, exemplary or otherwise categorical groupings. To draw parallels
between natural order of the mind and the protocol we were promoting, we selected participants to
converse about a topic. As they spoke, we centered the main topic on the whiteboard and drew secondary
nodes with each new idea they discussed, and tertiary nodes for the details, points and examples. We
then asked the students to form groups of three. Two of them would speak and the third made a mind
map outlining the conversation as we had demonstrated. The students made very descriptive mind maps
in groups and seemed to enjoy the group work. They understood the concept quickly and in an interview
session afterwards they noted that this can be used as an essay outline. We believed their interest would
motivate them to continue to learn ad ultimately, help them write essays.

Instruction in the second and third weeks expanded on the productive and receptive uses of mind maps
for outlining and note-taking, respectively. Unfortunately no students came to both of these workshops
and learned of this dichotomy. Lesson two (figure f) focused on a selecting vocabulary from a text and
drawing it into mind maps. It was crucial that students understand that the important element was
categorical organization, and that that was was analogous to the neural connections that we'd introduced
in the first lesson. We used a relatively easy text (a simplified news article about sports), but

Week 1: A visualization tool teach basic terminology, demo the method, show how a mind maps can
record the details of a conversation

Week 2: Mind map your notes | read a text and highlight keywords, explain how strong nouns and verbs stick
in our memories, sts make a mind map of another article

Week 3: Minimize notetaking play pictionary, visual concepts and images catch the imagination
Week 4: Productive skills essay topics, brainstorms, creative associations, hierarchical structure
(Figure e)
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(Figure f)

due to the student's low level, we still spent a lot of time explaining vocabulary. We told them that note-
taking can be improved with the use of intentional foresight. We asked the students to imagine that a
month from then, they would have look at their mind map and remember what the article was about.
Would the be able to? Most of the students found that the words they'd written could associate with too
many other ideas and that they didn't create a vivid connection between their intention (recalling the
content) and what they had on hand (their notes). Our intention wasn't to discourage students by
showing the futility of the task but to explain the counter-intuitive nature of low ordinate words, and
how the the most attractive words are often the most useless. In future iterations of mind map projects
we will try harder to optimize the text at the student's level so we can spend less time focusing on
meaning and comprehension and more time focusing on memory and cognition.

In the third week we delved into memory and key words. We drew a metaphor thusly: Memory is like
crossing a raging river and you must place stepping stone in the path to help you cross. Strong memories
are like sturdy stones that won't move even if the stream of consciousness is heavy or chaotic. To inspire
optimum recall of source material, the words used in the mind map (or any type of notes) should be low-
ordinate words (strong nouns and verbs) which associate specifically to the intended concepts. We'd
expected the content of the week 2 workshop to lead into the third but ran into a problem when we found
that an entirely different set of students had come to the third workshop, so we had to adjust our material
and reteach some week 2 content. We gave them some topics (traffic, rural areas, technology, ect.) and
asked them to brainstorm and draw mind maps. We corrected them with careful heuristic questioning
to show how to categorize and structure ideas hierarchically. The students again chose many descriptive
words but we believe that, as if students are repeatedly exposed to the idea that note-taking can be
optimized and more time should be devoted to listening, they will get accustomed to writing low-
ordinance words in their notes. A lot of the third workshop was solo-work and we walked around asking
students about the kinds of connections they were placing in each node and suggesting words.

The final day of the workshop was the most practical application but contained the least amount of
theory or explanation. We summarized the key ideas of the previous workshops (mind map's analogy to
neural networks, hierarchical structure, memory, low-ordinance words, ect.) and told them to make a
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mind map of an essay outlining tactic quickly as if they were in an exam. In fact, it was the week before
their proficiency test and we brought essay topics from previous exams such as “What can be done to
reduce traffic in Istanbul?” and “What can be done to encourage people to move out to the country?” We
encouraged them to take their brainstorms a step further and begin an essay.

Ultimately, we felt a bit discouraged by the loose structure of the workshops but we solidified our resolve
to continue our research with more structure and a higher intensity of participation. In each workshop
we taught the method by example and reiterated the function (memory and creative thinking).
Unfortunately, we weren’t able to get much data from our students but we were happy with the progress
that they showed.

Conclusion

As a foray into the curricula and methodology that we intend to use in further studies, we were satisfied.
We were successful in creating a four-course curriculum to teach visual concept mapping. We did not
gather any substantial data as to the improvement on student attitudes on writing after the course was
over. We spoke to students casually after their exam, and they projected a positive outlook on their end
of module exam and exit exam. As we continue our research, we will need to improve our test procedure
to measure working memory and language aptitude. Furthermore, we will need more students that allow
us to examine their scores from the entire school year. During the next research session, we will use the
same students from the entire school year. We would also like to get more teachers involved in the
process as to have feedback about the curriculum, and have further development in the positives and
negatives in the curriculum. We believe in continuing the casual atmosphere as students felt receptive
to this atmosphere. It also felt good for us, as we did not have formal restrictions of classroom
management upon us. Further research is needed to make a conclusive correlation between student’s
inclusion of mind mapping techniques and their ability to complete the demands of the final exam
writing rubric.
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Abstract

Over the last decade, globalisation has invaded our world and reformed education. This has deeply
affected the learners’ level and interests. As far as the writing skill is concerned, EFL learners tend to
use a more informal English rather than academic with many other problems. For instance, academic
writing is a highly problematic task to the students. They face many challenges that negatively affect
their productions such as cohesion and coherence problems, in addition to vocabulary and
grammatical issues. This makes the central aim of the teachers nowadays is to enhance their students’
performance towards better academic writing. Accordingly, the present research paper tries to spot
light on the obstacles that most EFL learners encounter. It also attempts to help the learners
overcome these challenges through collaborative writing projects. To reach this end, many
cooperative activities are implemented in the writing classes, and a collaborative writing project is
assigned in order to evaluate the students’ outputs and examine to what extent they can improve their
writing. The major findings show a significance improvement in the students writing productions
through collaboration.

Key words: Academic writing, collaborative writing projects, cooperative learning, EFL classes.

Yabana dil olarak ingilizce 6grenen 6grencilerin isbirlikc¢i yazma projeleri ile
akedemik yazilarim gelistirme

Ozet

Son on yilda, kiiresellesme diinyamiz1 etkisi altina aldi ve egitimimizi yeniden sekillendirdi. Bu
durum, 6grencilerin seviye ve ilgilerini derinden etkiledi. Yazma becerisi diisiiniildiigiinde, ingilizceyi
yabana dil olarak égrenenler, baska bircok sorunla birlikte akademik ingilizce yerine daha informal
bir ingilizce kullanmaya egilimlidirler. Ornegin, akademik yazma 6grenciler icin daha sorunlu bir
istir. Kelime bilgisi ve dilbilgisi konularinin yanisira, baglagikhik ve bagdasiklik problemleri gibi
iretimlerini olumsuz etkileyen bircok giicliikle karsilagmaktalar. Bu durum, &grencilerin
performanslarim1 daha akademik bir yazi yoniinde gelistirmeyi 6gretmenlerin bugiinkii temel hedefi
yapiyor. Dolayisiyla, bugiinkii arastirmalar ingilizceyi yabanci dil olarak &grenenlerin en cok
karsilastigy engellere 151k tutmaya calismaktadir. Ayrica, igbirlikli yazma projelerinde 6grencilere bu
zorluklar1 yenmesi icin yardim etmeye calismaktadir. Hedefe ulagsmak icin yazma simiflarinda
ogrencilerin kazanimlarin degerlendirmek ve yazilarin ne 6lciide gelistirdiklerini incelemek icin
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igbirligine dayal bircok etkinlik uygulanir ve isbirlikli bir yazma projesi 6dev verilir. Ana bulgular
igbirligine dayal yazi liretiminde anlamh bir gelisme bulundugunu gostermektedir.

Anahtar kelimeler: Akademik yazi, isbirlikli yazma projeleri, isbirligine dayali Ogrenme,
Ingilizceyi yabanei dil olarak siniflar.

Introduction

Writing occupies a major importance in learning a language. In fact, learning English requires the
development of the four skills, namely: speaking, listening, reading, and writing. Even though writing
has received a great attention in EFL classes, as the centre of teaching and learning in higher education,
students’ achievement is still unable to meet the readers’ expectations. Besides, writing has an influence
on various patterns in addition to the other skills. Mandal, for instance, says “writing trains ears and
eyes and fixes vocabulary, spelling and patterns in our mind” (Mandal, 2009, p. 95). However, students
usually encounter different hindrances and other factors of distraction that may affect their writing
ability. One of the most broadly speaking factors is globalisation. The latter has brought with it an
endless use of ICTs and social networking sites which, undoubtedly, makes the world smaller and
learning foreign languages and communication easier, but also affects the nature of the learners’ writing,
particularly academic writing. They tend to encourage the use of informal language rather than
academic. Hence, this research paper aims at shedding some light on the challenges that especially
hinder students’ writing performance and enhance their academic writing via the integration of a
cooperative learning approach in the classroom. Since it is commonly believed that cooperative learning
has a potential to maximise students’ performance at numerous levels, this study is intended to develop
students’ writings by means of group works and collaborative writing projects.

Academic Writing

Academic writing is defined as “a mental and cognitive activity, since it is a product of the mind” (Al
Fadda, 2012, p. 124). Irvin (2010), in his turn, describes academic writing as a form of “evaluation that
requires students to demonstrate knowledge and show proficiency with certain disciplinary skills of
thinking, interpreting, and presenting” (Irvin, 2010, p. 8). Academic writing can be defined as a process
of writing that is required in any academic situation. It involves the students to write from a formal
perspective applying writing rules and be more accurate (Ankawi, 2015). In the same vein, Thaiss, Chris
and Zawacki (2006) state that academic writing is any writing provided to fulfil an educational purpose
at the university or college. It includes writing assignments, or professional writings such as researchers’
publications or conference presentations.

Features of Academic Writing

Based on a research conducted by Thaiss, Chris and Zawacki at George Mason University, academic
writing has three main characteristics. They are summarised by Irvin (2010, p. 14) as follows:

1. Clear evidence in writing that the writer (s) have been persistent, open-minded, and disciplined in
study.

2. The dominance of reason over emotions or sensual perception.
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3. An imagined reader who is coolly rational, reading for information, and intending to formulate a
reasoned response.

Broadly speaking, academic writing is characterised by the use of a formal tone, the third-person rather
than the first-person, and precise word choice. However, there are ten main features of academic writing
that are commonly discussed (Vineski, 2003). These features are represented in Figure 1.

Complexity
Planning ;nality
Organisation \\ / Precision
/ Academic Writing \
Accuracy / \ Objectivity
Responsibility Explicitness

Hedging

Figure 1: Features of Academic Writing

1. Complexity: Academic writing is more complex. It has longer words with varied vocabulary and
usually complicated grammar, compared to spoken language.

2, Formality: In academic writing words and phrases are relatively formal. This means that colloquial
words and expressions should be avoided.

3. Precision:Facts are given precisely. In other words, the used sources and the quality of information
provided in a piece of writing should be reliable and precise.

4. Objectivity:In general, academic writing is objective. There are very few situations where personal
writing is tolerated whereby the writer or the readers are referred to. This means that the main emphasis
should be on the information to be provided rather than the writer.

5. Explicitness: Academic writing is explicit about the relationships in the text. It requires precise
structure of the texts and clear connections between different parts of the provided texts.

6. Accuracy:Academic writing uses accurate vocabulary. Most of words have different meanings, so
the writer should use the most accurate word to convey the meaning to the readers.

7. Hedging:It is a complicated feature of academic writing. Generally speaking, hedges help the writer
makes the necessary decisions about the choice of words and phrases that determines the strength of a
claim or a particular argument.
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8. Responsibility:In academic writing you have to be responsible for what you write and give evidence
and justifications for your claims.

9. Organisation:Academic writing is well organised from one section into another.
10. Planning:Academic writing is well planned. It is realised based on specific plan and objective.

In brief, academic writing is mainly characterised by outlining, objectivity and accurate language used
by the author. In other words, academic writing is any process in which the author breaks down ideas
through formal language, deductive reasoning, and third person point of view. It reflects what the author
is thinking and what evidence and justification he has to support this thinking (Vineski, 2003).

Students Challenges in Academic Writing

It is highly believed that writing constitutes one of the most difficult skills to master due to its
complexity. Jozsef, for instance, states “writing is among the most complex human activities. It involves
the development of a design idea, the capture of mental representations of knowledge, and of experience
with subjects” (Jozsef, 2001, p. 5). Academic writing in English at advanced levels is very difficult for
English language learners and even for native English speakers (Al Fadda, 2012). This state of affairs
makes teaching writing a very challenging task for EFL teachers. Hence, it makes academic writing even
harder.

Abdulkareem (2013) and Ankawi (2015) point to some difficulties students face in academic writing
including difficulties with grammatical competence, difficulties with the different structure of Arabic
and English, and difficulties with differences in genres and socio-cultural differences. Abdulkareem
(2013) mentions other problems Arab students face in writing in English language, including
paraphrasing, sentence structure and the interference of the students’ mother tongue. Gomez (2010)
spots five common mistakes Arab students make while writing due to the influence of Arabic, their
mother tongue: run-on sentences, redundancy, Arabish, punctuation, and writing organisation. In this
study, the subjects are Algerian students who have all the stated earlier problems. In addition to that,
they have other problems such as time management, lack of vocabulary, problems of cohesion,
coherence and unity. They also have problems of punctuation and capitalisation.

Cooperative Learning

Cooperative learning is an approach that requires students to work together and help each other in
different learning activities (Jolliffe, 2007). To become cooperative, Jolliffe states that groups need to
work as a team, discuss different elements together and support each other to understand and fulfil
shared objectives (Jolliffe, 2007).

Cooperative learning is an instructional strategy based on the human instinct of cooperation. It is the
utilization of the psychological aspects of cooperation and competition for curricular transaction and
student learning. The concept of cooperative learning refers to instructional methods and techniques
in which students work in small groups and are rewarded in some way for performance as a group.
(Mandal, 2009, p. 96)

Cooperative learning is a student-centred instructional strategy in which the teacher is a facilitator and
the students, constituting small groups, are responsible for their own learning and the whole group’s

Adres | Adress
Kirklareli Universitesi, Fen Edebiyat Fakiiltesi, Tiirk Dili ve Edebiyati | Kirklareli University, Faculty of Arts and Sciences, Department of
Boliimii, Kayali Kampiisii-Kirklareli/TURKIYE | Turkish Language and Literature, Kayali Campus-Kirklareli/ TURKEY
e-posta: editor@rumelide.com | e-mail: editor@rumelide.com



RumeliDE Dil ve Edebiyat Arastirmalari Dergisi 2018.13 (Aralik)/ 107

Yabana dil olarak ingilizce 6grenen 6grencilerin igbirlik¢i yazma projeleri ile akedemik yazilarin gelistirme / A. Chelghoum, N.
Grine (103-114. s.)

members learning. Students in these small groups interact with each other to learn, practise, do
exercises, and achieve particular goals (Har, 2005).

In other words, the concept of cooperative learning refers to the instructional methods and techniques
in which students work together in small groups.

Elements of cooperative learning
According to Kagan (1994), there are 5 essential components of cooperative learning (Figure 2).

1. Positive Independence:Students work as a team to achieve shared goals, but each student has a
unique contribution within the same team.

2. Individual Accountability: Students must do their best, share ideas and communicate effectively,
and each student must complete his/her part of work to be more efficient as a team.

3. Face-to-face Promotive Interaction: It involves group discussion and interaction in which
students assist each other to solve problems and draw conclusions to reach the group’s shared goals.

4. Interpersonal and Social Skills: Students are encouraged to develop their decision making,
communication, collaboration, leadership, trust building within the members of the group and avoid or
manage to solve problems and conflicts.

5. Group Processing: It involves group assessment and learning tasks analysis. Students assess their
effectiveness as a team and identify what changes are needed to improve the group performance (Har,
2005; Kagan, 1994)

Positive
Independence
Promotive Individual
Interaction Accountability
Cooperative
Learning
Interpersonal Group
and Social Processing
Fi\ Skills onents of Cooperative Learning
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Advantages of cooperative learning

Cooperative learning has many advantages in developing the students’ achievement and writing skills.
According to Jolliffe (2007), cooperative learning has three main categories of advantages namely:
achievement, interpersonal relationships, and psychological health and social competence. For the first
category, it concerns developing the students’ productivity, problem-solving skills, time management,
and improving the performance of weak students when matched with good ones. The second category
is concerned with promoting the students’ sense of caring, friendship, support and morals. The third
category involves fostering the students’ self confidence, independence, collaboration and problems
sharing among the peers (Jolliffe, 2007).

In her turn, Mandal (2009) points out to some of the benefits of cooperative learning. She states that
cooperative learning improves students’ critical thinking skills. It creates a good atmosphere for active
and exploratory learning. It also considers the students’ different learning styles they use (Mandal,
2009).

In a nutshell, cooperative learning supports and deepens learning and develops the students’ critical
thinking skills.

Strategies of Cooperative Learning

There are many models of cooperative learning strategies. The following table represents the most
common strategies applied by teachers in the classroom (Mandal, 2009).

Cooperative Significance
Learning Strategy
Learn together The learning together model was developed by David and Roger Johnson. The students

work cooperatively on different tasks and assignments.

Jigsaw Students participate and are involved actively in a cooperative group work to do different
activities. Each group member has unique information that he/she learns and has to
teach it to the other members

Group Investigation | Inthis method, students form groups of 2 to 6 members and work together cooperatively
in order to plan projects. Each group selects a subtopic from a whole unit and breaks it
into individual tasks then the members discuss and present their final report with the
others to be finally evaluated.

Round Robin It is a brainstorming technique in which students generate ideas together. Group
members take turns responding to a question with words, phrases, or short answers.
This technique helps in generating many ideas without interrupting the flow of ideas.

Buzz Groups Buzz groups are teams of four to six students that are formed quickly. Students discuss
a given topic and exchange ideas together. Buzz Groups serve as a warm-up to whole-
class discussion. They are effective for generating information in a short period of time.

Critical Debates This activity could be used for argumentative writing. Students take one sideopposing
their opponents’ views. They form teams and discuss their arguments together, than
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present them to the opposing team. This technique develops the students’ critical

thinking skills.
Praise Question | In this technique the group members read their writings aloud and the others listen and
Polish take notes. After that, the students ask their peers what they liked about their work

(Praise), then identify what exactly they did not understand (Question), and finally offer
some suggestions to improve their work (Polish).

Table 1: Strategies of Cooperative Learning
Methodology

In this study, an experimental approach is opted for in which cooperative learning strategies were
implemented in writing classes.

Subjects: 40 First year BA students of English, university of Constantine 1 Algeria, constitute the sample
of the experiment. A group of 20 students who belong to the same population serves as a control group.
The experiment was carried out during the academic year 2017-2018, particularly in the second semester
of the year because at the time the students learn the basics of the writing skill, and especially how to
write different types of paragraphs.

Material and Procedure: All the subjects had a pre-test in order to evaluate their writing level and
identify the most common challenges they encounter when writing academically. Then, a series of
cooperative learning strategies and collaborative writing projects were implemented to improve the
students of the experimental group sense of sharing and collaboration. The duration of the experiment
in which many cooperative strategies were integrated was 8 weeks. The students attended 270 minutes
writing classes per week in which one session lasts 90 minutes. In other words, the students of the
experimental group attended a total of 24 sessions of writing. A post-test was given to the students of
the experimental group in order to determine the effects of these strategies and projects on developing
the students’ academic writing. The students of the control group were also given the same post-test in
order to analyse their results and compare them with the scores obtained by the subjects of the
experiment.

Discussion of the results

The students’ scores obtained in the pre-test and the post-test are displayed in Table 2 in order to
compare the achievement of the participants of the experimental group. The data obtained are analysed
using SPSS (Statistical Package for Social Sciences). The version of the SPSS used in this study is 20.0.0.
Descriptive statistics such as the mean and the standard variation are also reported using the same
programme.

Students Pre-test Post-test Difference
1 7 12 5

2 6,5 10 3,5

3 2,75 5 2,25
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4 9 9 o

5 14 14,75 0,75
6 11 14 3

7 9 13 4

8 8 11,25 3,25
9 575 6 0,25
10 8 8 (o)

11 8,5 10 1,5
12 6,75 11 4,25
13 12,25 14 1,75
14 11,5 12,25 0,75
15 13 13,5 0,5
16 13 15 2

17 12,5 12 -0,5
18 14 14 0

19 10 14 4
20 9 13,75 4,75
21 10 12 2

22 10,5 13,25 2,75
23 6 9 3

24 755 9 L5
25 7 8,75 1,75
26 6 8 2

27 6 13 7

28 12 13,25 1,25
29 10 13 3

30 13 14 1

31 4,5 8 3,5
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32 9 8,25 -0,75
33 8,5 12 35
34 4,75 6 1,25
35 4 10 6

36 11 12 1

37 9 12,75 3,75
38 6 11,25 5,25
39 6,25 11 4,75
40 7 10 3

Table 2: Students scores in the pre-test and the post-test (Experimental Group)

Table 2 reveals that the greatest majority of the students have considerably improved their scores. It is
noticeable that the differences between the means from the pre-test and post-test are positive for almost
all of the students.

Mean N Std. Deviation Std. Error Mean
Pretest W8,7375 40 2,01380 ,46071
Pair 1
Posttest 11,1750 40 2,58769 ,40015

Table 3: Paired Samples Statistics (Experimental Group)

Table 3 indicates that the mean for the pre-test is 8.7375 whilst it has increased to 11.1750 for the post-
test results. This means that the students have improved their scores significantly in the post test.

Paired Differences t df Sig. (2-
tailed)
Mean Std. Deviation |Std. Error Mean
Pair 1 Pretest - Posttest |-2,43750 1,86117 ,20428 -8,283 39 ,000

Table 4: Paired Samples Test (Experimental Group)

As shown in Table 4, the p value (Sig 2-tailed) is .000, which is a very low value. This means that the
subjects have improved their scores and have statistically speaking shown a significant difference. This
concludes that the implementation of collaborative learning activities has positively enhanced the
students’ writing performance.

In order to support the previously stated conclusions, the students’ scores are compared to the ones
obtained by the control group. Table 5 displays the participants’ scores of the control group in the pre-
test and the post-test.
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Students Pre-test Post-test Difference
1 9 11 2

2 6 7 1

3 3,75 6 2,25
4 7 7 o

5 10 12 2

6 10 10 o]

7 9 10 1

8 6,5 6 -0,5
9 12 8 -4
10 7 7 0

11 10 9 -1
12 6,25 7 0,75
13 12 11 -1
14 14 14 0

15 11 10 -1
16 10 8 -2
17 13 12 -1
18 6 6 o]

19 3 4 1

20 12 11,75 -0,25

Table 5: Students scores in the pre-test and the post-test (Control Group)

A glance at Table 5 shows that six students have improved their scores. However, the majority of the
subjects did not improve their level (the same results) or even scored worse in the post-test. It should be
noted that the students of the control group studied writing in the same duration between the pre-test
and the post-test as the experimental group. However, they studied writing through the usual
monotonous approach to teaching writing, without the integration of any group works or any other
cooperative strategies. Thus, it can be seen from the students’ results that they were unable to improve
their achievement considerably using the traditional approach to teaching writing, which is based on
students’ individual production.
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Mean IN Std. Deviation Std. Error Mean
Pre-test W8,8750 20 3,06001 ,68645
Post-test 8,8375 20 2,62613 ,58722

Table 6: Paired Samples Statistics (Control Group)

It can be clearly seen in Table 6 that the mean for the pre-test is 8.8750 and for the post-test is 8.8375.
These results are very close, which means that the students of the control group remain at the same level.
Even though the mean has statistically speaking decreased, one may assert that these results denote that
the students simply did not progress in their writing performance.

Paired Differences t df Sig. (2-
tailed)
Mean Std. Deviation |Std. Error Mean
. Pre-test — Post-
Pair 1 test ,03750 1,46735 ,32811 ,114 19 ,010

Table 77: Paired Samples Test (Control Group)

As shown in Table 7, the p-value (Sig. 2-tailed) is 0.910 which is higher than 0.05. This denotes that
there is no statistically significant change in the subjects’ scores. The mean difference between the
students’ results in the pre-test and the post-test is 0.3750, which is very small to be considered. Again,
it can be concluded that the students’ performance of the control group is not satisfying, especially
compared to the great progress seen in the students’ of the experimental group.

In brief, the major findings of this study conclude that the majority of students of the experimental group
have considerably improved their academic writing style. Some grammatical mistakes and other
problems such as wordiness and punctuation were inevitable. However, considering the overall
achievement of participants, cooperative learning has enormously contributed in enhancing their level.

Conclusion and Recommendation

Academic writing is a very complex activity for many EFL students. This research advocates the
implementation of collaborative writing projects and other cooperative strategies, which have shown
effectiveness at different levels in EFL classes, in order to ultimately enhance students’ academic writing
skills and improve their engagement in the learning/teaching process through small groups or projects.
Through cooperative learning, students can enhance their writing abilities by sharing and working
together. This will eventually raise their motivation, enthusiasm, self confidence, critical thinking and
sense of collaboration.
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Abstract

Even from ancient times, one can infer second language teaching, but by the 16t century, an
institution for the teaching of Turkish, Farsi and Arabic as second languages for the ruling class of
the Ottoman Empire had formed. Nearly all the Empire’s rulers learned those three languages as
additional languages because none were Turk, Fars or Arab. The only few exceptions were members
of the imperial Ottoman family. The ruling class called the seyfiye, as opposed to the learned class
called the ilmiye, were drafted through the “devshirme”, a levy of Christian boys. They were sent to
Anatolian families to learn Turkish. Those who excelled were sent to the palace school where, among
other subjects, they studied Ottoman Turkish, Farsi (i.e., Neo-Persian) and classical Arabic as
additional languages. These three languages were used by the state bureaucracy. In one or all of the
three languages, the sultans, viziers (ministers), pashas (military leaders), beys (governors) and
secretaries in the bureaus in the capital and provinces not only read them, but they also wrote them
in the course of their state duties. They also composed poetry and prose in the additional languages.
How they achieved such mastery in writing those additional languages is the object of this study.
The method of learning good writing of additional languages was basically the reading and
copying of good models. That may well be a more appropriate method than the further, willy-nilly
appropriation of the lingo of the smart phone for better and finer written communication.

Key words: Enderin School, devshirme, additional language learning, learning by copying,
Grammar-Translation Method.

Ek (ikinci/yabanci) dillerde yazma ogretimi icin Osmanli ornegi: Tarihi ve
kisisel bakis acilar

Oz

Cok eski caglardan beri bile, ikinci ve ek diller 6gretimi hakkinda bir yorum yapilabilir, on altinci
yiizy1la kadar Osmanl imparatorlugu yonetici stmifimmin ek dilleri olan Tiirkce, Farsca ve Arapca
ogretimi icin bir kurum vardi. Hemen hemen biitiin imparatorluk yoneticileri bu iic dili, ek dil olarak
ogrenmekteydiler, ¢iinkii bunlarin hig biri ne Tiirk ne Fars nede Arapt1. Birkag istisna olarak Osmanl
Imparatorlugu ailesinden olanlar da vardi. Yonetici simfina seyfiye, bilimle ugrasan kesime ilmiye

1 Part of this paper was presented as an oral presentation at Diizce University International Conference on Language (DU-
ICOL / WRITING - 2018) held on 18-20 October, 2018.

2 Dr. Ogr. Uyesi, Diizce Universitesi, Egitim Fakiiltesi, Ingilizce Egitimi Boliimii, (Diizce, Tiirkiye), wspeachy@yahoo.com,
ORCID ID: 0000-0003-4686-8027 [Makale kayit tarihi: 9.11.2018-kabul tarihi: 22.12.2018; DOLI:
10.29000/rumelide.504256]

3 Dr. Ogr. Uyesi, Karabiik Universitesi, Edebiyat Fakiiltesi Ingiliz Dili ve Edebiyati Boliimii, (Karabiik, Tiirkiye),
irtosun@yahoo.com, ORCID ID: 0000-0002-0213-3574.
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olarak ad verilir, bu simiflar Hristiyan ailelerin ¢ocuklariydi ve devsirme olarak ailelerinden alinirdi.
Bu cocuklar Anadoludaki ailelere Tiirk¢e 6grenmeleri icin gonderilirlerdi. Basarili olanlar saray
okuluna gonderilir, diger derslerin yaninda Osmanlh Tiirkgesi, Farsca (Yeni Farsca), ve klasik
Arapcgay ikinci diller olarak 6grenirlerdi. Bu ii¢ dil devlet biirokrasisinde kullanilirdi. Sultanlar,
vezirler, pasalar, beyler, bagkent veya diger bolgelerdeki iis diizey sekreterler, bu dillerin birinde veya
her {icliniide, sadece okumakla kalmazlar ayni zamanda gorevlerindeki yazigmalarda da
kullanabilirlerdi. Ayrica bu kisiler bu dillerde siir ve diiz yaz1 da yazabilirlerdi. Bu dillerin nasil bu
kadar profésyonelce 6grenilebildigi bu calismanin konusudur. Herhangi ek bir dildeki iyi yazmanin
metodu temel olarak okuma ve iyi modelleri kopya etmekti. Bu gelecekteki akilli telefondaki dylesine
yapilan dilsel ve bazan da argo ya kagan yazma uygulamalarindan daha iyi bir yaklagim olabilir.

Anahtar kelimeler: Enderin Mektebi, devsirme, ek dil 6gretimi, kopyalayarak o6grenmek,
Dilbilgisi-Ceviri Yontemi.

Introduction

As aresult of the recent emphasis on “quantitative” and “qualitative” research in the teaching of English
or another language as a foreign language (TEFL), as a second language (TESL) or as an additional
language (TEAL), articles published on language education and applied linguistics tend to concentrate
on 21st century work and precedents from before the 20th century are rarely even mentioned. Working
back from Teaching English to Second Language Learners (Newton et al., 2018) and Teaching English
as a Foreign Language (Celce-Murcia & Brinton, 2014), one notes that there is no attention given to the
early 20th century or before. One notable exception is “The History of Teaching English as a Foreign
Language, from a British and European Perspective” (Howatt & Smith, 2014). Howatt observed the
paucity of research into the history of language teaching in the West, mentioning some recent German
and Japanese exceptions. However, he gives a synoptic overview of four stages, beginning with “Stage 1:
Modern Language Teaching in Europe 1750-1920 and continuing in “Stage 2: English Language
Teaching beyond and within Europe (1920-2000+). In one sentence, he dismisses the earlier periods by
saying, “Modern foreign languages were learnt and, to a limited extent, taught in Western Europe for
centuries before they appeared on the curricula of schools around the middle of the eighteenth century”
(Howatt & Smith, 2014, p. 79).

Howatt’s focus on Britain and Western Europe was a reaction to what he called a “USA-centric
perspective” (Howatt & Smith, 2014, p. 75). New Ways to learn a Foreign Language (Hall, 1966) was
representative of “The new linguistics way that has revolutionized language learning.” Hall was talking
about the revolution dominated by Charles Fries, e.g., The Structure of English: An Introduction to the
Construction of English Sentences (1952), Robert Lado, e.g. Language Teaching: A Scientific Approach
(1964) and other works of his own, e.g., Linguistics and Your Language (Hall, 1960). The revolution
was against the Grammar-Translation method, very much dominant in the West until the 1960’s, and
still used rather surreptitiously today. This method emerged from the study of the classical languages,
Latin and Greek, at earliest from the time of the Reformation and the rise of European vernaculars.

However, additional language (AL) learning has had precedents for several centuries, if not millennia,
before the Reformation. One could begin with the bilingual Rosetta Stone discovered in 1799 and dating
from 196 BC. It is an early example of a document transliterated from Hieroglyphics to Egyptian Demotic
and translated from Demotic Egyptian to Koine Greek. One can infer, if not deduce, that there must have
been foreign language education in Egypt centuries before the birth of Jesus Christ to have resulted in
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that amazing document in stone. Thus, from well before the time of Alexander’s 4th century BC conquest
of Egypt, one can only guess how Early Demotic and then Middle Demotic was learned and came to be
used after Late Egyptian (1350 — 700 BC) to begin the period of Demotic (c. 700 BC — AD 400).
Herodotus (c. 484 BC — c. 425 BC) mentioned Demotic Egyptian. The purpose of this article is to point
out and remedy the fashionable absence of attention to early language learning and teaching from the
Dark Ages to the 20th and 21st centuries.

Method

This is neither a quantitative nor a qualitative study, the two most ubiquitous research methods in
language teaching and learning in the 21st century. It is a study using history because TEAL and Applied
Linguistics have ignored the earliest history of language learning and teaching. The study also draws on
the combined personal experience of more than 9o years of language learning and teaching of English,
Spanish, French, Turkish, Azerbaijani, Farsi, Arabic, Russian, Kirghiz and Kazakh in diverse areas of the
USA, Turkey, Libya, Iran, Saudi Arabia, Kirghizstan and Kazakhstan. The institutions where the
authors’ learning and teaching experiences have taken place include two middle schools, several high
schools, three private language schools and eight higher educational institutions. Finally, two forms of
logic, induction and deduction, have been utilized to weave together possibilities, probabilities,
conclusions and lessons.

The Relevance of the personal narrative

The personal narrative from the first author is mostly chronological, but it reveals the trends, fashions
and realities of recent language learning and teaching. The first author was taught Spanish in the second
grade for a few days in primary school in Berkeley, California, USA. The lesson consisted only of counting
from one to ten and asking, “How are you?” Yet the little that was taught was firmly fixed in his memory
by oral repetition and is retained to this day. That Spanish was supplemented daily by the ubiquitous
Spanish of Californian geography and later by the Spanish of several phrases used in “cowboy” films and
television series. In high school, he studied French for four years with grammar and some translation
filling the class periods and homework assignments. It was not a skill-based approach. Reading,
listening, speaking and writing were not taught as such. Finally, he studied French literature for two
years at the university level. Reading was certainly necessary, and the classes were conducted in English
and French, but with little need to speak or write French. The first author can still read French with ease
and understand spoken French with difficulty. However, he cannot speak or write it without mental
translation and the conscious application and manipulation of remembered grammatical rules.

It was in the summer of 1967 that the first author underwent an intensive training program in Turkish
and the Teaching of English as a Foreign Language. The method of Turkish instruction at the University
of Texas was basically the linguistically structural and psychologically behavioral audio-lingual method.
It went on for six hours a day, six days a week for three months. It was admittedly supplemented by
grammar lectures with English as the medium of instruction. That fall, he began instruction in the Urgiip
Middle School in the province of Nevsehir using E.V. Gatenby’s textbook series called A Direct Method
English Course, published from 1955 until at least 1969 in various editions (Gatenby, 1965). This author
had been warned that, despite the prospect of using materials for the Direct Method in middle schools,
the prevailing method of instruction was the Grammar-Translation method used since the European
Dark Ages for Latin and continued in Western countries for centuries through the Middle Ages, the
Renaissance, and the Modern Era to teach European languages. That was basically the method by which
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the first author studied, not Latin, but French in his American high school. By the 1960’s, the method
was not considered successful either in America or Turkey. Indeed, the first author remembered a visit
to his middle school by a Ministry of Education inspector who strongly promoted the Direct Method,
not wanting him to use any Turkish in his classes of forty or so students for three hours a week. His effort
was pointless as he was a devotee of the oral, dialogue-based, behavioral approach of substitution and
transformation drills.

In Iran, where the first author was advising English teachers in high schools and teaching at Tabriz
University, he found the Grammar-Translation method firmly entrenched in teaching practices, despite
a top-down efforts to use more modern and fashionable approaches. Years later, over the first two
decades of 21st century, in many conversations with his university students in Saudi Arabia and Turkey,
the first author has learned that their primary- and secondary-level English teachers were still using that
ancient method, with little success to judge by the level of competence that new university students
generally showed upon enrollment.

The second author was a research assistant for four years (1994-1998) in Kirghizstan (a former member
of the Soviet Union) and during that time he noted that textbooks and material to support students in
learning English at the high schools and higher institutions of learning were out of date. The existing
materials were based on old methods and did not usually correspond to the needs, interests or activities
of the teenagers. In general, the Grammar-Translation method was used in teaching English, and even
though the students had a good knowledge of grammar, they had difficulties in expressing their ideas in
English either in written or spoken form.

Language learning

It is surprising that with all the attention focused on the teaching of English and other languages as
foreign or second languages that the Western and Eastern precedents and examples from the 6t to the
18th centuries have escaped attention and citation.

A brief account of language studies and learning in Europe and the Ottoman period has been provided
in'Y. Akyiiz’s Tiirk Egitim Tarihi (1982). He inferred that the first foreign language learning was verbal,
at least until the Sumerian era beginning in the 5th millennium BC when the first writing appeared. He
further speculates that when the Akkadians conquered Sumeria in 2225 BC, they learned the superior
civilization, including the language, from the Sumerians. While Akyiiz deals with language studies, i.e.,
grammar and linguistics, in Europe from the ancient Indians and Greeks up to the 19t century with a
mention of Ferdinand de Saussure, he had little to say about language learning as such. As for Islamic
lands, Akyiiz included only a short description of the Ottoman and Republican periods.

In Europe, beginning from the time of Constantine (d. 337 AD), Latin and Greek became the second
languages of educated Christians. In the Catholic Church and European governments, until the
Reformation in the 16t century Latin ruled as the international language. Not many Catholic priests,
monks or nuns could speak it. However, they were literate in Latin. That is, they could read and write
Latin. The hierarchy of the Church also spoke Latin with each other. This was obligatory as they spoke
many different and disparate mother tongues. This begs the question of how it came to pass that they
all learned Latin well enough to read the Bible (i.e., the Old Testament including the Torah, and the New
Testament, the Gospel). Ironically, the Bible in Latin was called the Vulgate, which was the popular
language of educated people. That Latin language of the Bible was a translation of the Greek translation
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of the Bible from Hebrew for the Old Testament and Aramaic for the New Testament. Except for a few
fragments, the Gospel in Aramaic had been lost in writing and memory and has still not been found.
How educated Catholics successfully learned to read and write Latin as a second language, which has
now been dead as a mother tongue for more than 1,500 years is a question that professionals and
scholars of language learning have neglected. It is a question requiring more attention from Westerners.
Linguistics has gotten some attention. One can consult Concise History of the Language Sciences: From
the Sumerians to the Cognitivists (Koerner & Asher, 1995). Although this work covers millennia as well
as Europe, Asia, Australia, and the Americas, it focuses on the branches of linguistics. However, it does
not delve into language learning and teaching as such.

In the Islamic East, there are the examples of Arabic, Farsi and Ottoman Turkish. The great Islamic
scholar, Imam Bukhari, and other famous scholars of the Qur’an and Qur’anic sciences learned Arabic
from the 8th century on. They certainly were not Arabs. They were either Fars or Turk. How the
Ghaznavids and the Seljuks learned Farsi in the 9th and 10th centuries is a matter of deduction derived
from methods that have continued till this day. In Turkey during the last few years, on the popular
television series, millions have seen famous Turks like Suleyman Shah Oglu Ertugrul Ghazi read and
write Farsi during the 13th century. The use of Turkish in Anatolia did not really come until the time of
the Sufi poet Yunus Emre. Perhaps the historical, very popular “Dirilis Ertugrul” television series
producers were wrong in depicting the leaders of the Oghuz Kay tribe a being literate, but the Turkic
Seljuk rulers in Konya were certainly literate in Farsi as it was the official language of all the governments
and states of the Seljuks in Asia and Asia Minor.

While the traditional schools (madrasas) from the 7th century on, continued to teach Arabic, the Qur’an,
and Qur’anic sciences to Turks and other Muslim ethnic groups throughout Daru’l-Islam (the Muslim
world of Asia and Africa), by the 16th century, an Ottoman imperial school for the future members of the
seyfiye, the military and administrative ruling class of the Ottoman Empire, had formed and matured.
In the encyclopedia entitled Osmanli (Eren, Cigek, & Oguz, 1999), one can find concise, scholarly articles
on education in the Ottoman system. Several subjects were included in the curriculum. Beginning in a
preparatory system, due to the large numbers of students, Turkish language and literature were taught
along with the Farsi language and literature, mathematics and sciences. Students also studied Arabic
grammar and composition as well as the Qur’an and Qur’anic sciences. They studied various fine arts
including calligraphy and music, with some becoming quite proficient. Physical education, including
martial arts and certain sports such as wrestling, was required or on offer (Akkutay, 1999).

The relevance and significance of Ottoman education for the modern era of language instruction is that
Ottoman Turkish, Farsi and Arabic were taught as second languages. It is surprising that with all the
attention that has come to focus on the teaching of English and other languages as foreign or second
languages that the Western and Eastern precedents and examples from the 6t to the 19th centuries have
escaped attention and citation. Nearly all the members of the ruling class of the Empire learned those
three languages as additional languages because none of them were Turk, Fars or Arab, nor were they
born as Muslims. They were born mostly in or around the Balkans to Christian families. Their mother
tongues were mostly Greek, Albanian, a Balkan Slavic language like Serbian, and perhaps some form of
what is now Romanian. Beginning in the 14 century, young Christian boys were drafted in a levy called
the “devshirme”, a Turkic word meaning ‘gathering’ or ‘collecting’. The early Ottoman sultans mostly
relied on the Turkic tribes for their military forces, but from the time of Murad I, captured and enslaved
young men and boys were taken into the sultan’s service to counterbalance the tribal forces. Later, in a
departure from the Sharia, healthy and bright boys and youths were collected from among Christian
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families. By the 16t century, however, Christian families were known to offer, even bribe Ottoman
officials to take their sons as it provided a career path to the highest positions of the Empire. Once
enrolled, the boys were circumcised and normally became Muslim early in their training and schooling
in Constantiniye (Istanbul). At some point, most were sent to Anatolia to learn the Turkish of the time
and develop into strong men. The vast majority of them became members of the janissaries (infantry)
or sipahiler (cavalry), while the brightest, bravest and fittest of them entered the Enderun, with the
sehzadeler (princes) (Tas, 1999). This was an extensive school and college inside the Palace complex
where they were groomed for service as military and administrative officers of the highest rank or as
bureaucrats to administer the offices of the entire Ottoman government.

The author/chronicler Selaniki Mustafa Efendi, who wrote the Tarih-i Selaniki (Peachy, 1984) was taken
in the devshirme from the city of Thessalonica in what is now Greece. After learning Turkish, Farsi and
Arabic languages and literature, he rose to become a Sipahi Katibi, the administrative officer of the
Ottoman cavalry corps. He was a hafiz, spoke and wrote Farsi and composed prose and poetry in
Ottoman and Farsi.

The only exception was the ‘ilmiye, the legal system staffed by educated Turks. Those headed for the
‘ilmiye, were educated in madrasas, religious schools usually attached to mosques. They were normally
Turks and always of Muslim background. They studied Classical Arabic and Farsi (i.e., Neo-Persian) as
second languages. Those excelling in Arabic and Farsi and all the Qur’anic sciences became teachers,
muftis and professors, often moving to more prestigious madrasas as their scholarship increased and
became recognized. The top of the hierarchy were the kazaskers and the Sheikhu’l-Islam (Kazici, 1999;
Celebi, 1999; Hizli, 1999).

The end products of the learning and training process of the seyfiye and the ilmiye were individuals
educated in three languages: Ottoman, Farsi and Arabic. These three languages were used in and by the
state bureaucracy. Arabic was the written language of the legal system staffed by the learned and could
be used for oral communication especially in the Arab provinces after the mid-16th century conquests
of Selim I, called the Grim, Yavuz in Turkish. Farsi was used for all records in the treasury/exchequer.
Oral and written Ottoman Turkish was used by the military and the imperial administration, the
executive branch of the empire. The Sultans, the viziers, the pashas, the beys and the secretaries in the
bureaus in the capital and provinces not only read one or all of the three languages, but they also wrote
in them. They did not just write in the course of their state duties. They also composed poetry and prose
in the additional languages.

The Imperial Harem should also be mentioned. All the ladies of the Harem except the daughters of the
sultans, were slaves captured in war or bought at slave markets. They came to the Harem as non-
Muslims speaking non-Muslim languages of Europe and Africa. They, too, had an Enderun school in the
Topkapi Palace where they learned Ottoman and perhaps Arabic and Farsi. In the 15t and 16t centuries,
the only exceptions were princesses with Turkic heritage belonging to the Imperial Ottoman family.
Their mothers were not Turk either, only their Imperial fathers, who were neither their teachers nor
their companions.

Long before the advent of the Grammar-Translation method for the teaching of English as a foreign or
second language, the denizens of the harem, the seyfiye and the ‘ilmiye learned to read and write
between one and three additional languages. What method did they use enabling many of them to
become literati, scholars, prose writers and even poets in their additional languages? Arabs and non-
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Arabs learned to recite parts of the Qur’an by heart. Thousands and then tens of thousands even became
hafizes, able to recite the entire Holy Book orally from memory. For learning the meaning, they studied
Arabic grammar, and the scholars copied it, as well as hundreds and thousands of hadiths from the
Messenger Muhammad ibn Abdullah. This was the way they learned the Qur’an and to write Arabic as
scholars and administrators. They reached levels of skill that are only comparable to those of a few
Westerners such as the Polish novelist Joseph Conrad and the French novelist Stendhal’s fictional
character Julien Sorel in Le Rouge et le Noir. Their method of learning was memorization and constant
copying of models.

One night in the early 1970’s, outside his rented house on a street in Tabriz, Iran, the first author noticed
ayoung man reading aloud from a book as he walked back and forth under the street light. He continued
to do this for about two hours for several nights. The first author asked his colleagues at Tabriz
University what the student might have been doing. They replied that the youth must have been
memorizing the entire book for an examination. A few hundred years earlier, he would also have been
copying out the book because the printing press was little used until the 19th century. Physical activities
like walking and writing by hand indeed promote language learning and training by stimulating more
blood circulation through the brain, thereby providing more oxygen and nutrients for better brain
function.

Arabs do not speak the Classical Arabic of the Qur’an. They have been speaking widely divergent dialects
that are often not mutually comprehensible. They learn literary Arabic, modeled on Classical Arabic, for
written communication, and they learn it by models. In Saudi Arabia, when the first author was
continuing his study of Classical Arabic at Imam Muhammad University in Riyadh, he studied models
of good Arabic, and in the examinations, he was expected to write out a composition from memory. That
is how he learned Classical Arabic to the extent that he felt competent enough to begin a meal, i.e., a new
Qur’anic translation (Peachy, 2012).

A significant number of people in various countries including Saudi Arabia, Iran and Turkey, and even
in cities like New York, are not confident in their competence in writing and in navigating bureaucracies,
and still seek out professional petitioners (called ‘expediters’ in English, dilekceciler or arzuhalcilar in
Turkish and mu‘akibuun in Arabic) to write their communications with government officials. The first
author worked as such an expediter in New York City, and he often used mu‘akibuun in Saudi Arabia.

Conclusion

How the Ottomans achieved such mastery in writing additional languages well before the advent of the
English “Grammar-Translation” method has been the object of this study, but the point of this article
and its only original contribution is that it draws attention to the lesson, perhaps many lessons, to be
learned from the teaching practices of the generations before us. This lesson from the Ottomans is a
source which is relevant, especially to the teaching of writing to students in Turkey and in neighboring
regions. The method of learning good writing in additional languages was basically the reading and
copying of good models. That method may yet return and turn out to be a more appropriate method for
better and finer written communication than further, willy-nilly and helter-skelter appropriation of the
lingo of the smart phone.

The discovery of this Ottoman lesson suggests another need for scholars in the humanities. The tendency
of studies in the humanities and the sciences is to focus on discrete points that are only researchable by
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specialists. That does indeed lead to positive contributions to knowledge. On the negative side, however,
valuable insights and theories may not be reached except through an inter-disciplinary approach. In the
context of this study, this means the integration of knowledge from History, Education, Linguistics,
Applied Linguistics and Language Education. It is also proposed that expanding this integration to
include Neurology and Health Sciences would secure further vital knowledge.

Bibliography

Akkutay, U. (1999). Osmanh Egitim Sisteminde Enderin Mektebi [The Enderin School in the Ottoman
Education System]. In G. Eren, K. Cicek, & C. Oguz (Eds.), Osmanh [Ottoman], Vol. 5 (pp. 187-206).
Ankara: Yeni Tiirkiye Yayinlari.

Akyliz, Y. (1982). Tiirk Egitim Tarthi: Baslangictan 1982°ye, Y. no:114 [Turkish Education History: From the
Beginning to 1982, Publication no. 114]. Ankara: Ankara Universitesi Egitim Fakiiltesi.

Aydin, M.S. (1999). Osmanli’da Cocuklarinin Egitimi [Education of Children in the Ottoman Empire]. In G.
Eren, K. Cigek, & C. Oguz (Eds.), Osmanh [Ottoman], Vol. 5 (pp. 218-228). Ankara: Yeni Tiirkiye
Yayinlari.

Celce-Murcia, M., & Brinton, D.M. (2014). Teaching English as a Second or Foreign Language (4% ed.).
Boston, MA: Heinle/National Geographic Learning.

Celebi, 1. (1999). Osmanh Medreselerinin Kurulusu, Yiikselis ve Cokiis Nedenleri [The Establishment of
Ottoman Madrasas, Causes of Ascension and Fall]. In G. Eren, K. Cicek, & C. Oguz (Eds.), Osmanh
[Ottoman], Vol. 5 (pp. 168-175). Ankara: Yeni Tiirkiye Yayinlari.

Eren, G., Cicek, K., & Oguz, C. (Eds.). (1999). Osmanli [Ottoman], Vol. 5. Ankara: Yeni Tiirkiye Yayinlari.

Fries, C.C. (1952). The Structure of English: An Introduction to the Construction of English Sentences. San
Diego, CA: Harcourt, Brace.

Gatenby, E.V. (1965). A Direct Method English Course (A New Course Specially Designed for Turkish
Students), Books 1-5. Istanbul: Yeni Savag Matbaas.

Hall, R.A., Jr. (1960). Linguistics and Your Language. Garden City, NY: Doubleday.
Hall, R.A., Jr. (1966). New Ways to learn a Foreign Language. New York, NY: Bantam Language Library.

Hizli, M. (1999). Osmanli Sibyan Mektepleri [Ottoman Primary Schools]. In G. Eren, K. Cicek, & C. Oguz
(Eds.), Osmanh [Ottoman], Vol. 5 (pp. 207-217). Ankara: Yeni Tiirkiye Yayinlari.

Howatt, A.P.R., & Smith, R. (2014). The History of Teaching English as a Foreign Language, from a British
and European Perspective. Language and History, 57 (1), 75-95.

Kazicl, Z. (1999). Osmanh Egitim ve Ogretim Sisteminde Genel Medreseler [General Education in the
Ottoman Education System]. In G. Eren, K. Cicek, & C. Oguz (Eds.), Osmanl [Ottoman], Vol. 5 (pp.
161-167). Ankara: Yeni Tiirkiye Yaynlari.

Koerner, E.F.K., & Asher, R.E. (1995). Concise History of the Language Sciences: From the Sumerians to the
Cognitivists. Oxford, UK: Pergamon/Elsevier Science Ltd.

Lado, R. (1964). Language Teaching: A Scientific Approach. New York, NY: McGraw-Hill, Inc.

Newton, J.M., Ferris, D.R., Goh, C.C.M., Grabe, W., Stoller, F.L., & Vandergrift, L. (2018). Teaching English
to Second Language Learners in Academic Contexts: Reading, Writing, Listening, and Speaking (1st
ed.). Abingdon, UK: Routledge.

Peachy, D.W.S. (2012). The Qur'an: The Final Book of God, a Clear English Translation of the Glorious
Qur’an. World Assembly of Muslim Youth, Qassim, Saudi Arabia.

Peachy, W. (1984). A Year in Selaniki’s History: 1593-4 (Unpublished doctoral dissertation). Indiana
University, Dept. of Uralic and Altaic Studies, Bloomington, IN (USA).

Tas, K.Z. (1999). Lala (Sehzadelerin Yetistirilmesi ve Lalalik Miiessesesi [ Lala (The Institution of the Lala and
the Training of the Princes). In G. Eren, K. Cicek, & C. Oguz (Eds.), Osmanl [Ottoman], Vol. 5 (pp.
218-228). Ankara: Yeni Tiirkiye Yayinlari.

Adres | Adress
Kirklareli Universitesi, Fen Edebiyat Fakiiltesi, Tiirk Dili ve Edebiyati | Kirklareli University, Faculty of Arts and Sciences, Department of
Boliimii, Kayal Kampiisii-Kirklareli/TURKIYE | Turkish Language and Literature, Kayali Campus-Kirklareli/ TURKEY
e-posta: editor@rumelide.com | e-mail: editor@rumelide.com



RumeliDE Dil ve Edebiyat Arastirmalari Dergisi 2018.13 (Aralik)/ 123

Yazma becerisinin 6gretimi ile ilgili yaklasimlarin iiniversitelerdeki ingilizce 6gretmenlerinin tercihleri iizerindeki etkileri / O.
Sabuncuoglu (123-137. s.)

A study of the effects of the approaches to the teaching of writing on the efl
instructors’ preferences at universities*

Osman SABUNCUOGLU=

APA: Sabuncuoglu, O . (2018). A study of the effects of the approaches to the teaching of writing on
the efl instructors’ preferences at universities. RumeliDE Dil ve Edebiyat Arastirmalar: Dergisi, (13),
123-137. DOI: 10.29000/rumelide.504257

Abstract

There are several ways to approach writing in the classroom and there is no best way to teach writing
skills. Many learners cannot produce language although writing is a productive and active skill. Being
reluctant, unconfident and unmotivated, they do not want to write in a foreign language. There are a
number of traditional and current approaches to student writing. Writing-for-learning includes some
form-focused and imitation-based approaches like guided, controlled and product-driven. However,
writing-for-writing is directed at developing the students’ writing skills as writers. This article aims
to examine how teachers approach the teaching of writing at tertiary level and also determine
teachers’ preferences for which approach they use in the classroom and what type of writing teacher
they are. A questionnaire in which seventy-one instructors teaching English at a variety of universities
participated was conducted. This questionnaire including their preferences for teaching practices was
analysed in SPSS. In the lights of the findings discovered, many teachers choose to integrate writing
with other language skills. Skill integration is an increasingly popular approach to teaching writing.
However, they have a negative attitude towards traditional approaches like teaching writing in
isolation. There is a growing interest in the number of teachers who are in favour of writing as a
creative, cooperative and integrated skill. Teachers can teach English best as an integrated mode, so
content-based and task-based teaching methods are proposed as communication involves the
integration of all language skills.

Key words: Approach, integrated, creativity, cooperative, task-based.

Yazma becerisinin 6gretimi ile ilgili yaklasimlarin iiniversitelerdeki ingilizce
ogretmenlerinin tercihleri iizerindeki etkileri

Oz

Yazma becerisinin 6gretimiyle ilgili bir¢ok yaklasim bulunmaktadir, fakat hig bir yontem miikemmel
goriilmemektedir. Yazma aktif ve iiretim iceren bir beceri olmasina karsin, bir¢ok 6grenci bu beceride
arzu edilen kazanimlara ulasamamaktadir. Ogrencinin dzgiiven, ilgi ve motivasyonu yeterli olmadig
icin yazmaya karsi negatif bir tutuma sahiptir. Yazma becerisiyle ilgili geleneksel ve giincel bircok
yontem bulunmaktadir. Geleneksel bakis agis1 yazma becerisini dil bilgisi uygulamay icermektedir.
Giinlimiizde yaygin olarak kullanilan 6gretim metodu yaraticilik, isbirligi ve dil becerilerini birbirine
baglamaya dayanmaktadir. Bu makalenin amaci 6gretmenlerin yazma becerisine nasil yaklagtigini ve
yazma becerisinin nasil 6gretildigini belirlemektir. Aragtirma yontemi olarak cesitli iniversitelerde
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gbrev yapan yetmis bir ingilizce 6gretim gorevlisinin katildig1 bir anket uyguland. Elde edilen bilgiler
SPPS programinda analiz edildi. Elde edilen bilgiler 1s181nda 6gretmenlerin bir¢ogunun yazma
becerisini diger dil becerileriyle bir biitiin olarak gordiigii anlagilmaktadir. Bu yaklasim
ogretmenlerin dil sinifinda yaygin olarak kullandig1 bir yontemdir. Ote yandan, bircok 6gretmenin
geleneksel anlayisa karsi negatif bir tutum gelistirdigi goriilmektedir. Ogrencilerin yazma
aligkanlhiklarin1 daha iyi hale getirebilmek icin iletisim ve etkilesim yoluyla dil 6gretmek ¢6ziim
olabilir. Bu yiizden, yabanci bir dilde iletisim kurmak tiim dil becerilerinin entegrasyonunu
icermesinden dolayu, icerik temelli ve géreve odakl yabanci dil 6gretim yontemleri 6nerilmektedir.

Anahtar kelimeler: Yaklagim, biitiinlestirme, yaratici, igbirligi, icerik temelli.
1. Introduction

Some language courses have an integrated approach to teaching writing. A person who reads well, but
cannot write English, has a serious handicap in academic system as some degree of ability in all skills is
a virtual necessity. Evidence suggests that approaches to the teaching of writing are among the most
important factors for promoting writing as a skill (Harmer, 2010). Producing a coherent, fluent, well
developed and extended piece of writing might be the most difficult to do in language learning when
teachers consider all language skills.

Data from several studies suggest that students cannot or do not want to write. This may be because they
lack confidence or they may find it boring or they have nothing to say (Byrne, 1988). Teachers need to
engage them in the learning process and make them like writing so that writing can become a normal
part of classroom life and students can achieve success. Therefore, if students acquire a writing habit,
they will be enthusiastically involved in writing (Harmer, 2007).

Although writing is a significant part of communication, it is often viewed as the forgotten skill in some
language programmes. Writing receives the least attention because teachers do not prioritise it as much
as other language skills. However, it is widely argued that teachers need to aim for a balanced focus on
language skills (Richards, 2013).

Language skills do not also maintain a good balance. The second language curriculum stresses the
balanced development of listening, speaking, reading and writing (Richards, 2014). Productive skills are
not emphasized. Writing is a productive and active skill; however, students cannot develop their active
language knowledge and produce language or output. In other words, students spend a lot of time
studying English, but they cannot succeed in productive skills.

There are a variety of approaches to teaching writing as a skill. Teachers need to make a choice between
them and decide whether they will support creativity or imitation, whether they will make writing a
cooperative activity, whether they will see writing as a way to practise grammar they have taught, what
kind of writing they want from students and whether they will help students build good writing habits.

This article aims to explore both traditional and current approaches to the teaching of writing. Teachers
view writing as a language skill differently. These approaches will directly influence the way how writing
is taught. This study will enable us to be aware of which approach they use, what kind of writing teacher
they are and how they view the teaching of writing.
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This study will probably give them a chance to evaluate their writing classes so that they will find a
starting point for teaching writing better. Teacher learning is a life-long-process, so this questionnaire
will raise their awareness of the issue. They will be able to reflect their learning on their students and
will make writing a creative, cooperative and integrated skill. They will also help students build good
writing habits.

Students spend plenty of time studying English at tertiary level to follow an English-medium instruction
or a mandatory programme. However, some of them cannot produce language, so they cannot write
confidently. The kind of writing teachers do in EFL classrooms has a big effect on what kind of writing
teacher they are.

1.1. Language Skills

Teachers can think of language systems like phonology, lexis, grammar, function, and discourse as what
they know, they also need to pay attention to what they do with language. Teachers commonly talk about
four language skills: listening, speaking, reading and writing. These are the cornerstones of learning a
language (See Figure 1).

Language Systems knowing Language Skills doing
Phonology Productive:
Lexis Speaking
Grammar Writing
Function Receptive:
Discourse Reading
Listening

Figure 1: Language systems and skills (Scrivener, 2011)

Teachers usually evaluate learners' knowledge of English, talking about the way learners use language
in terms of four skills. For this reason, learners need to be very good or competent users to communicate
well in a foreign language.

With these four skills addressed equally while learning English, the learners can be assured of having
good communication skills, a great necessity in today’s competitive world. These four skills give learners
opportunities to create contexts in which to use the language for exchange of real information, evidence
of their own ability and most important, confidence.

1.2. Receptive and productive skills

Language skills relate to different aspects of using language; such as listening, reading, writing or
speaking. As the mode is the medium of communication, which divides fundamentally into speech and
writing, language skills can be categorised into two modes: listening and speaking in the spoken mode
and reading and writing in the written mode. The second division is into the receptive skills of listening
and reading and productive skills of speaking and writing (Harmer, 2007).

Receptive skills is a term widely used for listening and reading which are considered to be passive skills
because learners do not need to produce language to do these, they receive and understand it (Harmer,
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2010). Receptive skills both provide learners with a lot of input and exposure to the target language. In
contrast with receptive skills, productive skills is a term used for both writing and speaking; these are
the active skills which enable learners to produce language themselves.

Harmer (2007) points out that receptive and productive skills can feed off each other in a variety of
ways. What learners say or write is affected by what they hear and read. For this reason, the more they
read and listen to comprehensible input, the more English they learn or acquire. Skills reinforce one
another.

1.3. Importance of writing

Students need writing skills for specific reasons. To start with, it is a major form of communication in
all walks of life. Secondly, writing allows learners to be creative and imaginative. It builds self-confidence
and also creates better readers because reading and writing go hand in hand. Thirdly, writing helps
students become successful in school and life. Besides this, it is a good way to meet student needs as it
gives learners a chance to produce language. Finally, writing can be seen as a good variety.

1.4. Advantages of teaching writing

Teachers should consider the teaching of writing in the language classroom to be very important because
writing can serve a number of pedagogical purposes. In the first place, writing allows students more
opportunity for language processing — that is thinking about the language — whether they are involved
in study or activation. In addition, the introduction and practice of some form of writing also enables
teachers to provide for different styles and needs. For instance, some learners who do not enjoy learning
through oral activities can benefit from writing a lot. Moreover, written work can provide the learners
with concrete evidence that they are making progress in foreign language learning. Besides this, students
can get exposed to the foreign language through more than one medium. Furthermore, writing can
provide variety in classroom activities, serving as a break from oral work. It is a quieter and more relaxed
time for students and teacher. Finally, writing can be an effective way of assessment (Byrne, 1988).

1.5. Why is writing difficult to learn?

Learning how to write in a second language is one of the most challenging aspects of second language
learning for a number of reasons. Firstly, writing is a mental process involving generating ideas, thinking
about how to present them effectively. Secondly, learners cannot express themselves well, create
something original and impress the audience. Thirdly, linguistic side of language learning makes it
difficult to learn because they need to produce language accurately unlike speech. Finally, learners must
learn to write through a process of instruction which is a cognitive problem caused by writing. Writing
is never easy and always a challenge as they need to produce language.

1.6. Key Principles of writing

Firstly, teachers need to understand why students need to learn to write well in a foreign language. In a
learner-centred curriculum the learners and their needs occupy centre stage (Nunan, 2013). For
example, if there is a mismatch between learners’ goals and those of teacher, students will never be
satisfied with the course. Teachers’ awareness of how a writing course fits into the curriculum is a
fundamental issue. Do students practise writing to support oral skills or to master grammar? Secondly,
teachers need to provide lots of opportunities for students to write. Learners need to learn to write by
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doing. Students can both speak and write well by practising hard. It is best to improve productive skills
by having a lot of practice. Students also need to write a variety of genres. Sokolik agrees on the idea
“any type of writing you find useful in your class should be practiced in class” (2003: 93). Thirdly,
teachers can make feedback helpful and meaningful and encourage learners to self-check and peer
review. Finally, learners need to be aware of what assessment and evaluation involve. It is significant
that learners are aware of the criteria used for judging their written work. Learners should be involved
in self-assessment and self-evaluation.

1.7. Approaches to teaching writing

The role of writing in everyday life has changed quite dramatically as a result of a number of approaches
to the teaching of writing. There are both traditional and current approaches to student writing.

Traditional approaches to the teaching of writing mainly focus on writing-for-learning, which describes
activities where students write in order to learn language better e.g. in order to reinforce something they
have been studying (Harmer, 2014). Traditionally, the teaching of writing has been language-focused,
i.e. copying models and correctness.

Firstly, form-focused techniques still dominate language teaching to support teaching grammar
including drills and practice. Harmer (2014) says that teachers use writing as a practice tool to help
students to practise and work with the language they have been studying. A good example of this is
controlled writing and guided writing, both of which are teacher-centred, mechanical, form-focused and
accuracy based. Raimes (1983) points out that controlled writing takes place when teachers supply them
with a great deal of form. Guided writing is based on what the students have been learning about the
writing process. This type of writing is usually seen as a good way to practise the grammatical item at
the sentence level.

As a result of the emergence of paragraph-pattern approach to teaching writing, there is a shift from
sentence to paragraph. This approach focuses on functional and organizational patterns such as
narration, description and comparison / contrast (Richards, 2013). Instead of grammar or fluency of
content, paragraph-pattern approach emphasizes organization. The focus of this approach is the
organisation of paragraph including a topic sentence, supporting sentences and a concluding sentence.
Among the common classroom activities are copying, imitating, reordering and developing the
paragraph.

Thirdly, in a product-oriented classroom, learners spend much of their time studying, imitating and
copying model texts the course book provides. Product-based approach is model-based, mechanical and
harms the creativity of learners (Nunan, 2012).

In addition to some traditional approaches to the teaching of writing, there are also some current
approaches to student writing. As a reaction to product approach, process approach in which learners
spend a lot of time engaged in activities other than writing has been developed. In the process approach
teachers see writing as a complex and creative process. There is a comparison between process approach
and product approach as it is clearly seen in Table 1. In the teaching of writing, teachers can either focus
on the product of that writing or on the writing process itself (Harmer, 2013).
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Process writing Product writing

. imitate model text
text as a resource for comparison

. . . organisation of ideas more important than ideas
ideas as starting point

themselves
more than one draft
one draft
more global, focus on purpose, theme, text type, i.e., reader

is emphasised features highlighted including controlled practice off

those features
collaborative individual
emphasis on creative process emphasis on end product

Table 1: A Comparison between Process Writing and Product Writing (Nunan, 2015)

A recent approach to teaching skills is that writing should be integrated with other language skills. More
and more foreign language educators are emphasizing an integrated curriculum these days. In other
words, skills should be taught in tandem so that meaningful and real communication can take place. The
four language skills support each other and are found together in real-life language use. According to
genre approach, writing is a social activity or social language in use. Teachers teach English in a real
context. What to have students write will depend on which genres they need to write in or which genres
will be useful to them. Therefore, teachers should decide which genres are important or engaging for
students. Genre approach to writing has lots of benefits: explicitly links reading and writing, sees writing
as a process, provides a model for learners, scaffolds writing and makes invisible features explicit to
learners.

There are a lot of steps to take when using genre approach. The approach usually includes the following;:
familiarisation, controlled writing, guided writing and then free writing. Learners are given a text. They
read and analyse it with the teacher. Pattern and linguistic features are identified. Learners and the
teacher collaboratively construct the genre. Learners in groups use writing frames. Learners write
individual genres.

Creative writing is a further approach to student writing. Gaffield-Vile thinks of creative writing as "a
journey of self-discovery which can promote effective learning" (1998: 31). When teachers set up
imaginative writing tasks in order that their students can be completely engaged, those students strive
harder than usual to produce a greater variety of accurate and appropriate language. In language classes
teachers and students can benefit from studying in a pair or in a group to make writing a cooperative
activity.

Cooperative writing works well whether the focus is on the writing process. Writing in a group can be a
motivating activity which includes research, discussion, peer evaluation and group pride in a group
accomplishment (Harmer, 2010). While different cooperative learning models exist, the core element
held in common is a focus on cooperative incentives rather than competition to promote learning.
Although students work in a group and pursue common goals, they are usually assessed individually.
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1.8. Integrated approach to language learning

Nunan defines integrated skills as “an approach to teaching and learning in which two or more of the
four skills are integrated rather than taught separately in lessons or units of work” (2015, p.188).
Johnson regards the main skills (listening, reading, speaking and writing) and the sub-skills (syntax,
vocabulary and so on) as overlapping areas of competence. She says "The skill strand of the tapestry
leads to optimal ESL communication when the skills are interwoven with each other during instruction."
This is known as the integrated-skill approach. Skill integration can really work well as Hinkel (2006:
113) puts it "People use language skills not in isolation, but in tandem."

1.9. How to Integrate Four Skills.

As can be seen in Table 2, the first form of integration is within the same medium (either oral or written),
from receptive to productive skills. The second kind is complex integration. This involves constructing
a series of activities that use a variety of skills. However, it is important to make sure that one activity is
closely linked thematically to the next one.

Receptive Skill Productive Skill
Oral Medium listening speaking
Written Medium reading writing

Table 2: How to Integrate Language Skills ( Harmer, 2010)
1.10. Why Skill Integration?

There are some reasons for using an integrated-skills approach because in reality students rarely use
English skills in isolation. First of all, the use of language for meaningful purposes requires the use of
integrated language skills. Each skill can reinforce other skills. Learners learn to speak by what they
hear; they learn to write by what they read. Besides this, integrated approach helps to build new
knowledge and skills on to what students already know and can do. For example, if students can read a
short story, this skill will help them to write their story. Integrating skills will also give teachers a chance
to build in more variety into the lesson as the range of activities will be more broad. When teachers do a
listening activity, students will be exposed to speaking, reading and writing. This can raise their
motivation to learn English. Furthermore, the integration of language skills will enhance the students'
all-round development of communicative competence and help them to work at the level of effective
communication. It is also a good way for learners to be exposed to authentic language and involved in
activities that are interesting and meaningful. Moreover, this approach will help students to improve
their English more broadly for key exams which focus on students’ ability to draw on all their knowledge
of using English. Additionally, when planning or teaching a lesson, it is simple to provide opportunities
for use in a number of different skills in order to allow students to engage with the language they see in
a realistic way. Finally, teachers will be able to maximise opportunities for practice and personalisation
of the language and topics in the classroom and track students’ progress in multiple skills.

1.11. Two Forms of Integrated-Skill Instruction.

Oxford (2001) categorizes integrated-skill instruction into content-based instruction (CBI), content and
language integrated learning (CLIL) and task-based language instruction (TBLI). CLIL emphasizes
learning content through language while TBLI stresses doing tasks that require communicative language
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use. Both of these benefit from a diverse range of materials, textbooks and technologies in the ESL or
EFL classroom (Oxford, 2001). Content-based language instruction puts a great premium upon
mastering content through language; in other words, language is the medium to teach content, so
content is primary and language is secondary.

CBI considers skill integration to be very important as Richards puts it, "Language use draws on
integrated skills. CBI and CLIL view language use as involving several skills together. In a content-class,
students are involved in activities linking the four language skills because this is how the skills are
usually involved in the out-of-classroom world. Therefore, students may read and take notes, listen and
write a summary or respond orally to things they have read or written. Teachers see grammar as a
component of other skills rather than viewing grammar as a separate dimension of language (Richards,
2014: p.208). CBI integrates language teaching goals with subject matter instruction (See Figure 2).

INTEGRATED SKILLS

APPR D;S}J

Figure 2: Content-Based Instruction and Skill Integration (Richards, 2012)

Topic or theme based courses provide a good basis for an integrated-skills approach as the topics provide
coherence and continuity across skill areas and focus on the use of language in connected discourse
rather than in isolated fragments. They try to integrate knowledge, language and thinking skills.

The theme-based model integrates the language skills into the study of a theme (for example, urban
violence, cross-cultural differences in marriage practices, natural wonders of the world, or a broad topic
such as "change"). The theme must be very interesting to students and must allow a wide variety of
language skills to be practiced, always in the service of communicating about the theme (Richards,
2014).

Another mode of skill integration is task-based instruction (TBI) in which students participate in
communicative tasks in ESL or EFL. TBI makes the performance of meaningful tasks central to the
learning process. Tasks are defined as activities that can stand alone as fundamental units and that
require comprehending, producing, manipulating or interacting in authentic language while attention
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is principally paid to meaning rather than form (Nunan, 1989). Language skills are usually integrated
with one another.

Asitis shown in Figure 3, Willis suggests three basic stages: Pre-task, the Task cycle and Language focus.
In pre-task, students either read or listen to a text after warm-up or lead-in involving speaking. Before
they complete a task, they work in a pair. The task is to have students write about their profile. Finally,
students focus on grammar and the teacher gives feedback on learner errors.

Figure 3: Task-Based Language Teaching and Skill Integration (Willis, 1994)

1.12. Ways to integrate language skills

In order to integrate the language skills in ESL/ EFL instruction, teachers should consider taking these
steps:

1. learn more about the various ways to integrate language skills in the classroom (e.g., content-based,
task-based, or a combination)

2. reflect on their current approach and evaluate the extent to which the skills are integrated

3. choose instructional materials, textbooks and technologies that promote the integration of listening,
reading, speaking and writing as well as the associated skills of syntax, vocabulary and so on

4. even if a given course is labelled according to just one skill, remember that it is possible to integrate
the other language skills through appropriate tasks
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5.teach language learning strategies and emphasize that a given strategy can often enhance performance
in multiple skills (Oxford, 2001).

1.13. Implications of Integrating

Teachers are required to learn different ways to integrate language skills in the classroom and evaluate
the extent to which the skills are integrated. They are accountable to go for the instructional materials,
textbooks, and technologies that promote the integration of four language skills and the components of
language, namely syntax, vocabulary, and so on (Oxford, 2001).

2. Method
2.1. Research method

A questionnaire in which seventy-one EFL instructors teaching English at universities participated was
conducted to explore their preferences for approaches to the teaching of writing in EFL classrooms as it
is a commonly used method of collecting information about a population of interest. The questionnaire
included seven closed-ended questions about the approaches to the teaching of writing as can be seen
in Appendix 1. The respondents were expected to choose their preferences for one of the approaches
they used in the EFL classroom.

2.2, Sampling

The questionnaire was given to a random sample of instructors teaching writing in order to collect data.
Random sampling is a technique in which a subgroup of the population is selected to answer the survey
questions; the information can be generalized to the entire population of interest.

All of the participants were EFL instructors teaching English at various universities. The number of EFL
instructors who participated in this research were seventy-one: 38 (Sehir University), 23 (Fatih Sultan
Mehmet Vakif University) and 11 (Gelisim University). Nearly eighty-five percent of participants were
female and fifteen percent of respondents were male. The age group of participants ranged from 25 to
36.

2.3 Research Questions

1. Which traditional or current approaches to the teaching of writing do they prefer?
2. How do their preferences for teaching writing affect student achievement?

3. Findings

As can be seen in Table 3, over fifty percent of participants said they chose to use integrated approach
to the teaching of writing. This suggests that writing is rarely done in isolation and that language use
draws on integrated skills. Communication involves the integration of different language skills.
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Methods Frequency (f) Percent (%)
Integrated approach 39 54,9
Product writing 1 1,4

Process writing 8 11,3
Cooperative writing 5 7,0
Writing-for-learning 7 9,9
Creative writing 11 15,5

Total 71 100,0

Table 3: Percentage and Number of Preferences for the Teaching of Writing

Nine participants thought of writing as form- focused or language-focused or producing correct
language which is implied by the fact that some teachers still consider writing to be a good way to
practise the grammatical items they have learned (See Figure 4).
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Figure 4: Number of Participants Choosing an Approach to Writing

None of the respondents preferred to teach writing separately or in isolation. This shows that they want
students to develop their productive skills or communicative competence through four language skills.
Although eight EFL instructors were in favour of process approach to teaching writing, only one
participant chose product approach. This indicates that some teachers encourage creativity and
cooperation and see writing as a process other than writing and that nearly all colleagues are against
model-based instruction involving imitating or copying the model text and harming creativity. As it is
shown in Figure 5, writing is a creative process which is shown by the fact that nearly sixteen percent of
the respondents said they thought of writing as a creative process. Therefore, creativity should be
encouraged by teachers. On the whole, writing should be seen as a journey to self-discovery

methods

M Integrated approach
[ Product w riting
OProcess writing

B Cooperative w riting
[ Writing-for-learning
B Creative writing

Figure 5: Percentage of Preferences for the Teaching of Writing
4. Discussion

The kind of writing EFL instructors do in the class can directly influence what kind of teacher they are.
The number of teachers choosing to integrate writing with other skills is promising. Learners learn best
when teachers teach language skills in an integrated mode. However, many students are reluctant to
write or speak in class. This shows that learners are not actively involved in the learning process, do not
make decisions about learning and do not take responsibility for learning. They need to develop
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communication and interaction in the classroom as well as the use of language skills. Teachers need to
keep learners engaged in the learning process.

A number of teachers usually view writing as a creative and cooperative activity, so they are in favour of
writing for writing. Creativity will help learners to learn to develop their high-order thinking skills.
Writing as a cooperative activity can help them to interact with one another and minimise the affective
filter or anxiety in the class as it is a barrier to learning. The teacher should act as a group process
manager who manages the patterns of interaction especially working in a group.

Some teachers still view writing as a good way to practise the grammatical item at the sentence level,
e.g. writing 3 sentences by using "going to future". Being accuracy or form-focused, this activity makes
no sense for learners as it is mechanical but not meaningful. Teachers often expect students to imitate
or copy the text they have provided. This can cripple the creativity of learners and dictate them to use
the key words given to write a biography of a famous person.

5. Conclusion

There is no best way to teach writing. The respondents who participated in the questionnaire chose their
own way of teaching writing. Teachers' preferences usually depend on a number of factors: departmental
policy, learners' needs, teacher's philosophy and beliefs about teaching writing. Writing is a productive
and active skill, so they should allow learners to produce and use language. Teachers should help
students build good writing habits and foster learner autonomy. i.e. learning how to learn. Student-
centred instruction can promote active learner involvement and motivate them to learn well. To make
writing a productive and active skill, students need to interact with another like in task-based language
teaching. To complete a task, learners need to listen or read, work in a pair, talk about themselves and
finally a speaking or writing task should be the learning outcome.
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Appendix 1

Dear Colleague,

I am doing research into approaches to the teaching of writing, so I would like to determine EFL
instructors’ preferences and attitudes towards how to teach writing and what sort of writing teacher they
are. I would be grateful if you could complete the following questionnaire.

I would like to thank you in advance.
Asst. Prof. Dr. Osman Sabuncuoglu
Istanbul Aydin University
Education Faculty

English Language Teacher Education

Which of the following approaches to teaching writing do you prefer?
Please circle the best choice which matches your teaching philosophy.

e I prefer to integrate writing with other language skills. (Integrated approach)

o Ilike to teach writing separately or in isolation. (Segregated or discreet writing)

e Iwant my students to imitate or copy the model text the course book provides. (Product writing)
e Ilike to engage my students in activities other than writing. (Process writing)

e Iencourage my students to write cooperatively in a group. (Cooperative writing)

e I mainly teach writing for language practice (Writing-for-learning)

e Iam in favour of creative writing to promote effective learning. (Creative writing)

Adres | Adress
Kirklareli Universitesi, Fen Edebiyat Fakiiltesi, Tiirk Dili ve Edebiyati | Kirklareli University, Faculty of Arts and Sciences, Department of
Boliimii, Kayal Kampiisii-Kirklareli/TURKIYE | Turkish Language and Literature, Kayali Campus-Kirklareli/ TURKEY
e-posta: editor@rumelide.com | e-mail: editor@rumelide.com



RumeliDE Dil ve Edebiyat Arastirmalari Dergisi 2018.13 (Aralik)/ 137

Yazma becerisinin 6gretimi ile ilgili yaklasimlarin iiniversitelerdeki ingilizce 6gretmenlerinin tercihleri iizerindeki etkileri / O.
Sabuncuoglu (123-137. s.)

APPENDIX 2

Question Number of participants: 71

1 I prefer to integrate writing with other language skills. (Integrated | 39
approach)

2 I like to teach writing separately or in isolation. (Segregated or | 0
discreet writing)

3 I want my students to imitate or copy the model text the course | 1
book provides. (Product writing)

4 I like to engage my students in activities other than writing. | 8
(Process writing)

5 I encourage my students to write cooperatively in a group. | 5
(Cooperative writing)

6 I mainly teach writing for language practice (Writing-for- | 7
learning)

7 I am in favour of creative writing to promote effective learning. | 11
(Creative writing)
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Writing by putting on Edward De Bono’s Six Thinking Hats: Critical thinking in
writing*

Kiibra BODUR?

APA: Bodur, K. (2018). Writing by putting on Edward De Bono’s Six Thinking Hats: Critical thinking
in writing. RumeliDE Dil ve Edebiyat Arastirmalart Dergisi, (13), 138-149. DOL
10.29000/rumelide.504926

Abstract

Edward de Bono's six thinking hats is a standout amongst the most popular current ways to deal with
critical thinking. Utilized by everybody from directors of multi-national companies to Khmer villagers
hoping to modify, it's a method for separating issues into parallel thinking errands. What's more, it
can assist you with expositions as well. The six thinking hats approach includes breaking an errand
or issue into independent parts, benefitting as much as possible from various mindsets. The
individual or gathering thoroughly considering the issue at that point handles it independently under
each hat, uniting the outcomes toward the end. Put just, the six hats are: - white hat - posting the
statistical data points - red hat - feelings and sentiments regarding the matter - dark hat - being wary,
discovering reactions and issues - yellow hat - being idealistic, discovering expectation and positive
open doors - green hat - inventiveness and new thoughts - blue hat - logical considering, controlling
and sorting out the procedure While wearing each hat (you don't need to really wear a hat, however
in the event that puts it all on the line) endeavor to think just as far as that hat. So feedback and
pessimism are just permitted while doing dark hat considering, yet there is a chance to vent those
reactions. All in all, this paper focuses on the six thinking hats as the main critical thinking methods
regarding writing within the scope of critical thinking itself.

Key words: Six thinking hats, Edward de Bono, critical thinking, creative writing.
Edward De Bono’nun alt1 diisiinen sapkasi: Yazarken elestirel diisiinme
Ozet

Edward de Bono'nun “Alt1 Sapkali Diisiinme” teknigi, elestirel diistinme ile basa ¢ikmak icin en
popiiler mevcut yontemler arasinda one g¢ikmaktadir. Cok uluslu sirketlerin yoneticilerinden,
degistirmeyi iimit eden Khmer koyliilerine kadar herkes tarafindan kullanilan, sorunlar1 paralel
diislinme gorevlerine ayirmanin bir yontemidir. “Alt1 Sapkali Diistinme”yaklagimi, cesitli
zihniyetlerden olabildigince faydalanarak bir isi veya konuyu bagimsiz parcalara bolmeyi icerir. Bu
noktada konuyu iyice diisiinen birey veya bir araya getirme, sonuclari her bir baghk altinda bagimsiz
olarak ele alarak sonuclari sonuna kadar birlestirir. Kisacasi, alt1 sapka: - beyaz sapka - istatistiki veri
noktalarini yayinlamak - kirmizi sapka - konuyla ilgili hisler ve duygular — siyah sapka - dikkatli
olmak, tepkileri ve sorunlar1 kesfetmek - sar1 sapka - idealist olmak, beklenti ve olumlu agiklik kapilar
- yesil sapka - yaraticilik ve yeni diislinceler - mavi sapka - prosediirii goz 6niinde bulundurmak,
kontrol etmek ve tasnif etmek noktalan ile iligkilendirilmektedirler. Her bir sapkay1 takarken

1 Part of this paper was presented as an oral presentation at Diizce University International Conference on Language (DU-
ICOL / WRITING - 2018) held on 18-20 October, 2018. . .
2 Ogr. Gor., Istanbul Arel Universitesi, Meslek Yiiksekokulu, Uygulamal Ingilizce ve Cevirmenlik Programi, (Istanbul,

Tiirkiye), kubrabodur@arel.edu.tr, ORCID ID: 0000-0003-1017-0284 [Makale kayit tarihi: 14.11.2018-kabul tarihi:
22.12.2018; DOI: 10.29000/rumelide.504926]
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(gercekten bir sapka takmaniza gerek yoktur, ancak her seyi ¢izgiye koyarsaniz) o sapka kadar
diisiinmeye gayret gostermis olursunuz. Bu nedenle, geri bildirim ve karamsarhiga sadece siyah sapka
diisiiniiliirken izin verilir, ancak bu reaksiyonlar1 atma sans1 daima mevcuttur. Sonug olarak, bu
makale, elestirel diisiinme kapsaminda bir yaziyla ilgili temel elestirel diistinme yontemleri olarak
alt1 diisiinme sapkasina, her birini bizzat giyerek,odaklanmaktadir.

Anahtar kelimeler: Alti sapkal diisiinme teknigi, Edward de Bono, elestirel diisiinme, yaratict
yazarlik.

Who is Edward de Bono?

Edward de Bono is a Maltese psychologist and physiologist who was born in Malta on May 19 in 1933 as
Edward Charles Francis Publius de Bono.

He was also one of the 27 ambassadors for the European Year of Creativity and Innovation in 2009.
Additionally, still holds the Da Vinci Professor of Thinking Chair at University of Advancing Technology
in Tempe, Arizona in the United States of America.

He taught his thinking methods to government agencies, corporate clients, organizations and
individuals privately or publicly in group sessions.

He also started to set up the World Centre for New Thinking and Peace Studies which he describes as a
“kind of intellectual Red Cross”. Following that he made a futuristic documentary film “2040:
Possibilities” written, produced and directed by himself in 1995.

An American novelist and short story writer Scott Hutchins states about the movie “Edward De Bono's
hand sketches out words and simple pictures on a scrolling sheet of white paper. It seems we have been
put in a cryogenic freeze in 1988, and have been brought out after discovering a cure for whatever
terminal disease each of us might have had. This creates problems with those of us who have children,
because they will be older than us. Television, government, the workplace, marriages and relationships,
and punishments are all detailed in an attempt to inculcate the audience into the society we have been
resurrected into. The video was shot in one morning before noon and transferred to film, where it
received theatrical showing, highly touting its mickeymousing score by a _Star Trek: The Next
Generation (1987)_ composer” in 1996.

“Six Thinking hats” theory

Bono introduced his system design first in 1988. He described this theory as a tool for group discussion
and individual thinking involving six coloured hats namely white, yellow, green, red, blue and black.

The associated idea parallel thinking provides a means for groups to plan thinking processes in a detailed
and cohesive way. Also, in doing so, the thinking together goes and grows more effectively and
significantly.

Since the hats do not represent the natural models of thinking, each hat must be used for a limited time
only. Otherwise, using the hats might be unnatural, uncomfortable or even counterproductive and
against their further and better judgement and questioning.
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It is also quite clear that the hats are used as basic metaphors for each direction. Switching to a direction
is symbolized by the act of putting on a coloured hat, either literally or metaphorically. These hats are
both the problems about and the solutions of an idea the thinker may come up with.

The four main intentions of putting on the hats are the collaboration, attention, convenience and variety,
according to Bono who indicates “Collaboration is the key word for Six Thinking Hats Method”, in 1988.

In order to support his own statement, he quotes “The hats allow us to think and to say things us that
otherwise neither we could think nor say without risking the ego” and he adds “We disguised of clowns
us it authorizes to act like such”, in 1989. In this regard, the hats make thinker to simplify the thought,
allow that the thinker treats a thing later of another one instead of being at the same time made position
of the emotions. Therefore, all six hats can face each other separately and individually.

Thinking hats #1, “White”

It is basically known as the objective one and the symbol of a white paper. The white hat is about data
and information. It is used to record information that is currently available and to identify the further
information that might be needed. It questions the information and even the question “What
information is available?” It includes the formulas, numerical facts, role learns and proofs. It is
completely neutral and objective by being the absent of a colour.

The white hat is also a “selector” which says: “Only the facts, please, without the arguments”. It is an
advisable way to request that numbers and the facts are exposed objectively and neutrally.

It usually asks the questions “Is it a fact or a probability?”, “A fact or a belief?”, “How true is it a fact?”,
“Is there a truth absolute or a procedural and knowledge based fact?” and etc. Mainly, for the white hat,
there are no interpretations and opinions. It is basically like an imitation of a computer. It must frame
and need the questions in order to obtain and save the information or to complete emptiness of the
existing information. In that way, it exists in a double system of information first of which has the
verified and proven facts and the second draws that one thinks that they are true but not verified yet. All
in all, it belongs to discipline and direction.

Thinking hats #2, “Red”

The red hat is all about the emotions, feelings, impressions, presentimientos, instinctive gut reactions
and statements of sensual feelings. It is an opposed thing to objective neutral information. Thus, there
is no need for justification and giving reasons or foundations.

The initial symbols of red hat are fire and warmth as it can be deducted from the common sense of colour
red. It also allows people to put forward feelings without justification or prejudice. It simply states the
sensual feelings and instinctive gut reactions the reason why it is the place of the emotions in a thought.

The red hat asks the questions of:
“Do the emotions confuse the thoughts or are they the parts of this one?”

“At what moment do the emotions take part?”
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“Can emotional people be good thinkers? If yes, how valuable can they be?”

Then, it reacts and alters itself from moment to moment since emotions are like the positions to
negotiate. They resist the temptation to justify the emotions which can be harmonized with the language
called the language of the emotions. They can also be defines as the effects of past experiences on self-
perception and future success which might choose the right attitude to the context and the topic.

In sum, the red hat legitimizes the emotions and the feelings like one leaves important from thought.
Therefore, it makes the feelings visible so that they can become partly of map and also of the system of
values that chooses the route in the map. In that way, it allows the thinker to explore the feelings of
others and to gain different points of views and perspectives.

Thinking hats #3, “Black”

The black hat is the symbol of a stern judge and relates to caution. It is mainly used for critical
judgement. Yet, it is sometimes easy to overuse the black hat in various cases. In this regard, it is
accepted as the devil’s advocate for holding the negative judgement.

It can also consider the weakness, difficulties and managing since it asks the questions of:
“How about use a calculator all the time?”

“What problems are there used in written algorithms mentally?”

“What is the subject?”

“What are we really thinking about?”

“What is the goal?”

THe black hat can actually look at pictures both logically and negatively. It does not fit in our knowledge
and experience from time to time due its analysis, substance, method, errors of thought, guidelines for
tests and possible conclusions.

Additionally, because of its focus on curiosity and explanation it also puts the emphasis on the questions
below:

“What are the risks?”
“How does this fit with the guidelines of my last experience?”

“Is it much easier to be negative? If not, which one comes first, positive or negative? As security or
fear?”

All in all, the black hat can be born in negative questions and project an idea in the future verifying what
if it could fail or go badly. It also confronts an idea with the past stops to verify if it fits with already
known and indicates the errors in the process of thought and in the same method. Besides, it is an
objective attempt to put in the map with the negative elements.

Adres | Adress1
Kirklareli Universitesi, Fen Edebiyat Fakiiltesi, Tiirk Dili ve Edebiyati | Kirklareli University, Faculty of Arts and Sciences, Department of
Boliimii, Kayal Kampiisii-Kirklareli/TURKIYE | Turkish Language and Literature, Kayali Campus-Kirklareli/ TURKEY
e-posta: editor@rumelide.com | e-mail: editor@rumelide.com



142 / RumeliDE Journal of Language and Literature Studies 2018.13 (December)

Writing by putting on Edward De Bono’s Six Thinking Hats: Critical thinking in writing / K. Bodur (p. 138-149)

Thinking hats #4, “Green”

The green hat is the basic representative of vegetation and rich growth. It is the hat for creative thinking
and generating new ideas. Thus, it is the thinking hat of thinker’s.

It includes creativity, statements of provocation & investigation, seeing where a thought goes, thinking
out of the box, fertility, plants appearing of the seeds, movement, flexibility, brainstorming and options.

The green hat asks such open questions as:

“How many ways or new possibilities are there?”

“If the calculator’s + button did not work, what else could we use?”
“If X is the answer, what might the question be?”

“What happens to the ideas?”

“What happens soon?”

“What are the ideas of the conformation and the adaptation?”
“What does define the manager of concepts?”

In this regard, the green hat summarizes the thought lateral and its relation with the creativity, humour
and lateral thought and the change of guidelines in an information system that is organized to itself. It
is mainly the movement instead of judgement the one uses an idea like a crossing site asks “Where does
this idea take me?” to put the effect of perspective of one. Due above, its key words are defined as
necessity to cause, the logic of absurd, provocation to change and alternatives. It concerns to be satisfied
with too much facility for instance routes, options and elections of personality & ability.

In a brief, the green hat is all about the new ideas, new concepts and new perceptions. It is the creation
and deliberation of new ideas and more and more alternatives. By being the symbol of the fertility, the
growth and the value of seeds, it also reflects the language of the movements replaces to the one of
judgements. Therefore, the thinker of the green hat tries to advance from an idea to reach another new
one.

Thinking Hats #5, “Blue”

The blue hat is the symbol of the sky and an overview. It is all about process and control. It is used for
thinking about thinking. In this way, the blue hat asks for summaries, conclusions and decisions.

It basically represent meta-cognitive and understanding. As the reflection of a reflective journal, the blue
hat asks the questions of:

What did you learn?

“How can we check if 6 x7 equals to 42?”
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“How can we measure?”

“Does the answer make sense?”

Furthermore, it does concern moderation & control and managing by asking the questions of:
“What is the subject?”

“What are we thinking about?”

“What is the goal?”

By all means, the blue hat aims to define problem and centre the problem. It determines tasks of the
thought, formulates the suitable questions and designs of programmes step by step in certain
choreography. It is sort of the software of thought.

It combines the elements called synthesis & conclusions, observation & global Vision and harvest &
information in one common ground in the process of thinking. It is the control and pursuit, in a way.

“It is the choreography which designs the steps but also the critic whom it observes what it occurs. The
thinker of blue hat does not drive a vehicle in the way, but he observes the conductor- also it pays
attention to the route that is following.The thinker of blue hat is like the conductor. It is the one who
proposes or calls to use of the other hats” quotes Bono about the features of the blue hat.

All in all, the thinker of blue hat defines the subject toward which the thought must go, in that way it
established the centre and it defines the problems and elaborates the questions. The thought of blue hat
determines the thought tasks that they are going away to develop. Therefore, it gives instructions in
order to think since it is the organization of the thought and control on the other hats.

Thinking hats #6, “Yellow”

The yellow hat is the symbol of sunshine and energy. It is for positive things and looks for benefits in a
solution. This hat encourages a positive view even in people who are always satirical and critical. In
terms of positive aspects and good points for using the computation method, it gets benefits of using
this strategy as it illustrates the light of the sun, brightness, optimism and luminosity.

Moreover, it contains the logic applied to identifying benefits, seeks the harmony and sees the brighter
and sunny side of situations. In its positive point of view, it is the reasonable endorsement and the
concentration in the benefit- just like the colours of the rays of the sun.

“Being positive is an option. We can choose to watch the things of positive way. We can choose to
concentrate to us in the positive aspects of a situation. We can look for the benefits.” quotes Bono about
the positivism of the yellow hat.

It does draw the difference between:
Constructive & creative

New ideas & old ideas
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Effectiveness & change
Proposals & suggestions

“Imagine that 8 critical thinking brilliants feel around a table stops to think means to improve the
water provision of the city. None of these shining minds can begin to work until somebody present a
proposal. Then all the brightness of that can only be triggered critical thought. But from where it leaves
the proposal? Who has trained in order to present or display proposals?” asks Bono in order to put an
emphasis on the functionality of the yellow hat.

In conclusion, the thinker of a yellow hat becomes constructive and generative. It also can be speculative
and seeking of opportunities which allow the visions and dreams. It does not take care of the mere
positive euphoria unlike the thinker of a red hat. Thus, it does take care of the positive evaluation of the
same one way that the thought of black hat takes care of the negative evaluation. It investigates and
explores in search of value and benefit and includes a positive phantom that goes from logical aspects
until the dreams, visions and hopes.

How to determine the colour in which you think?

With the five basic questions about the thinker’s attitude and approach to thinking and its hatability,
presents thinker the answer of which colour of hat has s/he been wearing without even noticing for the
lifetime. The questions are given below:

1. When you have a group project to tackle, you:

a. Start brainstorming, and come up with all of these awesome ideas.

b. Look more towards all of the good things that could happen in the end.

c. Look more towards all of the bad things that could happen in the end.

d. Immediately take charge and become the "boss".

e. Make sure that everyone in the group is ok with the decisions being made.
2. What do you feel like doing first when there is a problem to solve?

a. Writing down all of the obvious information on a piece of paper.

b. Ask negative questions like "What if we lose all of the money in the process?"
c. Start coming up with solutions right away.

d. Look more at the benefits you'll get.

e. Get organized, and write out a plan on how to fix this.

3. Which best describes you?
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a. The one who get easily frustrated when things are out of place.

b. The one who enjoys being innovative and creative.

c. The one who gets attached to others easily.

d. The one who is really a simple, easy to understand individual.

e. The one who is always in a good mood, and likes to motivate others.

4. Are you a:

a. Optimistic thinker.

b. Critical thinker.

5. When you get stressed out, you:
a. I never get stressed out.
b. I tend to over-react.

c. Ilook on the bright side.

d. I think negative thoughts.

e. I cry in my bedroom.

Additionally, as a real life reference, the Education Coordinator of British Culture Exclusive, Emir Aydin
who has solved the test and resulted as the green hat, the main representative of creativity. Thereupon,
he states that he agrees with his result and uses Bono’s theory intensively in his teaching method. As one
of the strongest supporters of the TBL, Task Based Learning, in English Language Teaching, he indicates
that putting on the green hat gives the opportunity and freedom to be a complete architect of the
language. “By being the originator and inventor, the green hat reminds the thinker that sky is the limit”,
he adds. In this regard, he is determined as the proven definition of the green hat named “the manager
of concepts” in terms of creativity.

“Six thinking hats” Theory in practice of writing

In case the six thinking hats are used in real life as in practice, they are the deliberate focuses of a
discussion on something particular approach as needed during the meeting or a collaboration session.

They might be used in a sequence to first explore the problem, then develop a set of solutions and finally
choose a solution through a critical examination of the solutions set.

For instance, a meeting starting with everyone assuming the blue hat to discuss how the meeting will be
conducted and to develop the goals and the objectives, could be a milestone, then moving to the red hat
thinking to collect opinions and reactions to the problem, after moving to the green hat to generate ideas
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and possible solutions. It is followed by the white hat as the part of the developing information. As the
final step, the black hat comes into the meeting to develop a criticism of the solutions set.

As the consequence of a six thinking hats method used meeting like this, thinkers can avoid the
“spaghetti thinking” where one person is thinking about the benefits while another considers the facts
and so on. It all becomes as a natural tendency and thinkers can consider and all look at the same
direction together. At first, there can be various problems, benefits or the facts reducing distractions and
supporting across pollination of a thought. Yet, this is likely to be achieved because of the fact that
everyone puts on one hat together.

For being a real life reference, the researchers of Speedo, an Australian manufacturer and distributor of
swimwear and swim-related accessories based in Nottingham in the United Kingdom, are said to have
tried the method in the creation of swimsuits. Particularly through the brainstorming they had, they
eventually wore the green hat for creative ways to attack a problem and the black hat to look the
feasibility of those ideas one by one.

In the light of above, lastly, Michael Pohl, the author of Teaching Thinking Skills in the Primary Years:
A Whole School Approach, says “A sequence for making choices ought to be with the yellow, black and
red hat. Yet, a design sequence of the blue, green and red hat for children exploring and inventing” about
the function and efficiency of the six thinking hats might be a remarkable practice. And additionally
“Edward de Bono’s ‘Six Thinking Hats’ are simply as graphic organisers” states Anne Paterson who is
the writer of the renowned article titled “Edward de Bono’s Six Thinking Hats and Numeracy to put an
emphasis on the practicability of the method.

Centre — Adhere to your fundamental subject, or proposal. Ensure your point is bolstered by all parts of
the paper. Your proposition ought to be sufficiently expansive to clarify in detail, yet sufficiently
restricted to truly focus on your primary core interest.

Improvement — Bolster each claim you make with prove. Utilize cases from individual experience, subtle
elements, certainties, insights, reasons, and different contentions further bolstering your good fortune.
Don't simply say something is valid, indicate why or how it is valid.

Association — Compose your thoughts into passages. Utilize advances and watchwords deliberately.
Focus on the request the passages are in, they ought to be consistent and bolster the primary subject.

Accuracy — As a syntax police, this is clearly my most loved part! Show redress sentence language
structure, accentuation, sentence solidarity, assention, punctuation, and spelling. Take control over
sentence structure and sentence shape. I adore perusing and re-perusing my work (and other
individuals' work) to ensure it's all perfectly.

Research and References — Know how to discover outside data to help your contentions. Google, books,
magazines, accounts, and so on are for the most part great assets, yet additionally make a point to
discover solid sources that you can trust. Refer to outside research accurately, and give credit where
another author's words or thoughts are utilized.

By outlining the framework, Edward de Bono depicts these hats as apparatuses for aggregate dialog,
singular reasoning, and critical thinking, yet I think these tips are particularly useful in composing.
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Here they are:
The white hat: Data, insights and actualities
Is your exposition going to convey an incentive to the peruse?

The White Hat can be separated into 5 segments, data we have, data we'd jump at the chance to have,
data we require, data that is missing, and hotspots for getting missing data.

Data We Have — We can discover data by investigating what we definitely known. Every reality can be inspected
for its importance.

Data We'd Get a kick out of the chance to Have — Incorporate everything that rings a bell. Choosing whether
there is an approach to get data or how earnestly it is required later. Now and then there are methods for getting
data that at first appear to be unthinkable.

Data We Need — Organize what you require over what you might want to have. What's the base data you need
before we can push ahead

Data That is Missing — Pinpointing precisely what data is absent.

Hotspots for Getting Missing Data — Rundown wellsprings of data and plan how to get data. Never gripe that the
data is absent. Go out and get it.

The yellow hat: Shine, good faith and esteem
What stories is your paper going to have?

See the incentive in different thoughts, at that point glance around to perceive how the esteem can be
delighted in. Who will receive the rewards? How are the advantages going to be delighted in? Bolster the
advantages that are guaranteed. Have reasons why something has esteem or may work.

Any thought is just a single method for completing an idea. Remember there might be better ways. Keep
the idea alive for later correction.

The Black hat: Judgment... (consider why something may not work)

Recognize the challenges and risks; where things may turn out badly. This is a standout amongst the
most ground-breaking and valuable of the Hats, yet make a point not to abuse it.

What thoughts may not work?

At whatever point you get a thought, ensure the thought fits the conditions. Call attention to things that
don't fit the certainties, controls, technique, your experience, or your qualities. Likewise attract
consideration regarding any deficiencies in your thoughts. When you see them, you can consider
approaches to beat them. At that point, we can either plan approaches to maintain a strategic distance
from the issues or be set up to address the issues on the off chance that they do come up.

The red hat: Emotions and instincts

Is it expressive/genuine?
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The Red Hat means sentiments, hunches and instinct. When utilizing this hat you can express feelings
and sentiments and offer apprehensions, likes, aversions, adores, and loathes.

Red Hat Believing is exceptionally profitable in light of the fact that it clarifies that instinct, sentiments,
and feelings will be communicated thusly. On the off chance that sentiments are available, it is useful to
recognize what these emotions are.

Emotions and instinct can't be looked at, so it is imprudent to use without anyone else for basic
leadership. In any case, instinct, hunches, sentiments, and feelings have a high incentive as "fixings" in
the reasoning that paves the way to a choice.

Red Hat Thinking incorporates a wide assortment of conceivable sentiments. On the
constructive/adverse scale, individuals may report everything from despising a plan to being fiercely
energetic. More unobtrusive emotions are additionally included: feeling inquisitive or somewhat
intrigued, being questionable, discovering something exhausting, and so on.

The green hat: Innovativeness
What would you be able to include that will intrigue the peruse?

Innovativeness involves putting time in producing thoughts. You won't get a superb thought each time
you utilize Green Hat Considering, yet in the event that you don't advance any exertion, you may not get
any new thoughts whatsoever.

The least complex type of imaginative exertion is to search for options. Regardless of whether these are
outstanding, it's an innovative push to review and show them. The base inventive exertion amid Green
Hat Believing is to consider options.

Spotlights on innovativeness; the potential outcomes, options, and new thoughts. It's a chance to express
new ideas and new observations.

The blue hat: Apprehension
What is the subject and objective? What stays and goes?

Here we're alluding to making an arrangement for utilizing the hats and additionally for how and when
we will deal with some other action amid the gathering.

It is a piece of Blue Hat Thinking to state conclusions and achieve concurrence on your update of the
expressed conclusions. Note new thoughts and methodologies that have been considered, and survey
the rundown.

These "hats" are exceptionally useful with regards to composing, since you can see all parts of your bit
of work. I am certain that it will help you whenever you have to compose an enticing paper. These tips
have helped me in composing, and I find that as you make inquiries, you can discover the appropriate
responses inside yourself. Composing, for me, is a mode to convey what needs be, and I empty my spirit
into my work. Ideally, you can figure out how to be energetic about it, too.
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OGyuenue nmucbmy Ha UepkecckomM (aapireiickom) sizbike B Typenkoit
ayauropuu!

Susana SHKHALAKHOVA:

APA: Shkhalakhova, S . (2018). O6yueHnue nmucbMy Ha YepkecckoM (apireiickom) si3bike B Typenkoit
ayautopuu. RumeliDE Dil ve Edebiyat Arastirmalart Dergisi, (13), 150-160. DOL:
10.29000/rumelide.504927

AHHOTaIUA

Ienpio HamucaHUA AAaHHON PAaOOTHI sSIBJIsAETCS BBIABIEHHE (POHETHYECKUX TPYAHOCTEH U ONINOOK,
JIONyCKaeMbIX Ha IHChbME TYyPEeUKHMH CTYAeHTaMH B Iporecce OOyYeHUs YepKeCCKOMY
(ampIreiickoMy) s3bIKy, OOJIbIIAs YacTh KOTOPBIX BO3HHUKAET B DE3YJbTaTe MEXbA3BIKOBOU
oneTnueckoil uHTepdepeHINH, — CJI0XKHOIO MeXaHM3Ma B3aHMOJEHCTBUS 3BYKOBBIX HOPM
Pa3HOCHUCTEMHBIX A3BIKOB. He TUITHUM OyzeT 3aMeTHTbh, UTO UHTep(EPEHIINS MOXKET IIPOUCXOAUTD
He TOJBKO TIOf BJIHAHMEM pOJHOTO, HO M paHee U3YYEHHBIX WHOCTPAHHBIX A3BIKOB.
PaccmarprBaeMble OmMOKM B CTaThe BBIABJIEHBI U3 IIMCbMEHHBIX M YCTHBIX PabOT CTYAEHTOB.
3BYKOBOH COCTaB a/IBITEHCKOr0 A3bIKA XapaKTEPHU3YeTCs CJIOKHOM CHCTeMOM COTJIaCHBIX 3ByKOB U
6os1ee TIPOCTOM cHCTEMOU TIJIACHBIX 3BYKOB. CJIO)KHAsA CHCTeMa COIJIACHBIX 3BYKOB aJbIreiCKOro
A3BIKA CO3/Ia€T OIIpe/ieIeHHYI0 TPY/IHOCTh B YCBOEHUH HX IIPOU3HOIIEHU: U Hanuca"ud. IlosTomy
Ba)KHBIM 3TAIlOM B Ipolecce 0O0yUeHUs afbIreHiCKOMY SI3BIKY fABJISETCA U3ydeHUe 3ByKOB-OYKB U
oToOpa’keHMe UX Ha TUcbMe. B yCBOeHHU HallMCaHUsA COTJIACHBIX 3ByKOB 0OJIbIIIOE 3HAUEHNE HMeeT
IIPaBUJIBHO OPTaHHW30BaHHAsA I10CJIEI0BATEIBHOCTD UX U3YUEHH C YIeTOM TPYAHOCTH U CJIO?KHOCTH

APTUKYJIAIIUU U IIPOU3HOILICHUA.

KiaroueBsbie ciioBa: Uepkecckuil (aIBITEHCKUMI) A3BIK, aJBITEHCKUN A3BIK KAK MHOCTPAHHBIH,
rpaduka, TEXHUKA TUChMA, TUCHbMEHHAS PEYb.

Tiirk ogrencilere Cerkezce yazma ogretimi

Oz

Bu calismanin amaci, Tiirk 6grencilerin Cerkes (Adige) dilini 6grenme siirecinde karsilastiklari, cogu
kez diller arasi fonetik farkliliklardan kaynaklanan ve farkli yazim karakterlerine sahip dillerin
karmagik etkilesimi sonucu ortaya ¢ikan zorluklar tespit etmek ve bu zorluklarin 6gretimde nasil
agilabilecegi ile ilgili 6nerilerde bulunmaktir. Cerkesce 6grenmeye ¢alisan 6grencilerde diller arasi
etkilesimin sadece Ogrencilerin ana dilleri ile hedef dil arasinda degil, 6grencilerin daha 6nce
ogrenmeye calistiklar1 yabanci dillerin etkisinden de kaynaklanabilecegi diistiniilmelidir. Calismanin
dayandig veriler farkli seviyede Cerkes dili ¢calisan 6grencilerin Cerkes dilinde iirettikleri yazih ve
sozlii ifadeler biitiincesidir. Cerkes dili oldukca karmagik bir {insiiz ses sistemi ve ses sayisina
sahipken, Tiirkge ile karsilastirildiginda daha az sayida iinlii sese sahiptir. Cerkes dilinin karmagik
iinsiiz sistemi 6grencilerin Cerkesce sesleri algilamasinda ve bunun dogal bir sonucu olarak ta telaffuz
ve yazma slirecinde zorluklar yasamalarina neden olmaktadir. Bu zorluklarin biiyiik Olciide

1 Part of this paper was presented as an oral presentation at Diizce University International Conference on Language (DU-
ICOL / WRITING - 2018) held on 18-20 October, 2018.
2 Do¢. Dr., Diizce Universitesi, Fen Edebiyat Fakiiltesi, Cerkez Dili ve Edebiyati Boliimii, (Diizce, Tiirkiye),

susanay5@mail.ru, ORCID ID: 0000-0001-6353-6564 [Makale kayit tarihi: 7.11.2018-kabul tarihi: 22.12.2018; DOI:
10.29000/rumelide.504927]
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ogrencilerin ana dilleri ve daha once caligtiklar1 diller ile hedef dil Cerkesge arasindaki olumsuz
aktarimdan kaynaklandig1 soylenebilir. Bu nedenle, Cerkes dilini 6grenme siirecinde 6nemli bir
adim, Cerkescedeki ses-harf ve harf-ses iligkisinin 6grenilmesini hedefleyen yogun bir pratik
calismasimin programin pargasi olmasidir. Bu calismalarda, Cerkes dilinin baz seslerinin zorluk
dereceleri ve yaygin olarak kullanilan bagka dillerde bulunmadig: diisiiniildiigiinde, 6grencilerin
ozellikle {insiiz seslerin aligilanmasinda, yazili ifadesinde ve telaffuzunda gelisme gostermesi i¢in iyi
diisliniilmiis ve planlanmig bir sira takip edilmesini 6nemli kilmaktadir.

Anahtar kelimeler: Cerkesce (Adige) dili, yabanc1 dil olarak Cerkesce, yaz1 bilgisi, seslerin
algilanmasi, Cerkesce cevriyazi.

Teaching the Circassian writing to Turkish students
Abstract

The purpose of this study is to identify the phonetic difficulties encountered and mistakes made by
Turkish students in the process of learning the Circassian (Adyghe) language, most of which arise as
a result of cross-language phonetic interference - a complex mechanism of interaction between the
sound systems in languages with different orthographies. It would not be wrong to note that
interference can occur not only under the influence of the native, but also of previously studied
foreign languages. The data for the study come from learners’ written and spoken products. The
sound system of the Adyghe language is characterized by a complex system of consonant sounds and
a simpler system of vowel sounds in contrast to Turkish. Learner errors concerning sound perception
show that the complex system of consonants of the Adyghe language creates a certain difficulty in
mastering their pronunciation and writing most possibly due to interference from leaners’ prior
languages. Therefore, an important step in the process of learning the Adyghe language is the study
of the sounds of the letters and their display on the letter. In mastering the pronunciation of
consonant sounds, a well-organized sequence of their study is of great importance given the difficulty
and complexity of articulation and pronunciation.

Key words: Circassian (Adyghe) language, Adyghe as a foreign language, graphics, sound
perception, written speech.

Hocutenamu afpireicKoro f3bIKa SBJIAIOTCA afbIld. B OCHOBHOM a/ibIry IPOXKUBAIOT B Pecmybinke
Anpires, Kabapauno-bankapuu, KapauaeBo-Uepkeccnn. AfpIrckue I3bIKU (IbITEHCKUN 1 KabaparmHO-
YepKeCCKUil) Tak:Ke PacIpOCTpaHeHbl B psfie paiioHOB KpacHozapckoro u CTaBpoOIOIbCKOTO KPaes, a
takke 3a pybexxom — B Typruu, Mopnanuu, Cupun, 3pansie u B APYyrUx CTpaHax Mupa, — Ife
OKa3aJIMCh He TI0 CBOEH BoJIe, a B X0/ JIUTeIbHOM KaBkasckoil BoiiHbI XIX B.

Bce afpIru HE3aBUCHMO OT MECTa IIPOKUBAHUS COXPAHSIOT 001lee caMOHAa3BaHUeE adbled (UTO sBJIAETCS
OJTHUM U3 TJIABHEHMIIUX IPU3HAKOB HUCTOPUYECKU €JUHOTO 3THOCA II0 T€HETHYECKUM, SA3BIKOBBIM H
STHOKYJIbTYPHBIM IOKa3aTessiM). « HazBaHre Hapo/ia (9HI03THOHUM) — aJIbIT3 «a/IBITH», €r0 BHEIITHEE
HCTOpUYEecKoe UMsA (9K303THOHHM) — Yyepkechl» [KepamieBa 1995:375]. AIbIrelicKuil U KabapauHO-
yepkecCKU (kabapAWHCKUN) S3BIKH, COCTABJISAIONHE OJIM3KOPOJICTBEHHYIO IOATPYIILy, MHOTHE
CHEIUANCTHI (B OCHOBHOM, 3apy0eKHbIE) OTHOCAT K OHOM JIMHTBUCTUYECKOH eMHUIIE, HA3bIBAS €€
YEPKECCKUM S3BIKOM.
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B onHOU TOMBKO TypIyM YHCIEHHOCTH QJBITOB B HECKOJBKO pa3 IPEBBINIAET UYHCIO OCTAIHHBIX
COOTEYECTBEHHUKOB B JIPYTHUX CTPaHAaX, B TOM YHCJIe Ha UCTOpHUYecKou poawHe. B Typnuu aapiru
(uepkechl) Tpe/ICTABIEHBI B OCHOBHOM 7 CyGATHUYECKUMU TPYIIIaMU: IIATICyTaMH, TEMUPrOeBIIaMU,
kabapamHIIaMu, OecieHeeBIIaMu, abaaz3exaMu, OxkeyraMu U yobixamu (YOBIXHM COXpPaHUJIN STHOHUM,
HO yTPaTUJIN CBOU S3BIK U IEPEIUIN Ha IIAICYTCKUM, TEMUPIOEBCKUH Wi abaf3exCKUi AUaIeKThl).
Opnako, azpiru B TypIiuu IPUYUCIISIOTCA K TYPKaM, a UX A3BIK OCTAeTCsI 6€CIIMCbMEHHBIM, BBITIOTHAS
y3KHe, ObITOBbIE (DYHKIIMH, HE TOBOPA YK€ O TOM, YTO IPEJCTABUTEH MJIAJIIINX OKOJIEHUH yKe He
3HAIOT WU IIOUTH He 3HAIOT SI3bIK CBOUX MTPEIKOB.

AZIpITY TIOJIyYMJIM ITUCBbMEHHOCTh TOJIBKO Ha CBOel mcTopuueckol pojauHe. Hu B ofiHOM cTpaHe, rie
IpesicTaBjieHa OOMIMpHAas ajpIrckas (Uepkecckas) AMAcIopa, He co37laHa afbIrcKasl MUChbMEHHOCTD,
XOTS CpeJI! AUACTIOPHI ObLIN U ellle UMEIOTCA MOIBITKY CO37aHus andaBuTa, a TAKKe YIeOHUKOB U
yueOHbIX Tocobuii. OZHAKO BCE 3TO HE UMEJIO HU TOCY/IapCTBEHHOH IMO/IEPKKHU, HU IPOYHOM HAYJIHOH
OCHOBHI M3-32 OTCYTCTBUS CHEITHAJKUCTOB B 00JIACTH aJBITCKOTO S3BIKO3HAHUA. 371eCh XOTeJI0Ch ObI
OTMETHTD, UTO HA MCTOPUUECKON POJUHE aJIHITOB B COBETCKUU NEPUO/T C(POPMHUPOBAINCH U AEHUCTBYIOT
ZIBa JIUTEPATYPHBIX A3BbIKA — ajpirerickuil (Pecmybiinka Anpires) U KabapAWMHO-YePKEeCCKUH (B TaKuX
pecnybiukax, kak Kabapauno-bankapus n KapauaeBo-Uepkecust). Bee pecrybiviku  BXOJAT B COCTaB
P®. [eiictBytomue andaBUThI aIBITEHCKOTO U KAOapAMHO-UYEPKECCKOTO A3bIKOB COCTABJIEHBI HA OCHOBE
KUPUJUIULIBL.

3a mocsteaMe roabl TypIus mpeTeprieBaeT OrPOMHbBIe N3MEHEHU B cucTeMe obpa3oBanus. Kak craio
MU3BECTHO, C 2012 T. IPAaBUTEIbCTBOM TypIiuu mo BEIOOPY yUaIUXCS BBeIEHBI YPOKU POJHOTO A3BIKA
B TOCY/IApCTBEHHBIX IITKOJIAX, «IIPU 3TOM OCTAeTCs B CHJIE 3aIpeT Ha 00yueHne POTHOMY S3bIKY KpOMe
TYPEIKOT0, TO3TOMY B O(UITHATIBHBIX JOKYMEHTaX POJIHbIE SA3BIKA UMEHYIOTCS KaK «KUBBIE SI3BIKA U
quanexktel» [Tomuy (ITammry) M. 2017:151]. HecMoTpst Ha 3TO /IS aJIbITCKOH Auacnopbl Typruu 3T0O
OTPOMHOE COOBITHE, TaK KAK Yy Hee IOSBUJIACh BO3MOXKHOCTh U3YyUeHHUs POJHOTO sI3bIKa, UTO OyzeT
CIIOCOOCTBOBATh COXPAHEHMIO S3bIKA U KYJIBTYPhl U MPUOCTAHOBJIEHHUIO IIPOIlECCa aCCUMIIAIIAM.

B 2013 1. B yHuBepcurerte T. /[103/12Ke BIIEPBbIE OTKPBLIU OT/eJIeHNE KaBKA3CKUX SA3BIKOB U KYJIBTYP, T/IE
CTaJId U3y4aTh YEePKECCKUH (aapITeliCKU) sI3bIK. XOTeJIOCh ObI OTMETUTh, UTO paiioH  [[10371Ke B
OCHOBHOM HACeJISIIOT 3amlajHble duepkechl (Imamcyrd, abaj3exui — UCTOPUYECKH CaMble
MHOTOYHCJIEHHBIE aJbITCKUE CYOATHOCHI), TOATOMY O0Oy4eHUe BeJeTCSA Ha YEPKECCKOM (a/IbITeHCKOM)
sA3bIKe. B xo/1e paboThI MBI Oy/1EM MOJIB30BATHCSI TEPMUHOM «UYEPKECCKHUH A3BIK», TOCKOJIbKY UMEHHO
TaK OH BKJIIOUEH B YHUBEPCUTETCKYIO IPOrpaMMy. A Ha HICTOPUYECKOU POJIUHE POJTHOU A3BIK U3YUaETCs
KaK aZ[bITeHCKII, MO3TOMY B CKOOKax Oy/Z1eM YKa3bIBaTh U €r0 — YePKECCKUU (aAbITeHCKII) SA3BIK.

B HacTosi1iee BpeMs Ha OT/eJIEHUN YePKECCKOTO SI3bIKA U JINTEPATYPhI 0O0yuaeTcs 60yiee 130 CTy/IEHTOB.
BBINYCKHUKN YHUBEPCUTETA CTAHOBATCA CIEIHAMCTAMH YEPKECCKOTO (apIrefiCKoro) s3blKa U
JutepaTypbl. K TOMy ’Ke B YHHBEPCHUTETE CTajla Pa3BUBAThCS U aKaJleMHYecKas JesTeIbHOCTD,
OTKPBLJIUCh MAarHUCTEPCKasi U JIOKTOPCKAS MPOTPAMMBI IO MPODUII0 «UepPKECCKUM A3bIK». Ceromns
VHUBEPCUTET TOPAUTHCA CBOMMH  BBIIYCKHUKAMH, KOTOpDble HAyaJd IIPEIoJaBaTh YepPKECCKUil
(azpITeCKMIT) SI3BIK B IIIKOJIAX U HAa KypCax.

OTKpBITHE OTAEIEHUS YEPKECCKOTO (aABIreHCKOro) A3bIKa U JIUTEPATYPHI B YHUBEPCUTETE T. [[103Ke
IIOCTAaBUJIO BOIIPOC O IIPENO/IaBaHUU YepPKEeCCKOro (apIreicKoro) si3plka Ha HOBOM YDOBHE, T.€.
yepKecCKUil (aAbITeHCKUi) A3bIK HEOOXOJMMO M3y4YaTh [0 METOJAVKE NPEIOAABAHNSA HHOCTPAHHBIX
sA3bIKOB. OOy4yeHUEe TIOPKOA3BIUYHBIX UYEePKEeCCKOMY (afpIrelickoMy) SI3BIKY IIPEACTABJISAET COOOM
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CJIOKHYIO CHCTEMY, B KOTOPYIO BXOJAT: METO/BI U IIpUeMbl O0yUeHHsI, COBOKYITHOCTh YIIPAaXKHeHUH U
(popMBI IeATETPHOCTH IPETIOIABATEIIS CO CTYAEHTAMU KaK CPE/ICTBO pPeayIn3aIiy IPUEMOB U METOJIOB
ob0yuenns. Kak IOKa3pIBAIOT HEMHOTOUYNC/IEHHBIE HWCC/IEIOBAHUS, YHUBEPCAJIBHOH  METOAUKH
o0yueHNs yepKeccKOMy (afpIrefickoMy) A3BIKY B TIOPKOS3BIUHBIX IPYIIIax HET, IO3TOMY 5Ta TeMa
SIBJISIETCS aKTYaJIBHOMU. J[JIs1 yCIEITHOTO OCYIIECTBIIEHUs 00yUeHUs YePKECCKOMY (aIBITeHCKOMY) I3BIKY
HeOoOXOAMMO Ha TAHHOM 3Talle UCIIO0JIb30BaTh OT/AEJIbHBIE METO/IBI B COOTBETCTBUM C CYIIECTBYIOIIMU
MIO/IXOZIaMU K 00YUEHHUIO.

CoBpeMeHHas Ie/JaroTHKa IPU/EPKUBAETCA MHEHHUS, YTO HAWIYUIITUNA METO/I, 00eCIeurnBaIONIui Kak
KOJIMYECTBEHHBIN, TAK U KAYECTBEHHBIH PE3yJIbTATHI JIEATEILHOCTU MPENO/aBaTesisl, 3TO IOJHUMETO/I,
KOTODBII OCHOBAH Ha B3aUMOJIECTBUU PAa3JWUYHBIX II€JJalOTUYECKUX METOJ0B B CBf3H C
JIUJTAKTUYECKHMH BO3MOZKHOCTAMU 00yJaroIIuX 1 00ydaeMbIX. B KaKjoM MeTOo/ie eCTh HEUTO IIeHHOE,
YeM HaJI0 BOCIIOJIb30BAThCA, HO MPH 3TOM, HU OJUH METOJ He JaeT MPSIMOro y4eOHOro pesyJibTaTa.
ITosTOMy KOMILIEKCHOE HWCIIOJIb30BAHHUE PA3JIUUYHBIX METOJIOB JOJDKHO BXOJIUTH B JIIOOYIO CHCTEMY
oOyuyeHUs HEPOJHOMY  S3bIKYy, OyAb TO (OPMHUPOBAHKME OIpeEeIEHHBIX HABBIKOB ITHCHhMA,
MPOU3HOIIIEHUs, WCIOJb30BaHUE JIEKCHYECKOTO MaTephajia WA TPaMMaTHYeCKd IIPaBUJILHOE
odopMiieHHEe BbICKa3bIBaHUS.

AddexTuBHOE pazBuTHE 00yUEHHUs HAa YEPKECCKOM (bITEICKOM) A3BIKE CETOMHS HYKAAETCA B 0000
MIPOJIyMaHHOH METOAMKE, TAK KAK HET JIOCTATOYHOTO OIIBITA B STOM HAIPABJIEHUH, U HAM TPUXOIUTCS
OIMPATHCA Ha TPYZBL U UCCIIEOBAHUSA BEAYIIHNX CHEIUATUCTOB 110 U3YUYEHUI0 MHOCTPAHHBIX A3BIKOB.
OcHOBHas 33/1a4a, KOTOpAasl CTOUT CETOAHS Iepes HaMH, — 5TO pPa3paboTKa HOBBIX YIEOHUKOB U
y4eOHBIX MOCOOMU Pa3HBIX JTAIOB M YPOBHEH 00ydYeHUs YepKecCKOMY (afbpIreliCKOMy) S3BIKYy Kak
HMHOCTPaHHOMY.

esnpio HanmucaHus JAHHOU pabOThI sABJIAETCA BBIABJIEHUE (POHETUUECKHX TPYAHOCTEH U OIIHOOK,
ZIOIyCKAaeMBIX Ha MHIChMe TYPEIKUMU CTy/IEHTaMHU B IIpoIiecce 00yIeHUs YepKeccKoMy (apIreickoMy)
A3BIKY, OOJIBIIAs 4YacTh KOTOPBIX BO3HUKAaeT B pe3yJbTaTe MeXXbA3BIKOBOU (oHeTHuecKon
WHTep(EPEHIINN, — CJIOKHOTO MEXaHH3Ma B3aUMOJEHCTBHUSA 3BYKOBBIX HOPM Pa3HOCUCTEMHBIX
sA3bIKOB. CJieZlyeT 3aMeTUTh, UTO MHTepP(dEpEeHINs MOXKET IPOUCXOAUTH HE TOJBKO IIOJ BIHUSHUEM
POZIHOTO, HO U paHee U3yUYeHHBIX MHOCTPAHHBIX A3BIKOB. Takke B cTaThe PacCMaTpPUBAIOTCSH BOIIPOCHI,
CBA3aHHBIE C OpPraHU3alled MUChMa NPU OOYIEeHUN YepKeCCKOMY (abITeiCKOMY) SI3BIKY B TYPELKOH
ayauTOpU¥, BHIPAOOTKON HABBIKOB MHCHMEHHOH peuu.

«IIncpMO — HMPOAYKTUBHBIN BHJ PeueBON JeATeIbHOCTH, CBA3aHHBIN C MOPOXKeHUeM U ¢ukcaryei
MICbMEHHOTO TekcTa» [BanpixmHa 2007:145]. Kak HaM u3BeCTHO, B METOJUYECKOHN JIUTEpPAType
pasjnyalT IHUChMO, IO/, KOTOPBIM  IOHUMAaIOT TEeXHUKY  HCIOJIb30BaHUA TIpaduyeckod u
opdorpaduueckoil cucreM U3ydyaeMoro sI3bIKa, ¥ MUCHMEHHYI0 pedyb — YMeHHe BBIpa)kaTh MBICIB B
nucbMeHHOM ¢opMe. IIncbMO BO3HMKIIO HAa OCHOBe 3Byuaieil peuu. I[IuchbMo U nIHCbMEHHAsA pedb B
mporecce 00y4eHUsT YepKecCKOMY (apIrelickoMy) A3BIKY KaK HHOCTPAHHOMY BBICTYIAIOT KaK OCHOBA
Bcero o0yueHUs A3BIKY.

I'paduueckre 6a3bl ajmdaBUTOB YePKeCCKOTO (abITEHCKOT0) M TYPEIKOTO SI3BIKOB HE COBIIQJAIOT,
yepKeccKu# (aipIreickuii) aidaBUT OCHOBAH HAa KUPUJLIUIIE, a TYPEIKUI — Ha JIATUHUIE. B Typerkom
andasute 29 OyKB, B uepkecckoM (ajipireiickom) andasute 66 OykB. TpaguIIIOHHO CYUTAETCHA, UTO
yepkeccKuil (afpireiickuii) ajadaBUT, COCTaBJIEHHBIH Ha OCHOBE KUPWJUIHIIBI, COCTOHUT W3 33 OYKB
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pycckoro asihaBUTa ¥ OHOH TOMOJTHUTEIBHOM K HUM «I». [Ipu momotu 6YKB Y, b, b U JOIMOTHUTEIBHOMN
6ykBbI I 0603HaUAIOTCA crienuduueckre GYKBBI-3BYKU YePKECCKOTO (Q/IbITeCKOT0) A3bIKA.

B oByasieHnn 4epkeccKUM (QIBITEHCKHUM) SIBBIKOM BasKHOE MeECTO 3aHUMaeT (OHETHKA, KOTopas
SIBJISIETCSI OJTHUM M3 OCHOBHBIX M Haubojiee TPYAHBIX YPOBHEH sI3BIKOBOUW CHCTEMBI M C KOTOPOU
HaYMHAaeTCs U3yUYeHUe JII000T0 3bIKa. B OT/IHMYMe OT TYPeIKOoro A3bIKAa 3BYKOBOW COCTAB YEPKECCKOTO
(aZpITEICKOTO) SI3bIKA XapaKTepU3yeTCs CJIOKHOUW CHCTEMOM COTJIAaCHBIX 3BYKOB U 0oJiee IPOCTOH
CUCTEMOM TJIaCHBIX 3ByKOB. CJIOJKHAsA CHCTEMAa COIVIACHBIX 3BYKOB UePKEeCCKOTO (abITelCKOr0) SA3bIKa
CO3/IaeT OIpEJIEJIEHHYI0 TPYAHOCTh B YCBOEHWH WX IPOU3HOIIEHWsA W Hamucanusa. OBJajieHue
YyepKecCKUM (a/IpITeliCKUM) A3BIKOM HAUWHAETCSA C MPUOOpeTeHHs] HaBBIKOB IMpousHolneHus. Korma
CTY/IEHTHI TPUOOPETAIOT HABBIKA aJbIT€HCKOTO MPOU3HOIIIEH, OHU JIyUlile U ObICTpee 3alIOMUHAIOT
CJIOBA, TUIIOBBIE TIPE/JIOKEHNS. YMEHNE BHIPA3UTEILHO U OErJI0 YUTATh TOKE 3aBUCHUT OT TOTO, KaK y
CTYZIEHTOB Pa3BUTHI OPTaHbI peUM B IIPOU3HECEHUU 3BYKOB aJIbITEHCKOTO A3bIKA. [103TOMY € TEpBBIX
nMHel m3ydyeHUs (POHETUKM OUYEHb Ba’KHO BBIPAbOTATh IPaBUJIBHOE MPOU3HOIIEHHE 3BYKOB, CJIOB,
TUIIOBBIX TIPEIJIOKEHUH, obpaljas BHUMaHUe Ha apTUKYJISIHIO MPOU3HOIIEHUS TPYIHBIX 3BYKOB H
oTOOpajkeHue UX Ha MuchbMe. be3 MpaBUIbHOTO ITPOU3HOIIEHUST HEBO3MOKHO MTPAaBUJIBHO OTOOPa3UTh
OykBbl Ha mHcbMe. I[03TOMy Ha IEPBOM DJTale H3y4YeHUs UYepPKEeCCKOro (abITeiCKOro) sA3bIKa
rpaduyeckre HaBBIKK (HOPMHUPYIOTCS MapasiesibHO ¢ (OHETHUeCKUMU. IIpu 3TOM ciieAyeT UMeTh B
BUJIy, YTO BBOJIUMOMY 3BYKY OOBIYHO COOTBETCTBYIOT UeThIpe OYKBBI: /IBe IeuaTHbIe (MIPOIMHUCHAas U
CTPOYHAsI) U /IB€ PYKOMHICHBIE (IIPOIIKMCHAS U CTPOYHAS), IO3TOMY B CO3HAHUU CTYZIEHTOB JIOJI’KHA OBIThH
yCTaHOBJIEHA CBA3Db MEK/Y 3ByKOM M BCEMH BapHaHTaMH ero rpaduueckoro u300parkeHus.

Ecnu B TypenkoMm andaBute Bce GYKBBI COCTOAT U3 OAHUX 3HAKOB (d, j, T, 1), B uepkecckoM (aIbITe€HCKOM)
asaBuTe GYKBBI COCTOAT U3 OHOTO, IBYX U TPEX 3HAKOB (I, /K, 713y, T, TY, I'b I'bY). BYKBBI Y€pPKeCCKOTO
(agpIreiickoro) aysaBUTa OTIMYAIOTCA OT JIATUHCKUX IPEXKJE BCero HauepraHueM. MHorue GYKBbI
JIaTUHCKOTO asidaBuTa muirytcsa Beiie cTrpoku (k, t, h, 1), Torma xak BHEIIHUH BUJT YePKECCKOTO
(apITeCKOTO0) PYKOIIHMCHOTO CI0BA XapaKTEPU3YeTC A ONPE/IEIEHHBIM KOJTUYECTBOM OYKB, BBIXOZAIIAX
3a CTPOKY, MPUYEM CPelM HUX MpeobsafaioT OYKBBI, BBHIXOAAINME 3a CTPOKY BHU3. Iloj1 BIUAHUEM
rpaduuecKux HaBBIKOB POTHOTO SI3BIKA TIOPKOSA3BIUHBIE CTY/IEHTHI ITBITAIOTCS ITUCATh HEKOTOPBIE OYKBBI
(HampuMep «K» U «JI») TaK’Ke BBIIIE CTPOKH, HAOJIIO/IAI0TCA OTKJIOHEHHUS OT HOPM Kasuturpaduw, T.e.
MOsIBJIEHNE BHYTPU OYKB HOBBIX 3JIEMEHTOB. BOT moueMy Ha HaYabHBIX CTAAUAX OOYUEHUS VAEAIOT
BHUMAaHUE Kaiuzpaguu.

Vike Ha caMbIX HayaJbHBIX CTQ/IUAX OOY4YEeHUs MpeNoZiaBaTesb JOJDKEH BBOJUTh UYEPKECCKUH
(ampITelicKUil) 3BYK U Cpasy ke COOTBETCTBYIOIIyI0 OykBy. [Ipu HammcaHuu GYKBBI PEKOMEHAYETCS
MOKa3aTh Ha JIOCKE, KaK IHIIETCS OHA B I[€JIOM, KaK IUIIYTCS ee 3JeMEHThI, 0COOEHHO eCcjIh OHHU
OTJINYAIOTCA OT 3JIEMEHTOB TIpaduKH DPOJHOTO fA3bIKA CTy/leHTOB. KpoMe Toro, mpemnozaBaTesib
MTOKA3bIBAeT HAIIPABJIEHUE IBIKEHUS PYKH IIPU HANIMCAHUU U3y4aeMOH OYKBBI M KOHTPOJIMPYET, KaK
CTY/IEHTHI IOBTOPSIOT 32 HUM 3THU JABIIKEHUA, CHUCHIBasA OYKBY ¢ mocku. [Ipu HeOOXOAMMOCTH HY>KHO
MIPOBOJIUTDH MH/IUBU/IYyAJIbHYIO pabOTy CO CTY/IEHTaAMHU.

TpyAHOCTH, BO3HUKAIOIIUE y TYpPEIKHX CTyJIEHTOB B Ipollecce (POPMUPOBAHMA 3BYKO-OYKBEHHBIX
CBsA3el, OOYCJIOBJIEHBI  PACXOXKIEHHEM MEKIy CHCTEMaMM s3bIKOB. Kak IIOKa3bIBAlOT HAIIHU
HaOJIIOJIEHNA, CTYJEHT, He YCBOUBIIHUM 3BYK U COOTBETCTBYIOIIYIO €My OYKBY, IPU CAMOCTOSATEIHLHOM
HaIMCAHUY HAa HAYAJIHHOM 3Talle MOKET HelPaBUJIbHO HAITKCaTh OYKBY, T.€ HE MOKET COOTHOCUTD 3BYK
¢ 6YKBOI.
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ITosTOMy, Kak IOKa3bIBAaeT IMPAKTUKA, HA HAYAJIHHOM JTalle HYKHO VAEJHUTHh JOJKHOEe BHUMAaHUE
HaYepTaHUIO OYKB U IIPOUBHOIIEHUIO 3BYKOB YEPKECCKOTO (a/IbITEHCKOT0) SI3bIKA.

Typenxye CTyAeHTHI IPOIUCHBIE OYKBBI YACTO 3aMEHSIOT IIE€YATHBIMU, IOTOMY YTO OHU IIJIOXO 3HAIOT
Wi BOOOIIle He 3HAIOT MIChbMEHHOe N300parkeHre IPONKCHBIX OYKB TypeIKoro ajadaBuTa IOCKOIbKY B
IIKOJIe He IPHUHATO yJeJATh 5TOMy BHUMaHUe. B pesysibrare 5TOr0 OHU Ha IEPBBIX 2Ke 3aHATUAX
YepKecCKOTo (aZpIrefiCKOT0) fA3bIKA  WTHOPUPYIOT YCBOEHHE UM BOCIPOU3BEIEHUE IIPOIMUCHBIX
MIUCbMEHHBIX OYKB, 3aMeHAA UX IeYaTHbIMU IIPOIUCHBIMU OYKBaMU WM MHUCHMEHHBIMU CTPOYHBIMHU.

Ha IIpOCTOpax MHTEPHETA U B HAYYHBIX pa60Tax HEPEeJKO IPUXOAUTCA CTAJIKUBATHCA C MBICJIBIO O TOM,
YTO 3BHAKOMMTD yHallluXCA C INCbMEHHBIM aJ'ICI)aBI/ITOM BOBCE HE O6HSaTeJ’IbHO, JOCTAaTOYHO O6y‘II/ITb nux
mevyaTHbIM OYKBaM, TaK Kak IIMPOKOE PACIPOCTPAHEHHE IOIyYUJIH MEPCOHATIFHBIE KOMIBIOTEDHI,
IUIAHIOETBI U APYyTHE MOOUJILHBIE CpeacTBa CBA3U, IIpeAIIoIaraminue NCII0JIb30BaHUE II€YaTHBIX 6YKB
Y TOJIOCOBBIX cO00IeHnH. Paccyxas Takum 06pa3oM, MbI 3a0BIBAEM O TOM, UTO CaM IIpoIiece 00yIeHU s
yepkecckoMy (azpIreiickoMy) sI3bIKy HE BO3MOXKeH 0e3 MHUChbMEHHBIX YIPAKHEHUH U 3aZlaHuil, He
TOBOPS Y?K€ O TOM, YTO BBIIIYCKHUKH HAIIETO YHUBEPCUTETA B JaJIbHEHIIEM caMu OyAyT MPEINo/iaBaTh
a}.IbII‘eﬁCKPIﬁ A3BIK. HOBTOMy C CaMOro Ha4daJjia H€O6XO,E[I/IMO HaAY4YHUTb CTYJ€HTOB TEXHHUKE IITNCbMa, /[1aTb
UM COOTBETCTBYIOIIYIO HHGOPMAIIHIO O HEAOIYCTUMOCTH 3aMEHbI B MIChMe YePKECCKUX (b€ HCKUX)
IIPOIIUCHBIX 6YKB IIe4YaTHbIMH U JlajIiee IOCIea0BaTE/IbHO UCIIPABJIATD TAKOI'O poaa OIIMOKH.

Hesnp3s He corsacutbes ¢ B.H. Baruep: «HaBpiky nuckMa BbIpabaThIBAIOTCA U 3aKPEIUISIOTCS OYEHb
OBICTPO M HeUpaBWIbHblE HAaBBIKM OKAa3bIBAIOTCA HACTOJBKO YCTOWYMBBIMHU, YTO YCHJIUS,
HanpaBJIeHHbIE B JajJIbHEHIIIEM Ha KOpPEeKTHPOBaHUE CJI0KUBIIelcA HepaBUJIbHOM MaHePHl MUCHMA,
HepeJKO OKa3bIBAIOTCA OesycremHbIMu» [Barmep 2001:65]. MbI cuuTaeM, YTO HYKHO OBJIAZIETh
TeXHUKOH ITUChMa B TAaKOU cTelleHU, YTOObI HAalIMCAHHBIH CTY/IEHTOM TEKCT OBLI IOHATEH He TOJIBKO eMy
caMoOMy, HO 1 JIIOOOMY HOCUTEJTIO YEPKECCKOTO (aIbITeHCKOT0) A3bIKA.

B TypenkoMm m 4epkeccKoM (QIBITEHCKOM) S3BIKAX OYEHb MAJI0 TOYHBIX QaHAJIOTHH B 3ByKOBOM CTPOE
sA3bIKa. YeM MeHbIle aHAJOTUH B HU3y4aeMOM fA3BIKE II0 CPABHEHHIO C POJHBIM S3BIKOM, TEM
JUTUTEIbHEE U CJIOKHEE OCYIIECTBIISETCS IPOIiece 00yUeHU CTY/IEHTOB IPAaBUJIBHOMY IIPOU3HOIIEHIIO
3BYKOB-OYKB 1 0TOOpakeHHIO uX Ha mucbMe. OCOOEHHO 3TO MPOSBIIAETCA IIPU U3YYEHHU 3BYKOB-OYKB
aJIPITEMCKOTO A3BIKA, T.K. B HEM HMeeTcs OO0JIBIIOe KOJIMYECTBO COTJIACHBIX 3BYKOB, KOTOPHIX HET B UX
POZTHOM SI3BIKE.

PaccmarpuBas rpaduyecKkyro CHCTEMY PYCCKOTO SI3bIKA U TpadUUeCKHe CUCTEMbI, B OCHOBE KOTOPBIX
JIEKUT JIaTUHCKUH andasut, B.H. Baruep oTmMeuaeT, 4To meyaTHble BApUAHTHI a30YKH U JIATUHCKOTO
aysiaBUTa UMEIOT CIIEAYIONIE COOTHOIIIEHUA OYKB:

1) cOBHIa/IeHUE B HAUePTaHUHU U 3BYKOBOM 3HaueHHu: A a, O o, Ee, Cc;

2) COBII3JIECHWE B HAYEPTAaHUU W 3BYKOBOM 3HAYEHUH IPOMHCHBIX OYKB, pa3jINYHOE HadepTaHUE
cTpouHbIx OykB: Kk, M M, TT;

3) COBIIaJIeHHE B HAUEPTaHUH, HECOBIIa/IeHHE B 3BYKOBOM 3HAUYEHUH ITPOITUCHBIX U CTPOYHBIX OYKB: Pp,
Xx;

4) cOBIIa/IeHNE B HAUEPTAHUY IIPOIUCHBIX OYKB IIPU UX PA3JIMYHOM 3ByKOBOM 3HAUEHUU; PA3/ININE U B
HauvyepTaHUW, U B 3ByKOBOM 3HAUYE€HUU CTPOUYHBIX OYKB: BB, HH;
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5) COBIIa/IeHNE B HAUEPTAHUM CTPOUYHBIX OYKB IIPU UX PA3JIMYHOM 3BYKOBOM 3HAUEHUU; pa3jinuue U B
HavyepTaHUM, U B 3ByKOBOM 3HAUE€HUHU IIPOIUCHBIX OYKB: Yy;

6) HaJTMYMe OTJIMYHBIX OYKBEHHBIX 3HAKOB B azbyke: b 0, I'r, [{x, 2Kk, 33, Uu, Jin, [In, ®d, I, Yu,
I, I, b, 1, b,93,1010, fa [Baraep 2001:59].

HecMoTps Ha TO, YTO OCHOBOM UEPKECCKOTO (aABITeCKOro) aydaBuTta sBJAETCS PYCCKUU andaBur,
yepKecckue (afpIreficKue) CorJIacHble 3BYKH elle 0003HAYAI0TCs ByMsA U TpeMs 3Hakamu. [loaTomy
TYpeIKUM CTyJleHTaM IIpY W3y4YeHUH uepKecckoro (aapireiickoro) asdasura MIPUXOAUTCS
CTJIKUBATBCS CO 3BYKaMH, 0003HAUEHHBIMU JABYX- U TPEXJITUTEPHBIMU OYKBAMU:

A. BykBBI, KOTOpBIE COCTOAT U3 IBYX 3HAKOB: L'y 1y, I'b T'6, [k 1K, [13 113, Kb xb, Kb KB, Ky Ky, KB KB,
KI kI, JIb b, JII a1, I1I ul, TI TI, Xb xb, X6 xb, Ly my, I I, Ys up, YUl ul, IIs mre, HIT ml, Iy Ly;

Bb. BykBBI, KOTOpBIE COCTOAT U3 TPeX 3HAKOB: I'vy by, [13y 3y, Kby xbYy, Kby KBY, Kly Kly, IIly nly,
TIy tly, Xby xbYy, Iy trpy, Hlly 1mly.

Utak, Typelkue CTy/IEHTbI, POJHOHN S3BIK KOTOPBIX HCIIOJIb3YeT JIATUHCKYI TpaduKy, BCTPETAT B
YepKeCCKOM (aIbITeiCKOM) SI3bIKE:

1) y’Ke 3HaKOMbIe UM OyKBBI;

2) OYKBBI, YACTUYHO COBIAJIAIOIIHE C U3BECTHBIMH UM OYKBaMU;
3) COBepIlIeHHO HOBbIE rpapuUecKre CUMBOJIHI.

Ilo Ha;IMuMIO 3HAKOB:

1) 6GyKBBI, KOTOPBIE COCTOAT U3 OJTHOTO 3HAKA;

2) OYKBBI, KOTOPBIE COCTOAT U3 JByX 3HAKOB;

3) GYKBBI, KOTOPBIE COCTOSIT M3 TPEX 3HAKOB.

OJTHUM 13 OCHOBHBIX HEOOXOIUMBIX YCJIOBHH 3(pdeKTUBHOTO 06yUeHU aJIbITeICKOMY IPOU3HOIIEHHIO
SIBJISIETCSL YCTAHOBJIEHUE OIPEZEIEHHON CHCTEMBI U IOCJIEAOBATEJIBHOCTH WU3YUYEHUs aJIBITEHCKUX
3BYKOB-OYKB, C YIETOM CTEIEHU CJIOKHOCTH UX IPOU3HOIIEHU.

JI1s TYpeLKUX CTYZAEHTOB YepKeCcCKUl (apIreiickuii) andaBuT sABIsAETCSI HOBBIM. B poriecce o6y4ueHus
B IIeHTPe BHUMAaHUS HaXOATCSA IJITABHBIM 00Pa30M COBEPIIIEHHO HOBBIE TPa(UUeCKIe CHMBOJIBL, 3BYKH,
0003HaUeHHBIE JBYX- U TPEXJINTEPHBIMU OYKBaMU, & TAKXKe TOPTAHHBIN 3BYK [I], KOTOpBIH sBiseTCA
HEIIPUBBIYHBIM, HEOOBIYHBIM JJIS TYpPeUKuxX cTyeHToB. Cie/oBaTesbHO, HA WX NPOU3HOIIEHUE U
IIACBMO CJIeZlyeT 0OpaTuTh 0co00e BHUMAaHUE.

[IpousHoIIEeHNEe U HANMICAHUE TJIACHBIX OYKB IOBOJIbHO OBICTPO YCBAUBAETCS TYPELIIKUMHU CTYIEHTAMU,
o3ToMy OOydueHUe Mbl HQUMHAeM UMEHHO C HUX.

1 rpyIma: 2AacHble, TPONU3HOIIEHNE KOTOPhIX YACTUYHO COBIIA/IAET: a, €, €, U, 0, Y, bl, 3, 10, .
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YuuThiBasi 3HaHHE JIATUHCKOU INUCbMEHHOCTH, B IIEPBYIO O4Ye€peab Mbl JaeM 6YKBIJI, KOTOpbIE
COBIIQJIAIOT B 3BYKOBOM 3HAYE€HUHU.

2 IrpyIia: co21acHsvle, KOTOPhIE COBIIaJIalI0T B 3BYKOBOM 3HAaYE€HUHU:

b6 Bs |Ir Tyry An | JIx ok A3 13 A3y o3y | Kx 33 | Kk | Kyky

Bb VW | Gg Gugu | Dd | Cc Dz dz Dzudzu | Jj Zz | Kk | Kuku

Jn Mwm H=u IIno Pp Cc Tt [0F0) Xx | On Ly oy Yyg IIT

Ll Mm Nn Pp Rr Ss Tt Ff Hh | Tsts | Tsutsu | C¢ Ss

OcranbHbIE 6YKBI)I YEPKECCKOTro (a[IbIFefICKOFO) aJI(l)aBI/ITa OTJINYAIOTCA OT JIATUHCKOTO HAaYE€PpTaHHUEM U
3BYKOBBIM 3HAYEHHUEM. Z[J'[ﬂ Gosee YCIIEMIHOTO HNX OCBO€HHA MblI HX Jla€éM B cne,z[ylomeﬁ
IIOC/IEA0BATEJIBHOCTHU

3 rpymmna: rs, b, Kb, JI'b, Xb,4b, 1II'b;

4 Tpynma: Xb, xb; I, Iy;

5 rpymmna: kI, al, i I, 1, ul, 4al, ml;

6 rpynma: rvy, by, Kby, 0ly, kly, Tly, xby, ursy, mly.

CrenmyeT UMeETh B BUAY, UTO CTYZIEHTHI C TPYZIOM YyCBAaWMBAIOT IPOU3HOIIEHVE U HauepTraHue OYKB.
YuuTsiBad 3T0, ellle pa3 Bo3BpaljaeMcsa K aldaBUTy U 3aKpelsigeM I10JydeHHble 3HaHUA U HaBbIKU. B
TAaKOM CJIydae MBI UCIIOJIb3yeM Jpyroe JejeHue:

'b- (TBepABIH 3HAK) 00pasyeT 7 OYKB: I'b, Kb, Kb, JI'b, Xb,Ub, III'b;

b — (MArkuii 3HaK) o6pasyer 2 OYKBBI: Xb, ¥Kb;

I — obpasyer 7 6yks: kI, al, ul, TI, ul, ul, ml;

¥ — obpasyer 14 OYKB: Ty, I'by, A3y, KbY, Ky, Kby, Kly, nly, Tly, iy, xby, ursy, ily, Iy.

B.H. BarHep B CcBOell paboTe OTMEYAeT, YTO «IOPAJOK HU3yYEeHHUA IEUaTHBIX OYKB MOXKET OBITH
Pa3IMYHBIM:

1) mpezacTaByieHNe Bcex OYKB cpasy B ajadaBUTHOM IOPsAKe; 2) IpeAcTaBjieHre OYKB IO IPyIIaM B
MOpsAJIKEe OT OOJIBIIETO K MEHBIIEMY CXOJICTBY € rpadeMaMU aHTJIMMCKOTO SA3bIKA; 3) IIPE/ICTABJIEHIE
OYKB B ITOPs/IKE, 3aBUCAIIEM OT ITOPAAKA U3ydeHUsT 0003HAYaeMBbIX MU 3ByKOB» [Baraep 2001:60].

Ucxons m3 HamIero ombitTa paboThl, HA IEPBOM 3aHATHU JIyYIlle O3HAKOMUTDH CTYJIEHTOB CO BCEMH
OyKkBaMU-3ByKaMH B ajipaBUTHOM IopsAziKe. 3-3a 60IbIIOr0 KOJNYecTBa OYKB U HEBO3MOKHOCTHU UX
OJTHOBPEMEHHOTO 3aIIOMUHAHUSA MBI IEJIUM OYKBBI 10 PYIIIIAM C YU€TOM TPY/IHOCTH U CJIOKHOCTHU UX
apTUKYJIANUHN U Tpou3HoIneHus. [Ipu nsyuyennn uepkecckoro (aapIreiickoro) asgaputa HeOOX0UMO
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IapasiieJIbHO 3aKpeNnuTh N300parkeHre IIPOIUCHBIX OYKB, IOTOMY UTO IIOCJIe YCBOEHH I [Te€YaTHHIX OYKB
CTy/IEHTaM He XOYeTCs BO3BPAIAThCS K MponucHbIM OykBaM. [ToaTomy nsyuenue ayndasura 3aHIMaET
O4YeHb MHOTO BpeMeHHU.

Mpbl y:ke OTMeYasd, YTO CHUCTeMa COIJIACHBIX 3BYKOB AJbITE€HCKOTO sI3bIKA CO37AET OIpeZeIeHHYIO
CJIOKHOCTh B YCBOEHWUM UX IPOUBHOIIEHWS M HaMHWCaHWA. be3 IpaBUJIBHOTO IMPOU3HOIIEHUA
HEBO3MOJKHO IIPAaBUJIBHO 0TOOpa3uTh OYKBBI HA IMUChbMe. [Ipesk/ie Bcero, CTYAEHTHI He Pa3IuyaroT Ha
CJIyX COTJIaCHBbIE 3BYKH, KOTOPBIX HET B TYpeIKoM si3bike. OHU He MOTYT OIpPENeSUTb Pa3HUILYy B
3ByYaHUH PA3HBIX COTJIACHBIX 3BYKOB, IIO3TOMY YacTO IyTarOT 3BYKHU [u], [kI], [us] u [ull; [4l] u [1%];
[xb] u [xs]; [w], [w] u [we]; [u]u[ull; [wly] u [wey]. Hanmpumep:

q — KI (kIpIpOBII, TOJKHO OBITH YBIPOBII; XbaUdIIl, JOKHO OBITh XbaKIsI; TeHsK], T0/IKHO OBITH
TEHDY);

ub — KI (MKI5X3P, JOJKHO OBITh MUBIXAP; HUIbXbAHTBYIKIAX3D, MOJIPKHO OBITh ITBXbaHI'BYITUBIXIP);
1rb — 11, (YHAIIXb3, JOJDKHO OBITh YHAIIBXBD; IMa03, JTIOKHO OBITh IIha03);

KI—ul (kIbIyH, TOJ?KHO OBITH YIbIyH);

Kb — Kb (PKBBIOI'B3, JOJIKHO OBITH 2KbBIOI'BD; 2KbbI, TOJIKHO OBITH 3KbbI);

4-uyb (YBIIBI, JOJIPKHO OBITH WHAIIHI);

ub-4 (UbaT3, JOJKHO OBITh YaT?; IUBBIKIS, MOJ¥KHO OBITh MUBIKID).

Il 3aKpeIUieHUST B CO3HAHUU CTY/IEHTOB B3BYKO-OYKBEHHBIX COOTBETCTBHH HaM TIPHUXOIUTCS
KCIIOJIP30BATh CJIEAYIOIINE BUIBI YIPAKHEHUIH: a) UTEHHEe BCJIyX CJIOTOB, CJIOB, MPEJIOKEHUH; 6)
CIIUChIBaHUE OYKB, CJIOTOB, CJIOB U IPEJJIOKEHUH C JIOCKH, ¢ YueOHUKA, C MPOIUCEH; B) 3alOTHEHUE
MIPOITYCKOB B CJIOBE, B MPEJJIOKEHUH; T') NUKTAHTHI (CIyXOBbIE, 3pUTEJIbHBIE, 3PUTEIHLHO-CIYXOBBIE).
Takue yrpa’KHeHUA BbIABJAIOT OMKMOKH, KOTOPHIE JIOMYCKAIOT CTY/IEHTHI. fBIeH1e CMENIEHUS CUCTEM
POZHOTO U HEPOJHOTO IMHChMa BCTPEUYAETCs Y BeeX OMIMHTBOB. Cpesid TUITUYHBIX OITMOOK TYPEIKUX
CTYZIEHTOB MO>KHO BBIJIEJIUTH CIIEAYIOIHE:

1. Bmecro 6ykB ofHOrO andasuTa nuiiercsa 6yksa apyroro (myratores 1—d, y—u, ¢—s, u—i, T-t, 1-bI, K-
c u t.1.). Hampumep: dynaii — xyHaii, oB33rey — 0033Tby, arl — apsbl, aIbITaB33 — aJbIrad3a, 13gu —
II9TY, TUCTAHT — TUKTAHT.

2. [TyraroTcs 3Byku u OykBBI (MaTs —mara; 6a1x3 — Bapks, malo — palo...);

Tak, 3ByK [11] B yepkecckoM (apIreiickoM) sI3bIKe 0003HaUaeTCsT OYKBOU «II», a B TYPEIKOM SIBBIKE —
OYKBOH «P», UTO TAKXKE MOKET OBITh TPHUIMHOHN OMHUOOK: HA HAYAIBHBIX CTAIUAX 00yUEeHUs HA MecTe
«II» CTY/IEHTHI MUIIYT OYKBY «P». AHAJIOTUUHBIE ONTUOKN BO3HUKAIOT IIPU HATIUCAHUHN OYKB «M», «H»,
«p», «y» ¥ HEKOTOPBIX JPYTHX.

3. IosBieHNME BCIOMOTATEJIBHOTO TJIACHOTO MEXAy IBYMsI COIJIACHBIMH B Hadasie cjaoBa (wxanc
—[mpixane], 6abins —[0bUIBIIG], MXbL1e —[THIXBLTB], nwaxe0 —|[IBIIIAaxXbHo], OoHCHIXBI
—[6bDKBIXB3]). PaccmaTpuBas doHeTHUYeCKHe OMUOKYU B Typelkoi ayautopuu, E.M. HamospHoBa
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OTMEYaeT, 4To «Cpell TUMUYHBIX (DOHETHUYECKHX OIIUOOK CJIelyeT yKa3aTh IOSBJIEHUE
BCIIOMOTaTEJIBHOTO TJIACHOTO MEK/Iy ABYMs COTJIACHBIMHU B Hayasie CJIOBa, 00yCJIOBJIEHHOE 3aIpPeToM
Ha coueTaHUe JBYX COIJIACHBIX B HauaJie CJI0Ba B POJTHOM sA3bIKe» [HamosipHOBA 2008: 96].

4. IlyraroTrcs MpOMKCHBIE U CTPOYHBIE OYKBBI: T3T2kb, Ma3biM, ITNIAIIXEY.

5. HepasinueHune MPOU3HOIIEHUs U HAIIUCAHUSA B CJIOBaX OYBHI € U 9 B Pa3HBIX MO3UNUAX: (PIKbaTb,
JIOJI’KHO OBITH (hesKbarp; Ia3zMe, JOJIKHO OBITh Ia3Md; KbIYIMUlbl, JOJKHO OBITH Kbeymulbl, yHE,
JTOJI’KHO OBITh YH3.

7. CMelIBaHWE TaPHBIX 3BOHKUX U IVIyXux 3BYKOB [0]— [1], []— [m1], [mkx]— [xI]: HaGmls, osmkHO
OBITh HAMII3; II'bAMIAP, TOJI?KHO OBITh IIHA03P; BIYII, TOJKHO OBITH bIY:K; MFKIHIAIKI, TOJIKHO OBITH
KI5HKI5.

8. Ilpu HaAmMCAaHWH 3aWMCTBOBAHHBIX W3 TYPEIKOTO SI3bIKA CJIOB, CTYAEHTHI YaCTUYHO ITEPEHOCST
HamnrcaHue, KOTOpoe MPUBBIYHO /I HUX: acjaH (aslan) BMecro acabaH, kamsad (kaplan) BmecTo
kb31IBad, kKaosl (kabak) BMecTro KB30OBI.

XOoTHUM OTMETHUTh, UYTO Ha HAYaJbHOM OJTalleé CTY/IEeHTHl CIHCHIBAIOT TEKCThl HEBHUMATEJIBbHO H
JTOTIYCKAIOT OITMOKY Pa3HOTO XapaKTepa, a TOTOM, B XOJl€ CUCTEeMaTHYeCKUX PabOT U TPEHUPOBOK, OHU
CIIPABJIAIOTCS C TAKUM BHZIOM PabOTHI U CIIUCHIBAIOT y2Ke 6e3 OITHO0K MU ¢ HeOOJIbIITUM KOJTMYECTBOM.

ITpoBOAMM IMKTAaHTHI PA3HBIX BUJIOB:
— CJIyXOBBI€ (3aIHCh BOCIIPHUHATHIX HA CJIYX CJIOB, IPEZJIOKEHUH U TEKCTOB);

— 3puresibHble (HAa [OCKE 3aMKCHIBAIOTCA CJIOBA WJIM IPEAJIOKEHUs, OOBACHIIOTCI 0COOEHHOCTH
HaIlMCAaHUs CJIOB, 3aTeM CJIOBA W MPEIJIOKEHUS CTUPAIOTCS, W yJalllhecs BOCIPOU3BOAAT HMX IIO
MMaMSATH);

— 3PHUTENbHO-CIYXOBble (IPEIVIOKEHUA M CJI0Ba 3alKMCHIBAIOTCA B TETPAAAX W Ha JIOCKE, 3aTeM
3aMUCcaHHOe 00CYKIAeTCs);

— IpeAynpenuTesbHbIE (TTPEIBAPUTEIHHO AHATIM3UPYIOTCS 0COOEHHOCTH HAITUCAHUSA OTAEIBHBIX CJIOB,
JIaeTcsl yCTAaHOBKA HA 3allOMUHAHHUE TpaduuecKoit ¢GOpMBI 3THX CJIOB, & 3aTEM CTYZEHTHI 3aIIHCHIBAIOT
TEKCT CO CJIyXa);

— CAMOJIUKTAHTHI (yUaIuecs TUIIYT [0 TAMATU PaHee BbIyUeHHBIH TEKCT).

IIpoBosiMBble HaMM NHCBMeHHBle PabOThHl BBIABJIAIOT YACTO JIOIMycKaeMble OIIMOKM B IIpoliecce
00yueHUs YepKecCKoMY (aIBITeiCKOMY) fI3bIKY, a TAKKE YJaT CTYAEHTOB IIPABOMICAHUIO, IIPOBEPSIOT
y>Ke yCBOeHHbIe 3HaHUA 110 FPaMMaTHUKe.

BeByc.TIOBHO, (I)OpMI/IpOBaHI/Ie HaBBIKA IHChbMa U ITMCbMEHHOUN peun OCymleCTBJIACTCA IMOSTAIIHO. Ha
II€EpBOM JTalleé OCHOBHOE€ BHHMAaHHE HAIIPpAaBJIEHO Ha OBJIa/ICHUE TEXHUKOHN MHHChMa: IIHCATh 6YKBBI
aJ'I(i)aBI/ITa; YMEHHE IINCaThb CJIOBO, IIPEAJIOXKEHHE; CIIHCbIBAHHE TEKCTa, CJIOBOCOYETAHHA, ITPOCTBIX
HpeMO}KeHHﬁ, IIOTOM 3aIluCh CJIOBA, IIPEAJIOKEHHNA 110 JUKTOBKY IIPpENIoaBaTe/id; YMEHUE 3a1aBaTh
IIHUCbMEHHBIC OTBETBI HA BOIIPOCHI K TEKCTY, K KADTUHKE U T./.
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V3yueHue y11060T0 A3bIKA IIPEJIII0JIATAeT CBA3b C POJIHBIM A3BIKOM 00y4JaeMoro. MeTos CpaBHUTEIHHOTO
aHaIN3a, KaK MOKA3bIBAET OIBIT HAIIeH pabOThl, MOXKET 3HAUUTEIHHO YBEJIUUUTH 3P PEKTHBHOCTH
mporiecca obydyeHus. OH IIpeArosiaraeT Takoe IIOCTPOEHHE IIporiecca OOydeHHs, NPH KOTOPOM
0053aTEJIPHO yUYUTHIBAETCSA OIBIT CTy/leHTa B 06JIACTH POAHOTO $3bIKA, AHAJIU3UPYETCA €ro
vHTep(depupyollee BIUSHUE HA H3y4yaeMbId S3BIK, CHCTEMATHU3UDYIOTCA THUIUYHBIE OIIUOKH
CTY/IEHTOB, OOYCJIOBJIEHHBIE B3aWMOZEHCTBUEM PA3HBIX S3BIKOBBIX CHCTEM. IJTO CIIOCOOCTBYET
MIPEJIBUJIEHUIO TIOTEHIMAIBHON cepbl MeXXbsA3BIKOBON MHTEPhEPEHITNH, CO3/Ia€T MPEANIOCHUIKU JIJIA
BBIPDAOOTKHM pEKOMEHJIAIMH II0 YCTPAaHEHWIO BO3MOXKHBIX OIIMOOK M I OAOOpa IPaBHJIBHBIX
MIPHUEMOB OOYJIeHHA.

Urak, B mpoliecce OOyYeHUs CTY[AEHTOB UYePKEeCCKOMY (abITeliCKOMy) S3BIKYy HaM IPUXOAUTCA
CTJIKUBAThCS € IMpoOJIeMaMy HEIPAaBOMEPHOTO IEPEHOCA YUAIIMMUCS ONPEAETEHHBIX CTPYKTYP H
BJIEMEHTOB POJTHOTO SI3bIKA B CUCTEMY U3Y4aeMOTO, T.€ HabJII0ZaeTCs MeKbA3BIKOBasA HHTEPGhEPEHIIHS.
Bce sTH TpPYZHOCTH IIPeO/OJIEBAIOTCA IyTeM OOBSACHEHUS U 3allOMUHAHUA, a TakKXKe C IIOMOIIBI0
MIPOBOAUMBIX TUCbMEHHBIX Pab0OT, HAIPaBJIEHBIHBIX HA YCTPaHEHUE OMUOOK CTY/IEHTOB.

B cBoell craThe MBI IPUXOAUM K CIIEYIOITAM BBIBOIAM:

1) oOy4yeHHe TEXHHKE IHChbMa — BaXKHEUIIUU 3eMeHT B 0oO0Ied cucreMe 0OydeHUs UYEePKECCKOMY
(ampITeiickoMYy) SIBBIKY TYPEIKUX CTYIEHTOB;

2) yueOHBIH TIPOIecC MpeAIoIaraeT MHOKECTBO MTUChbMEHHBIX YIIPa*KHEHUH U 3a/TaHUH;

3) mpu OoOyYeHHMH NHUCHbMY, KaK BUJY PEUYEBOH JIesITEJIbHOCTH, HEIb3A O0OUTHCH 6e3 MUChMEHHBIX
yIpa*kHeHU;

4) IUCHMO TTeYaTHBIMU OYKBaMHU HE MOXKET PACCMaTPHUBATHCA KaK aJbTEPHATHBA ITPOIUCH, TTIOCKOIBKY
3TO ropasJio MeHee OBICTPBIN criocob mrUchMa.

Metoauka mpernofaBaHus YEPKECCKOro (afpIreficKoro) s3blKa KaK WHOCTPAHHOTO, HA HAII B3TJIAJ,
MpPEANOJIaraeT KOMILJIEKCHOE HCIOJIb30BAaHUE PA3JIMUHBIX METOZOB, KOTOPOE JIOJDKHO BXOJHUTH B
J00yI0 cucTeMy OOy4deHUsI HEPOJHOMY f3BIKY, OyZb TO ¢OpMHpOBaHUE OIpe/esIeHHBIX HaBBIKOB
MHICHhMA, ITPOU3HOIIEHNS, UCIIOJIb30BAHNE JIEKCHYECKOTO MAaTepHUaia WM HABBIKOB IPDAMMATHYECKH
MPaBIILHOTO 0OPMIIEHUST BBICKA3BIBAHUS.
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Abstract

Different articles give different suggestions about how to provide effective feedback on L2 student
writing. However, context is an important factor influencing research results. The suggestions in
research articles may not be effective when taken out of the context of the article. The purpose of this
article is to provide an overview of a wide range of feedback practices that can be effectively used with
L2 learners to promote learning, based on a review of literature. As context is such an important
factor, in this article suggestions will be organized based on the purpose of the class for which the
writing is undertaken and the purpose of the feedback. In particular, suggestions will be made in
terms of the focus of feedback, medium of feedback delivery, level of explicitness, amount of feedback
and source of feedback. Finally, specific suggestions will be summarized for each stage of L2 writing
learning, limitations of the article and suggestions for further empirical research will be made.

Key words: Feedback, L2 writing, academic writing, literature review.
ikinci dilde akademik yazmada etkili doniit saglama
Oz

Ogrencilerin ikinci dilde yazmalarina nasil etkili déniit saglanabilecegine dair farkli makalelerde
farkli 6neriler bulunmaktadir. Ancak baglam, arastirma sonuglarim etkileyen 6nemli bir unsurdur.
Makalelerdeki oneriler, makalenin baglamindan soyutlandiginda etkili olmayabilir. Bu ¢alismanin
amac, alan yazin taramasina baglh olarak, ikinci dil 6grenenlerin 6grenmelerini gelistirmek amaciyla
etkili bir sekilde kullanilabilecek genis capli doniit uygulamalarinin bir taramasini yapmaktir. Baglam
onemli bir unsur oldugu icin, bu calismadaki Oneriler yazmanin 6grenildigi dersin ve doniitiin
amacina bagh olarak diizenlenecektir. Oneriler 6zellikle déniitiin odak noktasina, doniit verme
yoluna, direk doniit seviyesine, doniit miktarina ve doniitiin kaynagina gore verilecektir. Son olarak,
yabanc1 dilde yazmayr O6grenmenin her bir sathasi ig¢in Oneriler Ozetlenecektir ve makalenin
sinirliliklarinin yani sira daha ileri deneysel aragtirmalar i¢in Oneriler yapilacaktir.

Anahtar kelimeler: Doniit, ikinci dilde yazma, akademik yazma, alan yazin taramasi.
1.0. Introduction

Research shows that receiving feedback on writing has a significant effect on students’ academic growth.
Chickering and Gamson (1987) identified seven important principles of good practice in undergraduate
education, and one of those seven principles was giving prompt feedback to students. Kuh, Kinzie,
Buckley, Bridges and Hayek (2005) conducted a review of literature in order to identify 15 conditions

1 Part of this paper was presented as an oral presentation at Diizce University International Conference on Language (DU-
ICOL / WRITING - 2018) held on 18-20 October, 2018.
2 Dr., Victoria University of Wellington, School of Linguistics and Applied Language Studies (Wellington, New Zealand),

rachaelruegg@gmail.com [Makale kayit tarihi: 4.12.2018-kabul tarihi: 27.12.2018; DOI: 10.29000/rumelide.504928]
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that matter to student success. One of those 15 conditions was students receiving timely feedback on
their work. Astin (1993) surveyed nearly 500,000 university students in the United States and found
that receiving feedback on writing had a positive effect on general knowledge, knowledge in their field
or discipline, critical thinking ability, analytical and problem-solving skills, writing ability and level of
preparation for graduate school. Astin (1993) concludes that finding ways to encourage the provision of
feedback on writing will substantially increase learning All of these studies consider tertiary educational
broadly and all identify feedback as one of the most important factors contributing to educational

quality.

As academic writing is a skill, it is best learnt through opportunities to practice and receive feedback on
that practice. This approach was used in the traditional ‘product approach’ to writing, where students
would practice writing and then receive feedback on that writing. It was hoped that the feedback would
contribute to better performance in subsequent writing tasks. The same idea is also applied to the
‘process approach’ to writing, except that students receive feedback on drafts in order to achieve better
performance on the subsequent draft of the same writing task rather than receiving feedback on a final
draft with no opportunity to resubmit the writing.

Different articles give different suggestions about how to provide effective feedback on L2 student
writing. However, context is an important factor influencing research results. The suggestions in
research articles may not be effective when taken out of the context of the article. The purpose of this
article is to provide an overview of a wide range of feedback practices that can be effectively used with
L2 learners to promote learning, based on a review of literature. As context is such an important factor,
in this article suggestions will be organized based on the purpose of the class for which the writing is
undertaken and the purpose of the feedback.

2.0. Key considerations when providing feedback

There are two key considerations, that will be important in determining what kind of feedback will be
the most appropriate in a given context. The first consideration is the purpose of the class for which the
assignment is written. The second one is the purpose of the feedback. These two considerations will be
discussed in more detail in this section.

2.1. Purpose of the class

As stated by Leki, Cumming and Silva (2008, pg. 9), “it is counterproductive to analyse English learners’
writing or language development without embedding the enquiry in the ...contexts where they occur”.
Every student’s learning journey is made up of a large number of stages. This paper will focus on the
three main stages at which students write in a second language and receive feedback on that writing.
Manchon (2011) discusses three stages in which students learn through writing in an additional
language: Learning to Write, Writing to Learn Content and Writing to Learn Language. For the purpose
of this article, I have rearranged these stages into the order in which most students go them. The three
stages are shown diagrammatically in figure 1.
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Writing to learn
language

Writing to learn

Learning to write content

Figure 1: Stages of L2 writing

In the first stage, students do not have any imminent need to communicate in the second language in
the written form (Weigle, 2013). Only their teacher and their peers read the L2 writing that they do.
The purpose of writing tasks in this stage is to practice and improve their language proficiency. Writing
can be an effective means of demonstrating their competence in language skills such as grammar and
vocabulary, as well as developing such skills through practice and feedback. It is also the easiest type of
language task for a teacher to assess, as the written product is very concrete. The fact that the real
purpose of the writing is to learn the language does not imply that tasks in this stage should be
mechanical and devoid of meaning. Indeed, Communicative Language Teaching was developed to equip
students with the ability to communicate in the language, rather than just being able to answer grammar
questions or translate L2 vocabulary into the Li. Some writing tasks in the writing to learn language
stage provide the opportunity for controlled practice of communicating in the written form of the
language and receiving feedback on that practice. Other writing tasks provide opportunities for free
practice or fluency development. A large number of students around the world never move beyond this
stage of L2 writing, taking compulsory foreign language classes as a part of their tertiary education but
not having any real need to communicate in the L2.

Students do not arrive at the second stage until they have reached a sufficient level of language
competence. Most would agree that students should have reached at least an upper-intermediate level
of language proficiency (at least B2 on the Common European Framework of Reference) before they will
be ready to move on to learning to write in the L2. In the learning to write stage, students have an
imminent need to be able to write effectively in the L2. The most common example is English for
Academic Purposes (EAP) courses in which students need to learn to produce effective academic writing
before they move on to academic study in the L2. This is a stage at which learners also need to learn to
write for specific purposes in their first language. Fully literate L1 adults who enter university are often
required or recommended to take an academic writing course in their first year of study in order to gain
the necessary skills to write for a new purpose. As stated by Hyland (2016), academic writing does not
come naturally to anyone, there are no native speakers of academic discourse. Indeed, in the past ESL
students who entered university in English speaking countries would take the same first year writing
courses as L1 students. However, in time it has come to be realized that L2 writers have different needs
and in most contexts separate classes for L1 and L2 writers now exist. Such courses offered specifically
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for L2 writers aim to teach them the features of academic genres in a range of rhetorical modes while
simultaneously enhancing their communicative language competence through focus on language form.

In the final stage, rather than language learners, the learners are considered as language users. Since
they usually need to reach at least the C1 level on the Common European Framework of Reference they
would be considered to have enough competence in the language to use the language autonomously. For
example, after having successfully completed EAP study, the learner moves on to learning content
matter through the medium of language. Manchon (2011) conceptualizes the writing to learn content
stage for L2 learners as mainly occurring in Content-Language Integrated Learning (CLIL) or Task
Based Language Teaching (TBLT) contexts. However, over the last ten years English-medium
instruction (EMI) in countries where English is not the dominant language has grown rapidly. With this
rapid growth in both full degree EMI programmes and ad-hoc EMI classes, EMI is perhaps the main
context in which writing to learn content now occurs. Unlike Manchon (2011), I believe writing during
TBLT would constitute Writing to Learn Language, and I believe that the writing that occurs in CLIL
occurs at the point between the Learning to Write stage and the Writing to Learn Content stage, where
the two stages overlap. On the other hand, when students enter an EMI course or programme, they
move into the final stage: Writing to Learn Content. Although such learners may be competent users of
the language, I will argue that they still require language-related feedback on their writing in order to
prevent fossilization of persistent language errors. Which stage of L2 writing a student is at is crucial to
the determination of the most effective feedback to provide, as well as the student’s language proficiency
level.

2.2, Purpose of the feedback

In addition to the purpose of the class the student is taking, instructors need to consider the purpose of
giving feedback. This needs to be reconsidered for every task an instructor sets as different types of
feedback will effectively serve different purposes. There are three main purposes which feedback can be
serve: Reinforcement of classroom learning, supporting revision of writing, and supporting the
development of writing skills in subsequent writing assignments.

Students cannot acquire items such as grammatical forms or vocabulary items without repetition. After
coming across a grammatical form or a word or phrase in one class, it is highly unlikely that the item
will be acquired by a student. Research shows that learners need to come across items anywhere from
6 to 20 times before they acquire them (Nation, 2001, pg. 81) and that there is a great deal of variability
between learners in terms of the number of repetitions necessary (Tinkham, 1993). Furthermore,
repeating the item again and again at the time of learning (for example, drilling the item 10 times in the
classroom) is less effective than spreading out the repetitions over a longer period of time (Baddeley,
1990). Therefore, after learning a particular form, word or phrase in the classroom, learners need to
come across it again and again in order to acquire it. This repetition can be gained through input or
output, but ideally students should be exposed to input and have opportunities to practice the item
through output outside of the classroom. Asking students to carry out controlled writing tasks and
providing feedback on those tasks can provide reinforcement of classroom learning, creating the
conditions necessary for acquisition to occur.

In the process era of writing instruction, in which students write multiple drafts of each writing task,
feedback is provided on the preliminary drafts and students are expected to use the feedback to revise
their writing, leading to an improved written product. The intention of such feedback is to lead to
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‘noticing’, on the part of students, of issues in their writing (Sachs & Polio, 2007). This noticing is
intended to lead to learning in the long term if it is repeated throughout a course. Ruegg (2015a) found
that students who received teacher feedback on their writing 16 times over the course of a year, improved
significantly in grammatical performance in a subsequent timed writing task. This provides evidence
that feedback on preliminary drafts with the immediate purpose of supporting revision does also help
students with their acquisition of language forms. In addition, providing feedback on preliminary drafts
has a more fundamental purpose. If the students did not receive feedback they would be unlikely to
revise their writing. Thus, the process approach and the provision of feedback on drafts is intended to
encourage students to develop the habit of rereading, rethinking and revising what they have written.
This is an important aspect of the practice of writing; there are few professionals who would write and
submit a text without rereading it.

Even in the process era, students will be required to do some writing tasks which only involve submitting
a single draft. An instructor in a language class or an EAP class may combine some single-draft writing
assignments and some multiple draft writing assignments, each with a different purpose. Additionally,
in the writing to learn content phase most instructors will only require a writing assignment to be
submitted once. The assumption is not that the students will not apply a writing process, but that they
will be able to do so completely autonomously. Instructors assume that students will have written,
reread, rethought, revised and proof-read an assignment before they submit it for grading. In the case
of single draft writing, not all students will read the feedback they receive. However, many students will
read such feedback and providing feedback on such assignments is important to help students
understand why they received the grade that they did as well as what they could do in future writing
tasks in order to receive a better grade. This different role of feedback calls for different kinds of
feedback to be provided in this situation.

3.0. Effective feedback practices
3.1. Focus of feedback

Historically, in the ‘product approach’ to writing, feedback usually focussed on ‘error correction’. The
purpose of feedback at that time was considered to be to eradicate errors from students’ writing.
Unsurprisingly, error correction came to be questioned as instructors felt that even though they provided
large amounts of feedback on learners’ errors, the learners continued to exhibit the same problems in
their subsequent writing. With the move to process pedagogy, in the L1 learning to write classroom,
instructors were encouraged to provide feedback on global issues such as content and organization on
the first draft and then feedback on surface-level issues such as grammar and vocabulary on the second
to last draft (Ferris, 2003, pg. 7). In the L2 writing context, researchers started considering whether
feedback on content or language use was more effective (Fathman & Whalley, 1990; Fazio, 2001; Kepner,
1991; Semke, 1984; Sheppard, 1992). More recently, it has been suggested that learners can effectively
attend to both content and language at the same time (Raimes, 1983; Ruegg, 2015b). Moreover, a meta-
analysis of research (Biber, Nekrasova & Horn, 2011) found that a combined focus on both content and
language leads to greater gains than either feedback on content or feedback on language alone. It may
be that providing feedback on a student’s ideas demonstrates to them that we are interested in what they
have to write and that our interest is enough to encourage them to make effort in the writing and revision
process.
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3.2. Form of feedback

There are two different aspects to take into consideration concerning the form of feedback. The first is
the medium through which the feedback is conveyed. The second is the level of explicitness of the
feedback (i.e. what exactly is written). These two different aspects will be discussed in this section.

3.2.1. Feedback medium

There are three different mediums through which feedback is commonly conveyed: written by hand,
written in a digital form and oral feedback. These three mediums will be discussed briefly in this section
before moving on to the level of explicitness.

3.2.1.1. Oral feedback

Feedback written by hand on a hard copy of an essay, which has been submitted by a student in the
classroom is the conventional and by far the most popular method still today. However, oral feedback
has been encouraged in the literature since the advent of the process approach. There are many different
modes of oral feedback, including student-teacher conferences, and audio-recordings of oral feedback
by the teacher.

Student-teacher conferences have been encouraged in the process era because they allow for two-way
communication, thus encouraging the student to lead the conference and the teacher to respond. Walker
and Elias (1987) found that teachers and students both find writing conferences to be more effective
when they are student-led. However, holding writing conferences with students does not necessarily
lead to a student-centred approach to feedback. Goldstein and Conrad (1990) found that there was a
large variation in the extent to which students take control of writing conferences. Furthermore, writing
conferences have been reported to be considerably time consuming for instructors. This makes them
difficult to implement, especially in a context with large class sizes.

Audio-recordings of oral feedback have been recommended as early as 1989 (Moxley, 1989). Through
the ninety’s, teachers were encouraged to record their comments on a cassette tape or mini-disk and
hand it to the student during class, and in the early 215t century instructors were seen to record their
voice digitally and send the audio file by e-mail. However, currently there are a lot more options
available for instructors who would like to try audio-recorded feedback (Seror, 2013). Although research
on audio-recorded feedback is still in its infancy, most research has found it to be more effective than
written feedback (Bauer, 2011; Nemec & Dintzner, 2016; Sipple, 2007). This is certainly a worthwhile
area to consider for future feedback research as well as for effective classroom practice. However, one
important consideration with any digital form of feedback is whether it will create inequality between
students. For the method to be effective for all, students all need to have a great deal of access to the
internet outside of class time. Unfortunately, in many contexts this is still not the case.

3.2.1.2. Digital written feedback

Another, more environmentally friendly alternative to handwritten feedback is similar feedback, typed
on a computer and conveyed to students digitally. This can be done either synchronously or
asynchronously. The most basic form of digital feedback delivery is using the comment function in word
processing software and adding marginal comments before sending the document back to the student,
another function which can be added to this approach is highlighting portions of the text. I have
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previously worked with instructors who use the track changes to offer direct correction of students’
errors. This may not be a very effective method of providing feedback as students can simply click the
“Accept all changes” button in the toolbar. This means that they do not need to read the feedback or
know what feedback was given by the teacher in order to successfully revise their text. In research
comparing digital feedback with handwritten feedback, Liu and Hansen (2002) reported that providing
feedback digitally was more likely to lead to surface-level feedback, whereas handwritten feedback was
more likely to focus on global issues.

3.2.1.3. Handwritten feedback

As mentioned above, handwritten feedback is still the most popular method of providing feedback to
students. It can have environmental consequences, as it often requires students to print their written
assignments several times in order to submit each draft for feedback. However, it also appears to be
more effective in terms of leading to a greater proportion of feedback on global issues. The reason for
this difference may be that when providing digital feedback, the reader can only see one portion of the
text at a time, thus encouraging the reader to provide comments as they go, whereas in pen and paper
feedback the reader can see the whole text at the same time, encouraging them to comment on the whole.
In order to enhance this feature of handwritten feedback, instructors should read through the
assignment once and think about which issues in the writing are the most significant before writing any
feedback. Following this process will allow for principled feedback provision.

3.3. Level of explicitness

The different levels of explicitness of feedback should be seen more as a continuum rather than as a set
of categories. Nevertheless, they can be roughly grouped into categories. These categories are
demonstrated in figure 2.

Direct Indirect Indirect Indirect
feedback feedback Overall

(error (catego mncoded comments
gory feedback

codes) codes)

corrective
feedback

Figure 2: Levels of explicitness

3.3.1 Direct corrective feedback

Direct corrective feedback involves the instructor actively making the required corrections on the text.
This could involve, for example, crossing out unnecessary words or phrases, crossing out incorrect forms
and writing the correct form above or below and adding necessary words or phrases that have been
omitted. This type of feedback is often referred to as Written Corrective Feedback (WCF for short).
Direct corrective feedback is most often employed in a focussed way, focussing on (most commonly)
one, or two different types of errors. Likewise, WCF has been found to increase accuracy in the particular
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form/s focussed on. As mentioned by Xu (2008), receiving direct corrective feedback on one particular
type of error likely encourages the learner to focus on that specific language form, rather than others.
Thus, the increased accuracy likely comes from increased learner attention and does not necessarily
indicate increased learning of the form. Indeed, Bitchener (2009) states quite clearly that this is the
intention of WCF. It is not intended to lead to learning new forms, but rather is conceived as additional
controlled practice of forms that have been previously taught in the classroom. This demonstrates that
direct corrective feedback is not appropriate to be used beyond the writing to learn language phase, as
it is only in the language learning classroom that explicit grammar instruction usually takes place.
Moreover, the direct corrective feedback should be given only on the particular form/s that have been
recently covered in the classroom, in order to offer students additional repetitions of the items they have
learnt. Thus, direct corrective feedback has the very limited purpose of reinforcing classroom learning
of particular grammatical and/or lexical forms after explicit classroom instruction.

3.3.2. Indirect feedback with error codes

This is also a level of explicitness with a very specific purpose. The instructor prepares a coding system
and provides it to students so that they can interpret the feedback. They then provide feedback only by
indicating the location of the error and the type of error, without providing the correct form. Since the
student knows what type of error it is, they can consult a dictionary, grammar or course book and
determine the best way to correct the error. Since the kinds of issues covered by indirect feedback with
error codes are classified by the teacher, such as common errors made by students in the context, they
tend to be exclusively surface level issues such as grammatical forms and punctuation. Example error
codes can be seen in Ferris (2006), Ferris, Liu, Sinha and Senna (2013), and Ferris and Roberts (2001).
The main disadvantage of error codes is that providing feedback using them is a very time-consuming
process for an instructor. Furthermore, research has compared both the revisions and the long-term
writing development of students who have received indirect uncoded feedback with those of students
who have received indirect feedback with error codes and it has been found that students do equally well
in both conditions (Ferris & Roberts, 2001; Robb, Ross & Shortreed, 1986). It seems therefore that the
additional time and effort required by a teacher to provide error codes with indirect feedback is not
worthwhile.

3.3.3. Indirect feedback with category codes

Another kind of coded indirect feedback is indirect feedback with category codes. Unlike indirect
feedback with error codes, this type of feedback codes the feedback only in relation to the general
category of the issue. An instructor in a learning to write class is likely to give feedback relating to the
categories that appear in the assessment rubric. For example, there may be feedback relating to:
content, organization, grammar and vocabulary. In the learning to write classes in my current context,
assignments are graded for: ideas, use of sources, organization and language. Each of these (usually
only four or five) categories would be assigned a colour and the issues in the text relating to each category
would be highlighted or underlined in that colour. This allows students to know broadly what type of
issue is present, without telling them the exact problem. Also unlike indirect feedback with error codes,
this system allows instructors to provide feedback on a wide range of issues that appear in student’s
writing, thus making it a more appropriate method in the learning to write phase.
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3.3.4. Indirect uncoded feedback

This type of feedback consists of simply underlining, highlighting or circling all issues in the writing,
without any indication of the type of issues present. This type of feedback may be appropriate for
learners at advanced levels, who are capable of determining and resolving their own problems, and who
have few problems in their writing. This type of feedback is very efficient in terms of the time and effort
involved to provide it, so it is often used in large classes. Additionally, it could be useful in a context in
which student-teacher conferences are used as well as written feedback. The instructor could simply
underline the issues in the writing and then discuss (some of) the issues with each student during their
student-teacher conferences.

3.3.5. Overall comments

This is the least explicit type of feedback and involves the instructor in making marginal and/or end
comments about the overall strengths and weaknesses of a piece of writing. This is by far the most
common form of feedback (if indeed feedback is provided at all) at the writing to learn content phase
and for L1 tertiary students in most educational contexts. Long and detailed end comments may be
useful for supporting the development of writing skills in subsequent writing assignments.

3.4. Amount of feedback

Another aspect of feedback which instructors need to consider is the amount of feedback provided to
each draft. Some feedback focusses on just one or two specific errors (focussed feedback), while some
provides feedback on every error present in the text (comprehensive feedback). In the vast majority of
cases, feedback is provided somewhere between these two extremes. For example, feedback may be
provided on both global and surface-level issues, but only on the most important global issues and the
most persistent surface-level issues in the text. In the context of Communicative Language Teaching,
the first priority when providing feedback on surface-level issues such as grammar and vocabulary would
be the issues that affect comprehension. Many experts in the field of writing have warned that providing
too much constructive feedback can be overwhelming and damaging to a student’s confidence (e.g.
Andrade & Evans, 2013; Bitchener & Ferris, 2012; Ferris, 2002). On the other hand, studies of feedback
on writing have involved the provision of as little as four instances of feedback on a single draft of a
student text. We should be careful not to overwhelm students with too much feedback. On the other
hand, we need to provide enough feedback to enable students to make progress in their L2 writing skills.
While the phrase ‘too much feedback’ often appears in research of feedback on writing, to my knowledge
no one has attempted to find out how much feedback is too much. Similarly, how much feedback
students need in order to enable progress has also not been investigated.

Another point often made in relation to the amount of feedback that should be provided is that
instructors should include praise as well as constructive feedback (e.g. Ferris, 2003; Grabe & Kaplan,
1996; Hyland, 1996). In fact, it has been suggested that as much as half of the feedback students receive
should be praise (Ferris & Hedgcock, 2005). However, it has also been found that too much praise can
have the effect of demotivating learners (Cleary, 1990; Cohen, 1987). Case study research has found that
some learners find praise insincere and condescending (Hyland, 1998). Finally, there is a tendency for
praise to be less specific than constructive feedback and to be somewhat formulaic in the way it is worded
(Hyland & Hyland, 2001). Like constructive feedback, we need to be careful not to give too much praise
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so as not to demotivate learners. Again, there is no empirical evidence as to how much is enough and
how much is too much praise.

Based on the literature available on the topic, the following recommendations can be given relating to
the provision of praise. Only praise that is sincere should be given (Hyland, 1998). Praise should be as
specific as possible, so that it helps students to understand their strengths in writing rather than merely
offering a platitude (Hyland & Hyland, 2001). For example, instead of a generic phrase such as “Nice
work!” at the end of a writing assignment, such a comment should be given in relation to a specific
portion of the text, such as a particular paragraph. However, just writing “Nice paragraph!” in the
margin of a text still does not provide specific enough information to be immediately helpful. It would
be much more useful to a student’s further development if the comment read “This paragraph is well
organized”, or “This point is well supported”. Finally, it has been found that mitigating praise which is
included with a constructive comment leads to students not revising their writing on the basis of the
constructive comment (Patchan, Schunn & Correnti, 2016). For example, a comment such as “This is a
strong paragraph but you need to revise your topic sentence”, is significantly less likely to lead to a
revised topic sentence than a comment such as “You need to revise this topic sentence”. Based on this
finding, the final suggestion that can be made is to write constructive comments and praise comments
separately, rather than combining them.

3.5. Optimizing feedback practices

Feedback can be seen as a balancing act. The amount of work required remains constant. The larger
portion of the work is done by the teacher, the less is done by the student. Likewise, the reverse is also
true. This means that the more effort a teacher puts in to doing the academic work, the more passive
students can be. However, a learner-centred classroom, where students are required to actively
participate in the construction of knowledge, does not mean that the teacher does less work, it means
that the teacher does a different kind of work. This different kind of work involves more thinking and
planning and less active participation in classroom activities, enabling the students to be the active
participants in the classroom, while the teacher facilitates. The less direct the feedback form, the smaller
portion of the work the teacher is doing and consequently, the more work the student is doing in revising
their writing.

In the field of vocabulary learning, it has been found consistently that the greater the level of cognitive
involvement is required to complete a vocabulary task, the more acquisition takes place (Eckerth &
Tavakoli, 2012; Folse, 2006; Keating, 2008; Laufer & Hulstijn, 2001). The same could also be said of
revision of writing; the more cognitive involvement is involved in the revision process, the more learning
is likely to take place. Indeed, a similar argument has been made in favour of indirect feedback (Lalande,
1982; Robb, Ross & Shortreed, 1986). It has been stated that indirect feedback involves students in a
problem-solving or troubleshooting task which necessarily requires cognitive involvement, thus
increasing the chance of learning.

I previously conducted longitudinal research on feedback which involved collecting all drafts of all
assignments over a period of a year. The students wrote three drafts each of 8 assignments over the one-
year period. The 39 students in the teacher feedback group were required to submit their 16 preliminary
drafts for feedback. Upon analysing the data at the end of the year, I found that three of the students
had never made any changes between their first drafts and their third drafts, despite having received
teacher feedback 16 times over the one-year period. Although 3 students only constitute 8% of the
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research participants, I spent 15 to 20 minutes providing feedback on each draft. Three students
submitted 48 preliminary drafts for feedback, meaning that I had spent around 14 hours providing
feedback that the students had no intention of using to revise their writing. This experience taught me
that we should not force students to receive feedback on their writing if they have no intention of using
it. Since this experience, I have made receiving teacher feedback optional in my writing classes.
However, it is important that students receive some feedback on their multi draft writing. In the next
section I will discuss alternative sources of feedback.

3.6. Source of feedback
3.6.1. Peer feedback

Peer feedback has existed in North American universities since the nineteenth century (Gere, 1987).
With the introduction of the process approach to writing, peer feedback became popular all around the
world at the end of the twentieth century. The main purposes of peer feedback are to provide a larger
audience for student writing (beyond the instructor) and to promote discussion of the ideas about which
students write. In addition, in the context of L2 writing, students reading and responding to each other’s
texts provides an opportunity for languaging, negotiation of meaning and authentic communication of
ideas. Languaging is a process in which students think about and discuss language in order to complete
a task (Swain, 2006). This results in not only the successful completion of the task but greater language
awareness in addition, since learners co-construct language using their collective knowledge pool.
Negotiation of meaning refers in particular to discussion of parts of a text which impede comprehension,
in order to clarify the intended meaning (Foster, 1998). This usually results in a correct, or improved
language form being reached through negotiation between the participants. Communicative Language
Teaching methods encourage instructors to foster the authentic communication of ideas in the language
classroom exactly to encourage these kinds of opportunities. Perhaps even more importantly than the
above considerations, peer feedback increases opportunities for interaction in the writing classroom,
creating a more comfortable and enjoyable classroom environment.

What exactly students do during peer feedback is crucial to the success of the activity. Berg (1987)
differentiates between non-autonomous, semi-autonomous and autonomous peer feedback tasks. Non-
autonomous tasks are ones which are teacher-led. For example, the teacher may form the pairs or
groups and give them a very specific and closed feedback task, such as an editing checklist. Semi-
autonomous feedback involves scaffolding from the teacher to help students with the peer feedback
process. An examples of such scaffolding is providing peer feedback sheets with a combination of closed
and open-ended questions. Berger (1990) suggests that students should begin with less autonomous
forms of peer feedback and move towards more autonomy in peer feedback as they become more
experienced. For example, students may start by answering closed questions about their peers’ writing
(such as yes/no questions) and writing an overall evaluation of the biggest strength and weakness of the
writing. This might gradually involve less and less closed questions and greater and greater levels of
evaluation of their peers’ writing.

A fair amount of research has been conducted on different aspects of peer feedback. Min (2006), Stanley
(1992) and Zhu (1995) have all found that students perform significantly better in the provision of peer
feedback when they receive peer feedback training. Yu and Hu (2017) found that even when a student
with higher proficiency is paired with a student with lower proficiency, peer feedback is still a useful
process in terms of using the feedback they receive to improve their writing. Researchers do not suggest
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that peer feedback should be used instead of teacher feedback. However, training students to provide
peer feedback and including peer feedback in addition to teacher feedback can enhance a writing class.

3.6.2. Self-feedback

Instructors often assume that students will read through their own text after writing it and before
submitting it. Others may specifically discuss this with their students and ask them to read through
their writing and make improvements before submitting it. Ten years ago, I began designating time
during writing classes and asking students to provide feedback on their own writing. When I had the
opportunity to observe students reviewing their own work I realized the need for self-feedback training,
in order to become more effective at reviewing their own work. As has been suggested with peer
feedback (Berger, 1990), I would encourage starting with less autonomous forms of self-feedback. For
example, students can be trained to look for and correct common grammatical errors. As they get more
experience in reviewing their own work, more evaluation will be possible, which can go beyond editing
of language concerns and involve reviewing their organization and ideas.

Ferris (2003, pg. 82) states that “the mere act of rereading and rewriting, even without feedback from
peers or teacher, may lead not only to substantive changes but improved writing quality”. On the basis
of this idea, Wakabayashi (2013) compared improvements in writing quality between one group who
provided peer feedback before revising their own draft and one group who provided self-feedback before
revising their own draft. She found that the self-feedback group significantly outperformed the peer
feedback group in a timed writing task. Mawlawi Diab (2016) conducted a study comparing all three
feedback sources (teacher, peer and self). In the immediate post-test, the students who had engaged in
self-feedback performed significantly better than those who had engaged in peer feedback. In the
delayed post-test, the self-feedback group significantly outperformed the teacher feedback group. There
were no significant differences between the other groups. This research seems to show self-feedback to
be more effective than either teacher or peer feedback for language learning. Few studies have been
conducted in this area and this is certainly an area in which further research should be focussed. As with
peer feedback, self-feedback should not be employed as a substitute for teacher feedback but in addition
to teacher feedback in order to improve the effectiveness of writing classes. If self-feedback training
begins at the early stages of learning to write in an L2, learners are likely to become proficient at
reviewing their own work, which will certainly be a useful skill to take with them when they leave behind
the support of the educational institution.

4.0. Suggestions for effective feedback provision
4.1. Writing to learn a language stage

In the writing to learn language stage of the L2 writing journey, a number of pedagogical
recommendations can be made based on the literature presented above. Regardless of the language
proficiency level and the purpose of the feedback, instructors should provide feedback on content. In
some activities which focus on developing fluency in writing, feedback on content alone may be
appropriate in order to encourage students to write more quickly without being concerned about
language forms. However, for most writing assignments it is most appropriate to provide feedback on
both language and content, as this has been found to be more effective in terms of improvement in
language performance (Biber, Nekrasova & Horn, 2011). It may be appropriate to ask learners to do
some controlled writing tasks in order to practice the language forms they have learnt in the classroom
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and receive direct corrective feedback on these tasks (Bitchener, 2009). However, taking this approach
and teaching all language forms before providing feedback will allow only slow progress. Therefore, they
should also be provided with some multiple draft writing assignments on which they receive indirect
feedback and are asked to revise and resubmit their writing, allowing cognitive involvement in the
language production process (Lalande, 1982; Robb, Ross & Shortreed, 1986). How indirect the feedback
is should be determined by the student’s length of study and proficiency level. They should begin with
more direct forms and gradually move to less direct forms of feedback with time. Short overall
comments may be the most effective way of providing content feedback. Even at the beginning of a
learner’s journey, learners should be trained in peer feedback and self-feedback. This too should be
determined by the student’s length of study and proficiency level. They should begin with non-
autonomous peer feedback and structured self-editing activities and move on to greater and greater
levels of evaluation as they progress. These suggestions are presented diagrammatically in figure 3.

Figure 3: Effective feedback provision for writing to learn a language

4.2. Learning to write stage

In the learning to write stage, very little explicit grammar instruction takes place, if any. Therefore,
direct corrective feedback is inappropriate at this level. At this level, both global and surface-level
concerns are important for L2 writers. The majority of feedback at this level should be indirect feedback
with category codes or indirect uncoded feedback. This allows feedback on a wide range of concerns and
involves the students in maximal cognitive involvement while revising, thus increasing chances of
learning. In addition, longer overall comments may be useful in order to deepen learners’ understanding
of their strengths and weaknesses in writing. Knowing where their strengths and weaknesses lie will aid
the further development of their writing skills in subsequent writing assignments. At this stage, learners
should continue to receive less and less teacher feedback and more and more peer and self-feedback, in
an effort to become more autonomous learners. This will help them in the next stage when they will
likely receive very little, or no, teacher feedback and will need to rely on peer and self-feedback. As
learning to write instructors, part of our role is to prepare students for this situation. These suggestions
are presented diagrammatically in figure 4.
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Figure 4. Effective feedback provision for learning to write

4.3. Writing to learn content stage

As mentioned above, at this stage, students often receive very little, or no, teacher feedback. This does
not suggest that this is pedagogically appropriate, merely that this is often the case in reality. Ideally,
every writing assignment a student completes at any stage of their learning journal should receive some
teacher feedback (see Astin, 1993). It is expected at this stage that students are active participants in
peer feedback and self-feedback practices. This may be taken for granted by instructors. However, it is
good practice to discuss such expectations openly with students and let them know what is expected of
them. In terms of teacher feedback, it is recommended that teachers provide overall comments about
the strengths and weaknesses of a writing assignment, to serve as formative assessment. This kind of
feedback, received incrementally over the course of their studies, allows students to work on their
writing skills and to gradually improve them with time. In addition, for any L2 writers who enter the
writing to learn content phase with persistent language errors, indirect uncoded feedback is quick and
easy for an instructor to provide and supports an L2 writer’s continued writing development. These
suggestions are presented diagrammatically in figure 5.
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Figure 5: Effective feedback provision for writing to learn content
5.0 Conclusions

Naturally, this model of feedback provision is idealised. In reality, students will enter our classrooms
with a wide range of educational backgrounds and previous educational experiences, which will
influence the decisions we make about facilitating effective feedback on their written work. Ultimately,
getting to know each individual student as much as possible and catering to their individual needs is
important. Clearly, we can provide a larger amount of feedback to highly motivated students without
overwhelming them, whereas students who lack confidence may need a higher proportion of praise.
Such individual differences take time to understand, but should be a key consideration when providing
feedback. In the meantime, we should consider the stage of the learning process at which the students
are, the purpose of the class and the purpose of the feedback for each individual assignment. Such
considerations should be made purposefully and should also be communicated to students, so that they
are aware of what we are trying to achieve.

The main limitation of this article is that there is so much that has still not been determined empirically.
Therefore, I would like to end this article with suggestions for further research. The two key areas about
which little is known are related to the amount of feedback. There must exist a point of diminishing
returns in relation to feedback; more feedback adds educational effect up to a certain point, but there is
a point at which more feedback becomes negative, overwhelming students and damaging their
confidence. Such a point will be at a slightly different place for each student depending on their intrinsic
and extrinsic motivation. Furthermore, the point is likely to be change as students progress in terms of
language proficiency level and as they move through the stages of L2 writing. A number of studies are
required to determine where this point of diminishing returns is: How much constructive feedback is
optimum and how much is too much? Such studies are needed at a range of different language
proficiency levels and a range of different learning stages, as well as in a range of different cultural and
educational contexts. Another point for which little empirical evidence is available is how much praise
is optimal. It is difficult to conduct such an experimental or quasi-experimental study ethically, as it is
clearly not pedagogically appropriate to withhold praise from students. However, this aspect could be
included as one factor within a larger study. Alternatively, if all the necessary information is available
(questionnaire data and completed student assignments with feedback), it may be possible to reanalyse
previously collected data with this aim. Finally, a fair amount of research has been conducted on direct
corrective feedback, as well as some on indirect feedback with error codes and indirect uncoded
feedback, but little or no research has been conducted on indirect feedback with category codes. I believe
this is the type of feedback with the most promise for L2 writers in the learning to write stage and would
recommend this as a focus of future research.
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Abstract

One of the most difficulties Algerian learners of English encounter is the ignorance of the cross-
linguistic differences between the first language (L1) and English. Students, whose first language is
Arabic and majored in English do not necessarily excel at translation or interpretation in their written
and oral productions; that is to say, being proficient in a foreign language does not guarantee the
ability to translate into the native language. Accurately, it is widely maintained that what precedes
any act of translation/interpretation is contrastive analysis (CA) and Error Analysis, i.e. it is believed
that contrasting and comparing languages require greater cognitive depth, force attention, promote
noticing; raise the learners’ awareness of the Li1-L2 differences and provide practice in the areas of
these differences. What aggravates the situation is that French as a second language in Algeria may
interfere as an additional language which can boost or hinder the translation process. In this paper,
we will spotlight the importance of CA and Error analysis in translation, and then illustrating how
language interference can hinder the translation process. Finally, some recommendations and
suggestions about the betterment of learning and translation process will conclude this paper.

Key words: Contrastive analysis, error analysis, translation, written production, oral production.
Terciime etmeden once iki kere diisiiniin: Okunan sey her zaman soylenmez
Oz

Cezayirli Ingilizce 6grenenlerin en giicliiklerinden biri, birinci dil (L1) ve Ingilizce arasindaki
dilbilimsel farkliliklarin cehaletidir. ilk dili Arapca olan ve Ingilizce olarak okutulan 6grenciler, yazili
ve sozlii prodiiksiyonlarinda geviri veya yorumlamada miikemmel olmazlar; Yani, yabanci bir dilde
yetkin olmak, ana dile terclime etme yetenegini garanti etmez. Kesin olarak, herhangi bir ceviri /
yorumlama igleminin Onceliginin, karsit analiz (CA) ve Hata Analizi oldugu, yani, dilleri zit ve
derinlemesine daha fazla biligsel derinlige, dikkati zorlamaya, dikkati yaymaya ve tesvik etmeye
inanildigy; Ogrencilerin Li-L2 farkliiklarina iliskin farkindaliklarim arttirin ve bu farkliliklarin
bulundugu alanlarda pratik yapin. Durumu daha da kétiilestiren sey, Cezayir'de ikinci bir dil olarak
Fransizca'min, geviri siirecini hizlandirabilecek veya engelleyebilecek ek bir dil olarak miidahale
edebilecegidir. Bu yazida, ceviri isleminde CA ve Hata analizinin 6nemini belirledikten sonra, dil
etkilesiminin geviri siirecini nasil engelleyebilecegini gosterecegiz. Son olarak, 6grenme ve c¢eviri
siirecinin iyilestirilmesi ile ilgili bazi 6neriler ve oneriler bu belgeyi sonuglandiracaktir.

Anahtar kelimeler: Karsilastirmali analiz, hata analizi, ¢eviri, yazili {iretim, oral {iretim.

Part of this paper was presented as an oral presentation at Diizce University International Conference on Language (DU-
ICOL / WRITING - 2018) held on 18-20 October, 2018.
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Introduction

The birth of linguistics as the scientific study of languages has changed our conception vis-a-vis
languages. The language has become for the first time an object of study. In this perspective, language
is considered as a system; a linguistic system that has an internal organization. Linguistics continues its
development through time and works in linguistics abound giving rise to new theories and approaches.
Over time, linguists are beginning to question the mechanisms acquisition and learning of language
systems.

The term acquisition refers to the term of learning a language. In this framework, we often speak of the
acquisition of mother tongues and the learning of foreign languages. In the second case the learner puts
in contact at least two linguistic systems; the first is compulsorily acquired while the second is to be
acquired through a learning process. Indeed, the confrontation of languages in learning and negative
influences that can be transmitted on each other is one of the hypotheses of contrastive linguistics. This
idea is not arbitrary since linguists belonging to this field of study found that indeed, it is the differences
between the different linguistic systems that are causing the difficulties observed during the
written/Spoken production of foreign languages.

1. Contrastive linguistics

Contrastive linguistics is not the only discipline which is generally interested in errors that may be the
result of interference between languages. Indeed, it’s inevitably for the learner learning any foreign
language to commit mistakes and errors. Generally speaking, the level of skills is measured in relation
to their occurrence. So it is estimated that there is a negative correlation between mistakes made and
the level of learners; a reduced number errors implies high competence and vice versa. Now, it seems
clear that error has a crucial and indispensable role in the learning process.

This paper is part of this movement that places importance on the mistake in order to facilitate the
production in the foreign language (English) and hence a successful translation/interpretation. For this
purpose, and pulling from my own experience as a teacher of English language at the tertiary level for
more than 10 years, I have observed during writing and speaking classes that my students commit
serious mistakes when they are required to translate/ interpret a short passage, idiomatic expressions,
compound sentences, proverbs...etc. they also fail to give the same meaning of some words or
expressions they know in French

The aim of this paper is therefore, on the one hand, to try to understand the difficulties experienced by
learners during their writing and speaking through recurrences errors. We will try, if possible, to explain
the causes of errors by categorizing them as interlingual errors that result interference between two
languages, or as intralingual errors that emerge only as a result of a lack of knowledge of the rules of the
target language by providing genuine examples. Before doing so, the subsequent sections will be devoted
to a thorough explanation about the position of French and English in Algeria.

2. French as a second language in Algeria

Algeria is a French-speaking country because of its colonial past. The history that binds Algeria to France
dates back several years. Algeria has been a French colony for 132 years. Recall that France landed in
Algeria in the mid-nineteenth century. Following a problem between the two French and Algerian
governments, France decided to conquer Algeria. From this time, Algeria becomes a French department,
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therefore an integral part of the hexagonal territory. But, unable to support the system to which France
has submitted, the Algerians have decided to go to war against France in 1954 (Ageron, 2005). It
remained from this period, among others, a cultural heritage of which the French language is a part.

In the aftermath of independence, the main objective of the Algerian authorities in terms of language
was to give back to Arabic the place it had lost. Thus, they proceeded to the policy of Arabization . It is a
policy aimed at giving back to the Arabic all its rights and proclaiming it a national and official language
(Grandguillaume, 1983). As for French, it is given the status of second language. As a result, a series of
reforms organizing its learning have been put in place. But since the decision of the state to Arabize the
education system the place of French has been reduced in schools. We can say that with each reform,
the place of this language narrows like the skin of sorrows of Balzac. Its weekly hourly volume continues
to change, from 15 hours per week to 11 hours during the three years of the second (primary) level and
nine hours per week during the three years of the third level (high school) (Taleb Ibrahimi, 1995).

2.1. French status in Algeria

In the linguistic practices of the Algerian speakers, the French language is always present. Nevertheless,
these practices are different from one social milieu to another and manifest themselves in various forms.
We find in these environments direct loans and integrated loans. It should be mentioned that, as pointed
out (Benhamla, 2009), it is not necessarily a matter of necessity borrowing. Often, the borrowed sign
keeps its original referent.

Direct loans: the lexical unit borrowed from the French language undergoes no transformation.
Normal Ex: Normal to (do)

Especially Ex: Surout (do not forget)

Car: (She is in) Tomobile

It should be noted that the words between brackets are pronounced by the Algerians in local language;
however, those written in bold are pronounced in French language even by illiterate people. Integrated
borrowing: the borrowed lexical unit undergoes morpho-syntactic and phonetic modifications in order
to adapt to the Arabic language.

La table / tabls /
Le cinema / sssinima /
2.1.1. French in Algerians’ daily life

Many signs, billboards are written exclusively in French and that since the law of generalization of the
Arabic language. Similarly for the names of the streets, several streets in Algeria bear the names of
French personalities.

Examples:

Store signs: cafeteria, boulangerie, boucherie, station, coiffeur, restaurant.
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The names of the streets: St. John, St. Cloud, Gambetta, Square, Corniche, Polygon Square. St.Arnaud
Advertising signs: Ifri, carte sim, ’eau, la marque, la siciété...etc.

2.1.2. Types of Francophones in Algeria

According to Rehal (2001), the Algerian sociolinguistic reality has identified 3 types of Francophones:

1. Real French speakers: people who speak French in everyday life and who communicate in French with
those around them.

2. Occasional Francophones: These are individuals who use French in very specific situations (formal or
informal) but in this category there is an alternative use of French and Arabic (dialect).

3. Passive Francophones: it is the speakers who understand French but do not speak it.
3. English language in Algeria

The status quo of French and English in Algeria are quite different. While the official language in Algeria

is the first language 'Arabic’ (precisely Modern Standard Arabic MSA), the first foreign language (or a
second language) that is taught in the Algerian schools is French, starting from grade 4 to the tertiary
level. English in Algeria is considered as a Second Foreign Language (FL) because it is taught as a subject
in schools and exposure to it is only confined to the classroom setting. Outside the classroom, English is
not spoken by Algerians in their daily life, as opposed to French, but used for particular academic or
professional purposes.

In Algerian schools, English is introduced in the second year in the middle school as a foreign language
after French which is taught in the fourth year at the primary level as aforementioned. Teachers utilize
English textbooks designed by Algerian planners and these are used as the official materials in the
classroom during two years of English in the elementary school, and three more years at the secondary
school.

After completing the secondary schooling and obtaining the Baccalaureate certificate, various options
are available for tertiary education according to previous intermediate schooling streams. The least
degree is Senior Technician (ST) which is Technicien Supérieur in French version. There is bachelor's
level whose duration is generally four years in the classical education system and with the introduction
of LMD (Licence, Master, Doctorat) system, bachelor's program has been reduced to three years. In
these programs, English may or may not a compulsory subject. It depends also on the specialization.
The unsystematic approach in schools towards the teaching of English, the dearth of suitably qualified
teachers and the lack of adequate teaching and learning materials have a negative cumulative effect
when school leavers congregate at the national institutions for tertiary education.

4. Language interference

Studies on bilingualism or "languages in contact", which have been conducted by Weinreich (1953) gave
rise to the term "interference" to reference to all the differences that exist between the speech of a
monolingual and a bilingual; In this context, interference is a deviation from the standard of each
language spoken by the bilingual and found in his speech. Thus, a bilingual speaker will be able to
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interfere as well in his first language than in his second. It is important to point out that in contrastive
linguistics, the term interference comes to replace terms such as " negative transfer "which is considered
a term conveying a pejorative connotation.

To better understand the interferential phenomenon, it is necessary to approach it from different angles
by examining it according to various disciplines. Debyser (1970) outlines the general definitions of the
term in psychology, linguistics and pedagogy.

4.1. In psychology

In psychology, linguistic interference is perceived as a Behavioral contamination, an earlier habit that
will exert a negative influence on a new habit. The language can be defined, in this context, as a set of
behaviors, regarding learned and learned behaviors.

These behaviors are set in linguistic habits. Indeed; there is omnipresent unconscious strength, namely
a desire or a pent-up temptation to express oneself in the mother tongue. Indeed, these language
behaviors prevent the acquisition of other linguistic behaviors. (Ibid, pp.34-45)

4.2. In pedagogy

"non "non

In living languages pedagogy, terms are often used, as in the case of "Deviations", "slips", "transfers",
"parasites", to qualify interference that is considered to be a particular type of fault, an obstacle that
hinders the learning process by the emergence of elements of the language in the target language as a
result of habits or structures already acquired. (Ibid: 34-61)

As previously explained by Debyser, the concept of interference is defined differently according to each
discipline. However, interference in the target language is the use of elements belonging to another
language; the source or target language. This definition is equivocal, since it also refers to the notion of
code-switching or alternating code which is the conscious shift from one language to another, while the
interference is unintentional and accidental.

The concept of linguistic interference is the pivot of contrastive linguistics. This concept has been framed
by linguists to replace the notion of negative transfer, which, as we have already said, has a pejorative
connotation. Interference appears when one encounters the target language, the language targeted by
learning, unwanted linguistic elements belonging to the source language, or target. The following
passage by Sores (2008) summarizes what we have just to express as follows:

“The mother tongue has an influence called the negative transfer on learning the foreign language. In
order to avoid the negative nuance, the phenomenon also called "interference": a line of L1 appears in
L2, or a feature of the "source" language appears in the "Target" language” (p.18)

5. Error analysis

Starting from an empirical view, researchers have developed from 1960s, a new approach that is closely
related to learning and the acquisition of foreign languages. The error analysis has been developed so to
understand the different constraints that hinder the assimilation of target languages
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The pioneer of this new approach is the illustrious Pit Corder, who built the bases and principles of this
approach based more or less on previously established by other researchers, such as Noam Chomsky, in
order to develop certain concepts. In this perspective Corder (1980) explains that: "We have seen in the
exhaustive contrastive study of linguistic systems of the foreign language (LE) and L1 of the learner
major contribution linguists to language teaching.”

He had to take out an inventory areas of difficulty encountered by the learner, this inventory
contributing to direct the attention of teachers to areas of care and particular emphasis, in order to
overcome, or even avoid, difficulties thus provided. Such a contribution has not always convinced the
teachers who are already familiar in their practical experience with these difficulties. So they did not
perceive this contribution of linguists as providing new and relevant information. They found, for
example, many of the mistakes they were not familiar with anyway provided by linguists.

Teachers cared less about identifying these difficulties as the way of treating them, from where they have
rightly felt that linguists ultimately had little information to bring to them. Corder (1980, p. 9)

Indeed, the essentially predicative vision of contrastive linguistics proved to be insufficient, with many
shortcomings. However, it is crucial to note from this perspective that error analysis emerged as a new
discipline following work in linguistics. In other words, contrastive linguistics precedes the analysis of
errors in time. That is to say, it is imperative to resort to contrastive linguistics in order to explain certain
mechanisms that contribute to the emergence of certain errors. In the explanatory phases of errors,
contrastive linguistics turns out, sometimes, unavoidable.

Indeed, this analytical procedure comes to complement and not to supplant contrastive linguistics. The
relationship between these two approaches is therefore reciprocal.

There is simply a change of strategy here: "Researchers working with real material produced by learners
could not fail to notice that many of the errors predicted by CA did not appear at all, while many errors
appeared without being predicted by CA. In such a situation, it is natural to reverse the procedure by
starting genuine hardware, first by describing it systematically, then analyzing possible error causes.”
(Ringbom, 1994)

5.1. Simple categories

We call simple categories those that have only one level linguistic, unlike the combined categories that
we will explain by the after. The linguistic levels constituting this part are: errors morphological,
syntactic, and semantic.

5.1.1. Morphological errors

Morphological knowledge concerns "the way words are constructed from the minimal units of meaning,
called morphemes (Bouillon, 1998: 13) They can be whole words like those found in the dictionary,
"apple, for example" (ibid.), as they may be parts of words or rather affixes, "for example, anti + or +
tion" (ibid.). Affixes become attached to the word; in the beginning, they are called prefixes, and in the
end, they are suffixes. Finally, the central part is called root. The following table (ibid.) in a clear way:
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Prefix Root Suffix

anti social ist
participate tion

il legal

im possible ly

From these definitions, we deduced that morphological errors can only concern the form of words or
parts of words. The category of morphological errors so includes subcategories that distinguish different
types of errors: Derivative errors concerning the bad construction of the word from its affixes, which
change the grammatical category of the word. Thus, errors of the canonical form, which concerns the
wrong form of the root word, or in other words, the word that does not appear to be identical to the word
in the dictionaries.

5.1.2. Syntactic errors

Syntactic knowledge "describes how words are combined in syntactically correct sentences and also
encode their structural regularity; they make it possible to oppose the sentence (a), syntactically well
formed (a) to sentence (b) ill-formed (where, by convention, the asterisk indicates a sentence
syntactically ill-formed) "(ibid.: 14)

t. «I study English»
b. "English is studying me"

in our case, SVO (subject, verb, object) pattern in English and French is dissimilar to the syntactic
pattern in Arabic which is VSO.

One may translate from Arabic into English: JWll kil Jsi
As * eating mouse the cat

Syntax is therefore concerned with the location and functions of the elements of the phrase. Syntactic
information is subdivided into information categories including the different syntactic categories: noun,
verb, pronoun, etc. (ibid.: 36) Thus in sub-category information which "Distinguish different subclasses
within categories syntactically, by specifying the syntactic framework in which the word appears. The
verbs, adjectives, prepositions and certain nouns differ in fact from according to their argumentative
structure, that is, the number and type arguments they require (Grishman, 1990).

The verb could be transitive, intransitive or bitransitive depending on the arguments it

can take, Pierrette (ibid) explains it as follows: "A verb, for example, can take a single argument (verb
intransitive), two arguments (a subject and a direct object complement or indirect - transitive verb) or
even three arguments (a subject, a complement direct object and an indirect object complement -
bitransitive verb). He can too have multiple argumentative structures (like giving which is either
transitive or bitransitif) "(ibid.)
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From these definitions, we deduce that syntactic errors must be linked only with the wrong location of
the elements of the sentence or its constitution in a general way.

Among the errors we have noted are: the addition of superfluous elements to the sentence, the deletion
of the mandatory elements such as a subject, verb or preposition, heavy sentences etc.

5.1.3. Semantic errors

Semantic knowledge "relates to the meanings of words and the way whose senses combine to form the
overall meaning of the sentence ". What it allowed to detect the semanticity of the meaning is in the first
place its relationship with the world outside. A syntactically correct phrase like "Orange ideas are
popular?”. (Ibid. 14) is semantically wrong since in the real world, "the ideas do not designate orange-
colored objects (Cann, 1993, pp. 6-7)

So semantic errors are errors that have a strong relationship with the meaning only, provided that the
sentence is syntactically correct. If it's not the case, we categorize the error into the category that
combines semantics and syntax.

Syntaxes have relations only with the elements of the sentence, their functions, and their location.
Finally, semantic errors concern the meaning of words and their relations with the outside world.

5.2.Pragmatic Errors

In addition to the lexical and semantic meaning at the sentence and word level, learners usually fail to
interpret the pragmatic or discoursal meaning beyond the sentence level. Pragmatics and culture are
much linked and an ignorance of the target language culture would lead to a communication breakdown;
Byram (1989) believes that language is a tool to express speakers’ knowledge and perception of the real
world. Language, for him, reflects cultural concepts and values. He moves forward arguing that it is
impossible to learn a language while neglecting its culture. Kramsch (1998) gives three links between
language and culture: language expresses, language embodies and language symbolizes cultural reality.

Idiomatic expressions and proverbs are a typical example of cultural reality of any language. Algerian
learners, most of the time, find it challenging to translate or interpret some expressions. The following
are the most common examples that led to funny, weird and embarrassing literal meaning:

5.2.1. Discourse Meaning

A: do you fancy a cup of tea?

B: is the pope catholic?

5.2.2. Idiomatic Expressions
It is raining cats and dogs

Bob’s your uncle

Under the weather
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To be off

A clever dick

5.2.3. Sayings and proverbs

I beg your pardon

K.O (knocked out: translated as COW, the animal)
Tit for Tat

6. False Friends

False friends is a word that is often confused with a word in another language with a different meaning
because the two words look or sound similar: False friends have become a real problem for language
learners. This paper focuses on false friends and on their role in the interlanguage of Algerian learners
of English. From an EFL context, a false friend could be defined as an L2 word that is formally similar
to an L1 word in spelling and/or pronunciation but whose meanings are totally or partially different in
both languages. In this case, we can say that this definition could not apply on Algerian learners who are
occasional francophone speakers and who generally have a rich background of French. That is to say,
Arabic speaking learner would commit errors in English due to similar words found, not in Arabic, but
in French. The most common errors that my learners frequently commit are the misuse of the following
words and expression:

My little brother is sensible*, = my little brother is sensitive

What a deception!* = what a disappointment!

I do not like people who interrupt my parole* = I do not like people who interrupt my speech
7. Suggestions and recommendations for curriculum designers

e Contrastive and error analysis play a crucial role in language awareness when it comes to
dissimilarities between two or group of languages. For this reason, we suggest that contrastive
and error analysis should be integrated in EFL curriculum.

e Language typology has become imperative to be taught at the tertiary level.

e CAsshould be integrated into teacher training programs

e Learners should be aware about the differences between the three languages spoken in Algeria
and then there should be a translation/interpretation unit integrated at an early stage of
learning; starting from elementary school.

e Learners should be encouraged to switch code at any point of learning.

Conclusion

This paper illustrated the root of errors Algerians learners of English commit when translating or
interpreting from English into Arabic or French and vice versa. The main aim was therefore to identify
recurring errors in order to understand the difficulties experienced the learner during the writing and
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speaking classes. In this sense, recurrence has the meaning of difficulties. The ultimate goal is then to
submit a balance sheet constituting information of educational importance

In order to reach the goal of our research, it was necessary to identify and categorize errors into general
types that constitute levels languages adapted to writing: from the introductory book to automatic
processing natural languages by Pierrette (1998) and his collaborators, we have could constitute a
typology that allows us to put errors into categories and subcategories. This typology was of paramount
importance. She told us allowed to organize the information gathered in a more or less precise way,
facilitating their statistical processing.

We have subdivided the typology into simple categories (morphological, syntactic and semantic errors).
Also, pragmatics errors and the failure to understand the meaning above sentence level are very common
in learners” productions. This had often resulted in embarrassing, funny or ambiguous interpretation.
And because French is considered as an omnipresent language in Algerians’ life, it is also interfering
language which may hinder the process of learning and translation. Similar words in French whose
meaning is different in English are the most prominent mistakes learners commit.

All in all, the syllabus and curriculum designers are in the best position to implement changes on
curriculum content. It is high time learner’s knew about difference and similarities between the three
spoken languages in Algeria and be aware of the different language origins and how these divergences
may affect language learning and acquisition.
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Abstract

The term creative is based on the inventive powers the mind possesses. These powers are the source
of imagination which is a main feature required for poetry composition. One of the major literary
movements that placed an early emphasis on the powers of imagination is Romanticism. William
Wordsworth regards imagination as one of the essential qualities the poet should have and employ
in the process of creating poetry. Versification is among the higher forms of creative writing as it
requires particular sense of rhyme and meter. However creative writing from a romantic perspective
is centered on the figure of the poet as a creator who owns distinguished imaginative powers and
techniques beside the skills of verse composition. Nature in the romantic tradition is deemed a major
source from which the poet fills his reservoir of imagination needed to write poetry. Against this
background, the study of creative writing from a romantic viewpoint should be based on the
examination of the concept of the creation of the poet. This paper therefore aims to investigate the
romantic conception of creative writing as an activity leading to an inventive production owned by a
creator who has already passed a process through which he himself is created as a talented poet.

Key words: Creative writing, romanticism, creation of the poet.
Yaratic1 yazarhik ve sairin yaratmasi: Romantik bir bakis acis1
Oz

ibda terimi, aklin sahip oldugu yaratic1 giiclerle kuvvetli bir baga sahiptir. Bu giicler, siir, yazmak icin
istenen ana 6zellik olan hayalin kaynagidir. Hayal giiclerine erken bir sekilde 6nem veren baglhca
edebi akimlardan biri romantizimdir. William Wordsworth, hayali, bir sairin sahip olmasi ve siir
yazarken kullanmasi gereken baslica sifatlardan biri olarak saymaktadir. Siirin nazmi, vezin ve kafiye
igin 6zel bir his gerektiren yaratici yazim gekillerinin en iistiinlerinden biridir. Fakat bir romantigin
perspektifinden yaratici yazim, siirsel beyitleri olusturma mahareti yam sira iistiin hayali kudret ve
tekniklere sahip bir yaratici gibi sairin sahsiyeti etrafinda doner. Romantik geleneklerde tabiat /
mizag, sairin siir yazmak icin lazim olan hayal deposunu doldurdugu temel bir kaynak sayilir.
Yukaridakilere binaen, Romantizmin bakis agisina gore yaraticit yazimin incelemesi, sairin dogusu
mefhumunun incelenmesine istinad etmesi gerekir. Bu sebeple oniiniizdeki sayfa, yetenekli bir sair
gibi kendini insa faaliyetinin bilfiil listesinden gelen bir yaraticinin sahip oldugu orijinal {iretime yol
agan bir faaliyet olarak yaratici yazimin romantik mefhumunu incelemeyi hedefliyor.

Anahtar kelimeler: Yaratic1 yazarlik, romantizm, sairin yaratmasi.
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Introduction

Creativity is based on the inventive powers the mind possesses and employs. These powers undergo a
process of development through which the human mind externally communicates with the surrounding
world, and then internally with itself. They are the primary source of imagination required for creative
writing in general, and poetry composition in particular as far as the romantic worldview is concerned.
The examination of English romantic poetry highlights the essential function of imagination in
establishing the creative artistic value of the literary work. The romantic poet utilizes textual imagistic
pictures and objects that grow to reach a state of artistic maturity where a masterpiece is finally
generated. A romantic poem is therefore strictly considered a creative activity pursued by a unique
creator who aids with his imaginative capacity its development and production as a creative piece of
writing. It is against this background that this paper deals with selected English romantic poetry aiming
to investigate the concept of creative writing through examining the process of the creation of the poet.

Discussion

William Wordsworth (1802), the major English romantic poet and poet laureate of his time, places
imagination on top of the essential qualities that poets should enjoy and utilize for poetry composition.
Wordsworth examines the concept of poetry creation in connection to imagination in the preface to his
Lyrical Ballads where he points out that the primary objective of his poetry is “to chuse incidents and
situations from common life... [and] to throw over them a certain colouring of imagination, whereby
ordinary things should be presented to the mind in an unusual way” (1802, p. vii). The function of
imagination in this context is technically essential due to its re-presentational powers that grant a special
privilege to the work of art, and render the ordinary incidents and situations of life more enticing and
captivating of the reader’s mind and appreciation. The purpose of imagination consequently becomes
twofold; it is supportive of the artistic value concerned with the making of the poem, and of the aesthetic
value by adding pleasure to its reading experience.

Poetry is among the most refined types of creative writing in so far as it conveys thought in an exciting
imaginative melodic manner, which demands particular skills of a genius creator. The romantic school
conceives the poet as a creator who utilizes his experience with nature and employs his faculty of
imagination to create appealing poems. Imagination is a seed watered by sense experiences during the
life of man to grow to an enormous tree of creativity. The poet grows up side by side with his poetic
imagination to finally deliver a distinct artistic product of versification. The process of the growth of
man’s poetic imagination and versification skills is at the heart of the concept of the creation of the poet
inasmuch as verse creative writing is an activity leading to produce an inventive product generated by a
poet/creator already having passed a process of being created as a genius bard.

The formation of the poetical character begins early at the stage of youth. There is almost no life
experience whether great or low that is insignificant to the making of the poet. They all contribute to the
growth of the poetical imaginative intellect required for the creation of the poet. Wordsworth’s
experience while “a babe in arms”3 forms the solid roots and most significant part of the great tree of
poetry he has planted. His autobiographical poem The Prelude: Or, Growth of a Poet's Mind (1850) is
regarded by critics as “the account of the growth of an individual mind to artistic maturity”

3 Wordsworth, W. (1850). The Prelude, p. 14. At this part of the poem Wordsworth introduces his experience with Derwent
river while still “a babe in arms,” meaning very young.
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(Wordsworth, Abrams, & Gill, 1979, p. ix). The artistic maturity is the summit the poet reaches when his
poetical skills are perfected and his poetic character is well developed and created.

Nature and the Creation of the Poet

An essential part of the process of development of the romantic character that leads to the creation of
the poet is concerned with the poet’s relationship and communion with nature. The connection between
the romantic poet and nature occupies a great part of the body of English romantic poetry. Nature
accompanies the romantic poet in the different stages of his life and supports his growth and creation
as a talented writer. Wordsworth (1850) in Book I of The Prelude argues about the very early influence
of nature on him while still a little child:

__Wasiit for this

That one, the fairest of all rivers, loved

To blend his murmurs with my nurse's song,

And, from his alder shades and rocky falls,

And from his fords and shallows, sent a voice
That flowed along my dreams? For this, didst thou,
O Derwent!4 winding among grassy holms

Where I was looking on, a babe in arms,

Make ceaseless music that composed my thoughts
To more than infant softness, giving me

Amid the fretful dwellings of mankind

A foretaste, a dim earnest, of the calm

That Nature breathes among the hills and groves. (Wordsworth, 1850, p. 14)

The lines articulate the authority that nature enjoys, and through which it honors the poetical character
and provides it with the soil it needs to grow a poetic plant that matures very quickly. Undoubtedly,
nature is Wordsworth’s source of knowledge demanded for the creation of his poetical identity. The
relationship between the poet being created and nature becomes one of infatuation. The romantic poet
holds great passions for that source of life and creativity which he would vanish and face mental and
emotional demise away from. It is the very argument that induces Thomas De Quincey (1950) to describe
Wordsworth as a poet with passion “for nature fixed in his blood” (1950, p. 66). He adds that “it [nature]
was a necessity of his [Wordsworth] being, like that of a mulberry leaf to the silk-worm, and through his
commerce with nature did he live and breathe” (1950, p. 66).

Wordsworth continues his “school-time” adventures in Book II of The Prelude given the title “School-
Time (Continued).” Though he spends much time with his beloved nature, he feels great internal
emptiness. It is the consequence of an early appetite for a marriage with nature that would help him to
obtain a rapid growth of his poetic mind and creative imagination. Helen Darbishire (1966) interprets
this condition as the poet’s need for a mental bloom of imagination, depicting the young poet’s mind as
“an inner chamber of experience, empty of images” (1966, p. 99). Wordsworth reflects the early longing

4 River Derwent in Derbyshire, England. A place Wordsworth used to visit when he was young.
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for imagery knowledge he needs for his creation as a poet, a conclusion he vehemently aspires to, in a
rejected passage which Darbishire finds in an early manuscript of Book II of The Prelude:

By such communion I was early taught

That what we see of forms and Images

Which float along our minds and what we feel
Of active or recognizable thought,
Prospectiveness, or intellect, or will,

Not only is not worthy to be deemed

Our being, to be prized as what we are,

But is the very littleness of life. (Wordsworth, 1850, cited in Darbishire, 1966, p. 99)

The creation of the poet is rendered a personal faculty that requires a sharpening of the poet’s individual
imagination through integration with nature sought as the source of poetic inspiration. The individual’s
experience of nature and the world is a necessity that results in awarding the poet with an authority
given by nature where his subjectivity and self-centeredness are manifested. This authority the poet
enjoys “gives rise to the expressive subject, that is, to the modern idea of expression as self-shaping and
self-creation, i.e. the idea of self-development” (Murphy & Roberts 2005, p. 43). Subjectivity needed for
self-development and self-creation is a pivotal characteristic that accelerates the steps toward the
creation of the poet as far as romantic poetry is an expression of the internal artistic activities that carry
the poet in a trip to the outer world of nature to interact with and then return back to the self with a poet
being skillfully created to start the process of poetry composition.

Imagination as experience

The marriage with nature in the romantic tradition faces different moments of separation where the
poet, though unwillingly, stays away from his bride. Experiences built during the former communion
with the forms and scenes of nature carry great value in this condition. It is the time when the experience
of nature turns into imagination developed away from it. In advanced stages of the creation of the poet,
a poet could be sufficient with experience where the formula of deriving imagination from nature is
reversed, and when the poet’s imagination becomes the source of experience used to compose poetry. It
is the moment of genius. It is in this context the time when Wordsworth “was deeply conscious of the
power which fostered his genius, and when he probed into its sources he found that it came to him
originally through a special awareness of Nature; it was there that a shaft opened which reached down
a new world of life” (Darbishire, 1966, p. 107). Wordsworth’s (1850) articulation of his former
experiences of nature replaced by imaginary experience is treated in Book III of The Prelude:

Of Genius, Power,
Creation, and Divinity itself
I have been speaking, for my theme has been

What passed within me. Not of outward things. (Wordsworth, 1850, p. 62)

The moment of genius in which the poet arrives at advanced stages of the creation of the poet is relatively
popular in different English romantic poetry. Percy Bysshe Shelley’s “To a Skylark” (1820) is a
demonstration of a poet’s genius leading to poetry composition out of imagination turned into
experience. Petru Golban (2012) states in this regard:
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In this poem, the bird is ‘blithe Spirit!/Bird thou never wert’. The skylark neither exists in reality to
be ‘imitated’ in the art of poetry nor is described as a material presence in the text. It is the creation
of the poet’s mind, the poet imagining such a creature somewhere above him in the sky and being
able only to hear its music, its song representing ‘profuse strains of unpremeditated art’. (Golban,
2012, p. 137)

Poetic genius is also the theme of “I Wandered Lonely as a Cloud” by Wordsworth (1846). His
imagination of himself flying over the charming hills and vales of nature has turned into a poetic
experience which he employs finally to compose one of the most fascinating and highly philosophical
romantic poems.

I wandered lonely as a cloud

That floats on high o'er vales and hills,

When all at once I saw a crowd,

A host, of golden daffodils;

Beside the lake, beneath the trees,

Fluttering and dancing in the breeze. (Wordsworth, 1846, p. 93)

The poem basically narrates the running stages of poetry composition where Wordsworth’s definition of
poetry as “the spontaneous overflow of power feelings: it takes its origin from emotion recollected in
tranquility” (Wordsworth, 1802, p. L) is artistically expressed. The charming fantastic natural scenes
become the emblem of the development of his poetic experience. The end of the poem is the moment of
poetic genius where the poem and primarily the poet are created:

For oft, when on my couch I lie

In vacant or in pensive mood,

They flash upon that inward eye

Which is the bliss of solitude;

And then my heart with pleasure fills,

And dances with the daffodils. (Wordsworth, 1846, p. 94)

John Keats’s “Ode on a Grecian Urn” is another instant of poetic genius in which the imagination of the
poet is turned into experience needed for poetry composition. A Grecian urn is often used to preserve
the ashes of cremation, thus it is ugly and uninteresting. The urn is therefore an inartistic object
transfigured by the poet’s imagination into a magical artistic experience. The richness of the scenes
inside the urn — the mortals and immortals, mountains and valleys, men and women, lovers and singers,
and music and cheer — is a reflection of the poetic genius that essentially contributes to the creation of
the poet and consequently to the composition of poetry through turning imagined objects and scenes
into beautiful verses that travel with the readers to magical worlds which they think of as real, though
they are not.

What leaf-fring'd legend haunts about thy shape

Of deities or mortals, or of both,

In Tempe or the dales of Arcady?

What men or gods are these? What maidens loth?

What mad pursuit? What struggle to escape?

What pipes and timbrels? What wild ecstasy? (Keats, 1917, p. 209)
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The moment of recognition of truth at the last stanza of the poem is the high aspiration of the poet to
have his poetical self identified with the universe. It is the moment when he is created as a poet after his
artistic poetical work is born and is able to address the reader directly with no need for a mediator of
any sort. The creation of the autonomous poem that can speak on its own in this context becomes a clear
evidence of a poet skillfully born and a poem “overwrought”s to fit the poet’s artistic engagement.

When old age shall this generation waste,
Thou shalt remain, in midst of other woe
Than ours, a friend to man, to whom thou say'st,
“Beauty is truth, truth beauty,—that is all

Ye know on earth, and all ye need to know.” (Keats, 1917, p. 211)

Recognition of the universal truth that supports the process of the creation of the poet is also a concern
of Wordsworth’s autobiographical poem The Prelude early discussed in this paper. Truth for
Wordsworth is a superior quality he aspires to realize, both the personal and the universal. He
announces in Book I of the poem his intention to find “some philosophic song/ of truth” flowing from
the depth of his heart to write an “immortal verse/ thoughtfully fitted to the Orphean lyre” (1850, p. 12).
Once his song (poem) is fitted to the “Orphean lyre,” a phrase signifying a poem perfectly composed and
versified, it should have then be successful to soar to the world of truth where its artistic value blossoms
so great that the poet’s work gets highly valued, and his creation as a poet is masterfully accomplished.

Shelley openly claims the transcendence of his poetry to the realm of truth in his poem “Ode to the West
Wind.” He invokes the west wind to his aid to fly with his poems and “scatter” them all over the world.
He compares his poetry to a prophetic inspiration that would leave unforgettable memories in the minds
of people. The last part of the poem prophesizes that Shelley’s genius and “immortality can be achieved
through writing poetry that outlives him” (Alsyouf, 2013, p. 18), and through which he would fulfill the
rites of his birth as a poet.

And, by the incantation of this verse,

Scatter, as from an unextinguish'd hearth
Ashes and sparks, my words among mankind!
Be through my lips to unawaken'd earth

The trumpet of a prophecy! ... (Shelley, 1994, p. 403)
Conclusion

Romantic poetry can be examined as an elaborate form of creative writing produced by a genius writer.
A romantic poet passes a quest of developing a poetical experience that helps him to enlighten and train
his imagination needed for producing creative written material. The training of the romantic poet’s
imagination begins with a marriage between the poet and nature, followed by moments of separation
causing the poet to retire to his self and the universe at once. This process accelerates the growth of the
poetic imagination and results in the creation of the poet who is regarded as an ideal source of creative
writing.

5 A word Keats uses in the poem to describe the skillful creation of the urn.
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Oz

Bu calismanin amaci, ana dili Tiirk¢e olan ve farkli bir alfabede yazma deneyimi edinmemis
Ogrenenlerin Ruscadaki vurgunun yazimim yanlig 6grenmeleri sonucu ortaya ¢ikan hatalara dikkat
¢ekmektir. Bu calisma ii¢ egitim-6gretim donemi boyunca 632 6grencinin yazma becerilerinin
gozlemlenmesi sonucu ortaya c¢ikmigtir. Calisma su baghklar altinda incelenecektir: Rusgada
vurgunun sabit bir yerinin olmamasi, koke, oneke, soneke, kaynastirma harfine, kimi zaman edata ve
ismin hal ekine gelebilmesi sonucu ortaya ¢ikan yazim hatalari. Kisi zamirlerine gore fiil cekimlerinde
vurgunun yerinin degismesi sonucu ortaya ¢ikan yazim hatalar1 ve bunlarin fonetige olan etkileri.
Zamanlara gore fiil cekimlerinde vurgunun yerinin degismesi sonucu ortaya ¢ikan yazim hatalar: ve
bunlarin fonetige olan etkileri. Sozciiklerden tiireyen kelimelerde vurgunun yerinin ana kelimeden
farkli yerde olabilmesi sonucu ortaya ¢ikan yazim hatalari. Bir sozcligli digerinden ayirt etmede
yapilan yazim hatalar. Ozellikle Tiirk 6grenenler icin harf benzerliklerinin karigtirilmasi sonucu
ortaya ¢itkan yazim hatalari. Tim bu hatalara bagh olarak gelisen fonetik hatalar.

Anahtar kelimeler: Rusga, Tiirk 6grenenler, vurgu, yazim hatalari, 6grenme hatalari.

Learning erros caused by the faulty use of the stress sign of the Russian
language which leads to learning errors made by learners who are native
Turkish speakers

Abstract

The aim of this study is to paying attention to the errors that arise as a result of the learners' being
misunderstood in writing the stress in Russian. This study is the result of observing the writing skills
of 632 students during three education-teaching periods. The study will be examined under the
following headings: In Russian, the stress doesn’t have a fixed place; it could drop to the root or prefix
or suffix, the letter of inclusion, or prepositions. Sometimes it could drop to suffix of cases. This kind
of errors causes writing and phonetic errors. Spelling errors resulting from the displacement of the
stress in verb conjugation according to pronouns and their effects on phonetics. Spelling errors
resulting from the displacement of the stress in verb conjugation according to the times and their
effects on phonetics. In sentences derived from words, the location of the stress can be different than
the main word. This may result in spelling errors. Spelling mistakes in distinguishing one word from
another. Spelling errors, especially for Turkish learners as a result of mixing letters similarities.
Phonetic errors due to all these errors.

1 Part of this paper was presented as an oral presentation at Diizce University International Conference on Language (DU-
ICOL / WRITING - 2018) held on 18-20 October, 2018.
2 Ogr. Gor., Istanbul Okan Universitesi, Insan ve Toplum Bilimleri Fakiiltesi, Miitercim Terciimanlik Boliimii, Rusca

Miitercim Terciimanhik Béliimii, (Istanbul, Tiirkiye), zeynep.bakal@okan.edu.tr, ORCID ID: 0000-0002-7487-0864
[Makale kayit tarihi: 30.10.2018-kabul tarihi: 22.12.2018; DOI: 10.29000/rumelide.504942]
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Giris

Bu ¢alismada anadili Tiirkce olan 6grenenlerin Rusca yazmada vurguyu 6grenirken yasadigi zorluklarin
neler oldugunu ve bunlarin ortaya ¢ikis nedenlerini gorerek bu zorluklarin nasil giderilebilecegine dair
baz1 oneriler bulabilirsiniz. Bu calismay 3 egitim-6gretim donemi boyunca, secmeli derslerine girdigim
miihendislik, mimarlik, lojistik, pilotaj, uluslararasi iliskiler, hukuk fakiiltelerinin 527, Turizm Ruscasi
derslerine girdigim, Turizm ve Otel Isletmeciligi béliimiiniin 35, Ikinci yabanci dil olarak Rusca
derslerine girdigim, Ingilizce ve Cince Miitercim Terciimanlik boliimlerinin 70 6grencisini
gozlemleyerek yaptim. Miitercim terciimanlik 6grencileri se¢cmeli gruplarda bulunan 6grencilerden
farkl olarak bu dili ikinci yabanci dil olarak almakta A1 seviyesi gecildikten sonra ders yiikleri
artmaktadir. S6z konusu 632 6grencinin %90 ‘1 haftada 4 saat A1 seviyesi, %10’u ise haftada 6 saat A1
seviyesi ders almis 6grencilerden olugsmaktadir.

Ulkemizde Rusca egitimi, fakiiltelerin Dil-Edebiyat ya da Ceviribilim béliimlerinde, fakiiltelerde secmeli
ders olarak, bazi 6zel okullarda ilkégretim seviyesinde ve dershanelerde verilmektedir. Ogretmenler dili
Ogretmeye alfabe 6gretimi ile baglamakta, bu iki basamakta gerceklesmektedir; kitap harfleriyle okuma
ve yazma, el yazisi ile yazma ve okuma. Yazma kisminda el yazis1 alfabeye ek olarak gelen vurgunun
yaziminin 6gretiminde Tirk O0grenenler cesitli anlama ve uygulama zorluklar1 yasamakta, hatalara
diismekte, bu yazim hatalar: fonetik ve gramer hatalarin tetiklemektedir.

Ogrenci 33 harften olusan Kiril alfabesini basili kaynaktan okumaya calisirken, kitap harflerinden %75
farkli olan el yazisi harflerle de yazmay1 6grenmek durumundadir. Buna ek bir isaret olarak gelen vurgu,
ilk dersi alfabe olan 6grenenlerde kafa karisikligina yol agmaktadir.

Yontem

Calismam deneysel bir calisma olmayip, s6z konusu 632 6grencinin derste, ders dis1 etkinliklerde ve
sinavlarindaki yazma becerilerini gozlemleyerek ulastigim sonugclar iizerine kurulmustur.

Calismamda sirasiyla; 6grencilerin kiril alfabesini 6grenme, yazma, vurguyu 6grenme, yazma ve dogru
olarak okumasina bakilmistir.

Kiril alfabesinin 6gretilmesi, iki asgamadan olugsmakta olup; kitap harflerinin 6gretilmesi, ardindan el
yazisinin Ogretilmesi bigimindedir. S6z konusu Ogrencilere ilk derslerinde kitap harfiyle okuma ve
yazma 6gretilmis, vurgu bilgisinden bahsedilmemis, ikinci derslerinde el yazisi harflere gecilmis ve yine
vurgu bilsinden bahsedilmemistir. Bu derse kadar 6grencilere okuma bilgisi verilmemis, 6grencilerin
sadece kiril alfabesine ait harfleri ve bu harflerin seslerini tanimalar1 istenmistir. Ogrenciler bir sonraki
derslerinde vurgu bilgisiyle ilk defa karsilagsmig ve ilk defa harflerden kelimeler iiretip okur duruma
gelmiglerdir. Yeni bir alfabeyi dogru okuma ve yazma bilgisi biitiinlesik olarak verilmistir. Vurgunun
islevi ve fonetige olan etkisi ile ilk kez karsilasan 6grencilere el yazisi pratigini gelistirmeleri adina el
alistirmalar1 verilmigtir. Bu alistirmalar, ‘O’ harfinin ve ‘E’ harfinin ses degisimini fonetik
transkripsiyonlar iizerinden gosteren alishirmalar olup, toplamda 4’er saatlik birer calismay:
gerektirmektedirler. Bu alistirmalara gereken siireyi harcayan (yaklasik %20) 6grencilerin konuyu
kavrama basarisinin, gerekli siireyi harcamayanlara oranla daha yiliksek oldugu, yazimda vurguyu baska
bir harfle karigtirma oranlarinin (yaklasik %10) daha diisiik oldugu, fonetik hatalara daha az diistiikleri
(vaklasik %20) gozlemlenmistir. Ders ici etkinliklere katilan, ancak verilen goérevi tamamlamamis
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ogrencilerde basar1 oraninin birinci gruba gore yaklasitk % 15 oraninda daha diisiik oldugu, bu
ogrencilerin aligtirmalarla desteklenmedikleri silirece basar1 oranlarimin giderek distiigi
gozlemlenmigtir. Vurgunun 0gretimi, yazma ve okuma calismasiyla birlikte verildiginden 6grencilere
ders icinde dinleme ¢alismas1 yaptirilmis, ders ici etkinliklerde sunulan bu sesli materyallere odaklanan
ogrencilerin, vurgunun yaziminda yine hatalara diistiikleri ancak ilging bir sekilde fonetik hatalarini en
aza indirdikleri gozlemlenmistir.

Vurgu bilgisinin toplam dort ders saatine yayilan bu kisa anlatimi, ders saatleri iginde verilen gorevlerin
saglkli bir sekilde tamamlanamamasi, ev 6devlerinin konunun tam anlagilmasi icin yeterli siireye
ulagsmadan verilmis olmasi; 6grencinin konuyu tam kavramamis olmasindan kaynakli hatalara
diismesine, daha 6nceden ¢ok fazla 6dev ve yazma pratigi gelistirmemis 6grencilerin 6devlerini yeterince
kontrol etmemesine ve bunun sonucunda hatalarimi tesbit edememesine, hatalarin tesbitinin sinif
ortamina birakilmasina, dolayisiyla bireysel hatalarin gézden kagmasina neden olmustur. Bu ¢calismada
ogrencilerin yaptig1 genel ve agirlikli hatalara odaklanilmistir.

Vurgunun yaziminin é6gretilme amaci

Ruscanin yabanci bir dil olarak 6gretiminde vurgunun yeri, 6nemi ya da karsilasilan zorluklarla ilgili
Rus kuramcilarin cesitli calismalart mevcuttur. “Ruscadaki padej (ismin hal ekleri) sisteminin,
Ruscadaki zamanlarin ya da hareket fiillerinin 6gretilmesinden 6nce 6grenci, yeri degisen bir vurgu ile
savagmak zorundadir.” (bexxenaps O.A.)

Ogrenciler ikinci bir dili 6grenirken kimi zaman kendi anadillerinden farkli bir alfabeyi 6grenmek
durumunda kalirlar. Farkli bir alfabeyle dil 6grenen 0grenci ise bunu kendi el yazisi pratigi ile
gelistirmek durumunda kalacaktir. Ruscay: ikinci dil olarak 6grenenler i¢cin de durum aynidir. El yazisi
harfleri 6grenmek ve yazmak durumunda olan 6grenci vurguyu da beraberinde yazmay1 6grenir. El
yazis1 kullaniminda bahsedilen kaligrafi olmamakla birlikte 6grencilerin akici ve anlagilir bir yazi
kullanmalarina yonelik bir egitim verilmektedir. Bu siire 112 saatlik toplam egitim siiresinin %34
kadardir. Bu siirenin sonunda vurgu bilgisi verilir ve artik 6grencilerden kelimeleri vurgusu ile yazmalar:
beklenir. Vurgunun yaziminin 6gretilmesi fonetik ve gramer kaygilardan 6tiirtidiir diyebiliriz.

Ruscada vurgunun, iki iglevi oldugunu biliyoruz. Bunlardan biri vurgulu hecenin uzun, giiclii ve net
okunmasi, ikincisi ise vurgusuz hecedeki sesli harflerin degisime ugramasidir.

Sesli harfler olan ¥, U, bl seslerinin uzayarak degismesi; sesli harfler olan O, E, fI ve 3’ nin ise foneminin
degismesi s6z konusudur. Bunu asagidaki tabloda izlersek;

Tek sesli harfler
Vurgulu Vurgusuz
OAE24A ANNNU

Sirasiyla bakacak olursak o6grenciler, fonem bilgisini, s6zciikte vurgunun yerini ve el yazisim birlikte
Ogrenirler.

Vurgunun 6gretimi sirasinda karsimiza ¢ikan hatalar
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Vurgunun yazimini 6gretirken karsilagilan hatalar: su bagliklar altinda siralayabiliriz:
1. Alfabeden kaynakl sorunlar:

Vurguyla gelen sorunlara tek tek bakacak olursak ilk sirada alfabenin kendisinden kaynakli iki nokta
dikkatimizi ceker. Bunlar «M» ve «E» harflerinin yazzmmm vurguyla karistirlmasindan kaynakli
hatalardir.

a. «M» iinsiiz bir sestir. Ancak harfin adinin «Kisa i» olmasi ve yaziminda, iizerinde kendi cizgisinin
bulunmasi, yazimi yanhs 6grenildiginde vurgu ile karistirilabilmesine yol agmaktadir. Bu durumda
Ogrenci:

Kisaltma isareti

yerine
Vurgu isareti
([ ]
[ ] e~ ([ ]
[ ] [ ]
[ ] [ ]
o [
o'..o
yazacaktir.
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«M» sesinin yaziminin yanlis 6grenilmesinin nedenlerinden biri de, 6grencilerin yazma sirasinda
0zensiz davranmalar1 ve harfin {izerinde yer alan kisaltma ¢izgisi yerine vurgu isaretini kullanmalar1
sonra da bunu vurgunun kendisiyle karigtirmalaridir.

Ayni kelime icinde “Py cckmii” kelimesinde oldugu gibi sesli bir harf olan “U” harfi de
bulunabileceginden 6grenci vurguyu yanlis 6grenmisse kelimeyi kisaltabilmekte, bagkalastirabilmekte
ve sonucunda da yanhs okumaktadir. Burada karsimiza harfin yaziminin vurguyla karigtirilmasi sonucu
fonetik bir hata ¢ikar. Vurgunun yanlis 6grenimi yiiziinden harfi bagkalastiran ve kelimeyi degistiren
ogrenci bu defa da kelime ¢ekim eki aldiginda, bir gramer hatasina siiriiklenmis olur.

b. «E» harfi kendinden vurgulu bir harftir dolayisiyla vurgunun kendisi ile karistirilmas cok olasidur.
Bundan kaynakli hatalarda 6grenci;

44

yerine yine,

Vurgu isareti
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getirmek suretiyle hataya diismektedir. Burada yine ogrencinin yazarken o6zensiz davrandigini
goriiyoruz. Ancak buradaki 6zensizlik bir fonetik hataya yol agmaz. Ciinkii 6grenci harfi her tiirlii dogru
okuyacaktir. Buradaki 6grenim hatasi, aym1 kelime icinde vurgusuz «E» harfinin de bulunmasi
durumunda, vurgunun «E» harfine mi yoksa «E» harfine mi getirilecegi, 6grencinin aradaki fark: ayirt
edememesi ve kelimeyi yanlis 6grenip, yanlig okumasidir.

Bu durumdan kaynakl hatalarin %35 civarinda oldugu goézlemlenmistir. Ayni sekilde bu hatay: ortadan
kaldirmak i¢in, yazma alistirmasinin fonetik ¢alismalarla desteklenmesi gerektigi gézlemlenmistir.

2. Fonetik sorunlar;
Bu sorunun iki parcasi bulunmaktadir; ses degisikligi ve tonlama.

a. Tiirk 6grenenler icin Ruscada vurgunun yaziminin 6grenilmesi ve bunun dogru kullanimi, vurgunun
fonetik olarak 6grenilmesinden daha zor bir konudur.

Her dilde oldugu gibi Tiirkcede de kelimelerin vurgu ile ayrimi s6z konusu iken;
ORdu - orDU, KURtulus- KurtuLUS, GiTme- GitME

gibi anlam farklilig1 yaratan fonetik ayrimlar olsa da, yazimda bir farklilik olmadigindan 6grenenlerin
bu konuya odaklanmalar1 zor olmaktadir. Bunun nedeni 6grencinin vurguyu sadece bir ses vurgusu
olarak algilamas1 ama neden oldugu fonem degisikliklerine ilk etapta odaklanamamasidir.

b. Fonetik hatalara bagka bir 6rnek de vurgunun yanlis 6grenilmesinden kaynakli isimlerin cinsinin
karistirtlmasi sorunudur.

Po 1O

Yukaridaki 6rnek kelimede vurgu dogru konabilmis ancak okuma caligmasi sonrasinda, kelimenin
cinsiyetinin yanls tespit edildigi gézlemlenmistir. Burada yazma ya da okuma hatas1 bulunmamakta
ancak vurgudan gelen fonetik degisiklik, yazma alistirmasiyla Ogretilmis bir gramer kuralinin
kullaniminda kafa karigiklig1 yaratmaktadir. Burada vurgudan kaynakh ses degisiminin gramer kuralina
aktarilirken yazma becerisi ile karistirildigini gozlemliyoruz ki bu durum bagh basina ayri bir aragtirma
konusu olabilmektedir.

Bu notr cins kelimeye bir 6rnektir ve Rus kuramecilarin (T.M Bansixuna.) en ¢ok lizerinde durdugu
konudur. Bu cinsin ¢ogullarinda vurgunun yeri mutlaka degismektedir. Asagidaki tablo bu degisimi,
ismin hallerinin tekil ve cogul durumlarina gore géstermektedir. Yanlis 6grenme sonucu 6zellikle bu tiir
kelimelerde 6grencinin ismin yalin durumunun ¢oguluyla tamlayan durumunun tekil halini karigtirdig:
gozlemlenmigtir.
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Ismin Durum ekleri Tekil Cogul
Yalin durum OKHO o kHa
Tamlayan Durumu okHa 0 KoH
Yoénelme Durumu OKHY o KHaM
Belirtme Durumu OKHO o kHa
Arach Durum OKHO M o xHaMu
Kalma Durumu oKHe o kHax

3. Vurgunun yerinin degiskenliginin ya da hareketliliginin yol a¢tig1 sorunlar yazim hatalar1 ve gramer
hatalar;

a. Ruscada vurgunun sabit bir yerinin olmamasi; koke, 6neke, soneke, ismin hal ekine hatta bazen edata
gelebilmesi sonucu ortaya ¢ikan yazim hatalarina 6rnek verecek olursak;

Vurgunun; -BbI (BbI WTH , BBI KOIAThCA) - BUIE (BU Ile-4eMIINO H,BH Ile-TybepHa Top) orneklerindeki
gibi 6neke gelmesi,

-OBK /-€BK (nyTé'BKa), -ypa (utepartypa), -eab (MeTésb, KOJbIOETb, HO TU6esnb, MéGens), -oT(a)
(mo6poT4), -n3H(a) (HoBU3HA), -6(a) (xoxB0a), -oTH(A) (6erotra ) orneklerindeki gibi soneke gelmesi,

-110, -BO, -B gibi edatlara gelmesi.

b. Zamanlara gore fiil ¢ekimlerinde vurgunun yerinin degismesi sonucu ortaya c¢ikan yazim hatalariyla
oldukga sik karsilagtigimizi goriiyoruz. Bu tiir hatalar gramer bilgisinde kalici yanlis 6grenmelere neden
olabilmektedir.

Asagida alt ¢izili s6zciiklerde (dogru olarak konan) vurguyu yanhs yere koyan 6grenci ¢cekim eki almig
bir sahis zamiri ile fiil gekimini karigtirma hatasina diismektedir. G6zlem grubumuzda bu tiir hatalarla
karsilasma oranimiz % 73’tiir.

Moio” cectpy 30By TJII0 ja.
A Mo 10 pyku me pefeno i
c. Bir sozciigii digerinden ayirt etmede yapilan yazim hatalar:.

Asagidaki 6rnekte sestes iki sozciigiin ismin —in halinde ¢ekime ugradiklarim ve ilk sézciikte vurgu
kelimenin ilk hecesinde iken ikincisinde 2. hecesinde oldugunu goriiyoruz. Boyle iki sozciigiin
karistirllma oramni ise oldukga yiiksektir. Yaklagik %74.

Ha yiBe pu 32 MKa

Her 3amka .
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Asagidaki ornekteki gibi tekerlemelerde ise, ek almamisg bir isim ile ismin —in halinde ¢ekilmis bagka bir
ismin sestes iki sozciikmiig gibi algilanabildigini goriiyoruz.

Uy Tpom be sKa u3 Geska

EMy cOuBa €T To TOJIb-MO TOJIb

Asagidaki 6rnekte ise tekil halde —in halinde ¢cekimlenmis bir kelime ile ayni kelimenin ¢ogul halinde
vurgunun hareketliliginden kaynakl alg1 hatasi olabilecegini goriiyoruz.

Hanexo ot 6epera - Be pera kpacuBbl

4. Vurgunun yerinin hareketliligi sonucu ortaya cikan hatalar.

Vurgunun yeri kimi kelimelerde hareketli olabilmektedir. Bu ismin tekil ya da ¢ogul haline, durum
eklerine gore degisebilir.

Asagida vurgunun yerinin «hareketli» olmasina 6rnek tegkil eden bir tablo bulabilirsiniz.

Ismin Durum ekleri  Tekil Cogul
Yalin durum rososa’ ro JIOBBI
Tamlayan Durumu TOJIOBEI rono B
Yonelme Durumu rosose’ rosoBa M
Belirtme Durumu ro  70By ro’ JIoBBI
Aracli Durum roxoso_it rosoBa’ Mu
TOJIOBO 0
Kalma Durumu rosose’ rosoBa x

Tablodan takip edilebilecegi lizere vurgunun yeri baz1 kelimelerde hareketli olabilir ve yine yanlg
ogrenmelerde, ogrencinin isimlerin ¢cogul durumlarini ismin tamlayan durumunun (-in hali) tekil
haliyle karigtirdig1 gortilmiistiir.

5. Ritmik modelleme sorunu:

Vurgunun yazimi Ogretilirken ritmik modelleme yontemi, kullanilan bir diger yontemdir. Soyle
gosterilir:

TAta - -,
taTA --~
Tatata- --,
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taTAta -
...vb.

Ritmik modelleme cizgileri fonetikten ayri olarak verildiginde 6grenci bunlar1 Rusgadaki tonlama
cizgileriyle;

— /2

-9TO KHHUTA?

T _\—‘
-la, aTO KHUTA.

Karnistirabilmekte, boylelikle hem kelime vurgusunu koymayr unutmakta, hem de ciimlenin anlamim
veren tonlama ¢izgilerini yanls yorumlamaktadir. Ancak bu %10 gibi oldukga diisiik bir orandir.

Otomatik sistemlerin sagladiklari ya da saglayamadiklar:

Akillara vurgunun dogru kullaniminin 6gretiminde teknoloji ¢aginin getirilerinden faydalanilmakta
midir sorusu gelebilir. Pratikte bu programlar mevcuttur ve is yiikiiniin ¢ogunu almakta yardimcidir
ancak heniiz yeteri kadar gelismis degillerdir ve 6grenmeye katki sunamamaktadirlar. Burada vurguyu
otomatik yerlestiren bir programin, vurguyu edat yerine kelimenin ilk hecesine getiren yanhs bir
uygulamasini gorebilirsiniz.

eSieial o CIED..

© il GAPCAHT 85 Mpaswapycoxoros @ Mpamvarcarypeux: S5 Pasrosopssi Type. Digeryer sareter

gil | morpher.ru/accentize

+7 (925) 336 9960
Mopdep sales@morpher u

Mnaswas  Mpogyktst  flevo  Pyccxwiiasik  Kowraxr Moii Mopdren

MporpamMma paccTaHOBKM yaapeHun

Bo e Gepéza crosna

PaccrasuTs yaapeia OBCYAUTE NPOTPaMy U COOBIATE

Be.cepsuc  BubnMoTekn O Hac Mporpamm! 0BpaBoTkH TeKcTos

1 NET 0CTU [IROrPaMMA PACCTAHOBKH YAGREHA

Bu, bagka bir aragtirmada kapsamli bir sekilde ele alinmasi gereken bir konudur.
Sonug ve oneriler
1. Alfabe sorunlarinin giderilmesine yonelik 6neriler.

Alfabeden kaynakli sorunlara baktigimizda yazim hatalarmin karsimiza ¢iktigini goriiyoruz. Ek dilde
yazma bir beceri alamidir, uygulamaya ve pekistirmeye ihtiya¢ duyar. Yazma hatalarinin giderilmesi
yazma aligtirmalarinin ¢okluguna ve siirekliligine bagh olarak gelistirilebilir. Ancak yazma
alistirmalarina yonelik yeterli basili kaynak iilkemizde olmadigindan manuel olarak hazirlanan ders i¢i
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ve ders dis1 etkinlikler yol gosterici olabilecektir. Bu etkinliklerin, Tiirk 6grenenlerin tespit edilmis
hatalan iizerinde yogunlasmis olmasi, tekrara yonelik olmasi hedefler arasindadir.

2. Fonetik sorunlarin giderilmesine yonelik 6neriler.

Vurgunun yaziminin dogru 6grenilmesi Dil - Edebiyat ya da Ceviribilim dallarinda 6grenim goren ve
fonetik alfabe dersi alan 6grenenlerde yiiksek oranda olurken, bu ¢alismaya konu olan 6grenenlerde ve
fonetik alfabe dersi gormeyenlerde % 20 civarindadir.

Fonetik alfabeyi bilmeyen 6grenci hangi konuda ¢alistiginin farkinda olmayacaktir. Ses degisimlerini
somut olarak algilayamayacak, edindigi bilgiler ezber seviyesinden 6grenme seviyesine gecemeyecektir.

Ruscadaki tonlama ile vurgunun karigstirllmasinin 6niine yine fonetik dersinin bu 6grenenlere ek ders
olarak konulmasi ile gecilebilir.

3. Yazim hatalarinin giderilmesine yonelik 6neriler.

Yazim hatalar1 bu hatalar icinde en 6nemli yere sahiptir ¢iinkii yazimdan kaynaklh hatalar gramer
hatalarina yol acabilmektedir. Yazim hatalarinin giderilmesine yonelik olarak O. A Bexxenaps soyle bir
yontem teklif eder; 6grenenlere 6nce sonu sert sessizle biten eril isimlerden ve sonu — a ile biten disil
isimlerden genellikle ¢ogulda “—p1” eki alanlar1 6gretelim. Sonra biz kelimelerin tekilleri verelim ve
ogrencilere ¢cogullarini sGyletelim. 4-5 kelimeden sonra ping-pong prensibine gore bir calisma yapalim;
bir 6grenci tekil formu séylesin digeri ¢ogul formu. Sonra tersi olsun. Bu pratik bize, ikili calisma ile
kelimelerin tekil, ¢cogul formlarinda vurgunun yerinin anlagilmasinin kolayligini1 gosterir. Sonra simifi
ikiye boliip, bu defa kelimeleri kendilerine bulduralim. Boylece rekabetten dogan 6grenme giidiisiinii
tetiklemis oluruz.

A.A TlonaueBHas ise Ruscada vurgu diye bir fenomen oldugunun o6grenenlere daha ilk dersten
anlatilmasi gerektigini savunur. Cesitli yontemler onerir: koro, grup calismasi, zincirleme gibi
yontemlerdir bunlar. Dikte ve kelime ezberlemeyi ek olarak alir.

Yazim hatalarinin giderilmesi igin Oncelikle 6grenenlerin en cok vurgunun hareketliliginden
olmamasindan kaynakli hatalara diistiikleri gozlemlenmistir. Buna ders disi etkinliklerin ciddiye
alinmamasi, 6grencinin verilen 6devleri yapmamasi, tekrar ¢alismalarinda eksik kalmasi gibi faktorler
de eslik ettigi icin bu siirec gereginden uzun olmakta, bazen hata 6grenci tarafindan oldugu gibi
birakilmakta, bu da yanhs 6grenme yiiziinden Ogrencinin ileri seviyeye gec¢mesine engel teskil
etmektedir. Bunlarin oniine ge¢mek icin yazimda vurgusu hareketli kelime gruplarimin en c¢ok
kullanmilanlariyla yapilan etkinlikler 6grenci i¢in faydal olacaktir.

Ogrenme etkinlikleri sirasinda, 6grencilerin vurguyu yeni kelimeler ile beraber 6grendiklerinde dogru
yere koyduklar1 ancak dinleme etkinliklerinde karsilarina ilk kez cikan kelimelerde hatali yerlere
koyabildikleri gbzlemlenmistir. Buna gore yazma etkinliginin vurgu 6grenirken dinleme etkinliginden
daha etkili bir yontem olabilecegi goriiliir.

4. Gramer hatalarinin giderilmesine yonelik oneriler.

Tek basma vurugunun yanhs 6grenilmesinden kaynakli gramer hatalarini ¢6zmek i¢in en basa bakmak
yerinde olacaktir. Ogrenci el yazis1 alfabeyi nasil kullanacagini ve vurguyu cozememisse burada takih
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kalacak, ogretilen gramer kuralini sindiremeyecektir. Gramer kurallar i¢inde kaybolmadan ve neyi
yanlis anladigimi bile anlayamadan 6grenci yazim asamasinda desteklemek gerekmektedir. Vurgu
konusu gramer kurallarina girildiginde verilecek bir konu olmayip, baslangic seviyesindeki 6grencinin
ilk derslerine denk gelen bir yazim meselesidir.
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Exploring the effects of content-integrated writing instruction on students’
English writing skills in an EFL context!

Zennure ELGUN GUNDUZ2

APA: Elgiin Giindiiz, Z. (2018). Exploring the effects of content-integrated writing instruction on
students’ English writing skills in an EFL context. RumeliDE Dil ve Edebiyat Arastirmalari Dergisi,
(13), 207-219. DOI: 10.29000/rumelide.504944

Abstract

One of the main purposes of foreign/second language instruction is to improve language learners’
writing skills. A way that is often preferred by language instructors may be to teach vocabulary and
grammar of the foreign language and expect the students to write in that language automatically. An
alternative to such a traditional way of form oriented instruction can be to organize writing
instruction around a theme or a content in order to enable the students to acquire not only linguistic
forms but also thematic units within a context. The present research study tried to explore the effects
of these two approaches on writing development of foreign language (L.2) learners at a state university
in Turkey. In order to make a comparison between these two orientations, two groups were
determined as experimental and control groups and they were involved in writing instructions
designed in accordance with these two instructional approaches. The research study was conducted
through a quasi-experimental pretest - posttest research design. The results of the study suggest that
the method which offered a content-integrated writing instruction has been more effective in
developing students’ L2 writing than the traditional way of instruction.

Key words: Foreign language teaching, writing in foreign language, content-integrated instruction.
Oz

Icerik temelli yazma 6gretiminin 6grencilerin ingilizce yazma becerileri iizerine
etkileri

Yabanci/ikinci dil 6gretiminin baghca amaclarindan biri, dil 6grencilerinin yazma becerilerini
gelistirmektir. Yabanci dil 6gretmenleri tarafindan sikg¢a tercih edilen yontemlerden birisi,
ogrencilere yabanci dilin kelime ve dilbilgisi yapisin 6greterek bu yabanci dilde otomatik bir sekilde
yazmalarin beklemek olabilmektedir. Bu sekildeki yapi-odakli geleneksel yontemin bir alternatifi
yazma Ogretiminin bir tema veya bir icerik etrafinda diizenlenerek, 6grencilerin sadece dilbilgisi
yapilarini degil ayn1 zamanda belli bir baglam igcinde sunulan konular1 da 6grenmelerini saglamak
olabilir. S6z konusu calisma, bu iki yontemin Tiirkiye’de bir devlet {iniversitesindeki yabanci dil
ogrencilerinin yazma becerileri lizerine etkilerini incelemeye ¢aligmistir. Bu iki yaklagim arasinda bir
karsilastirma yapmak icin iki grup deney ve kontrol gruplar1 olarak belirlendi ve bu gruplara
calismaya konu olan iki yaklasima gore diizenlenmis olan yabanci dilde yazma dersleri verildi.
Aragtirma, Ontest-sontest arastirma desenine sahip yari-deneysel bir calismadir. Calismanin

1 Part of this paper was presented as an oral presentation at Diizce University International Conference on Language (DU-
ICOL / WRITING - 2018) held on 18-20 October, 2018.
2 Dr. Ogr. Uyesi, Ardahan Universitesi, Insani Bilimler ve Edebiyat Fakiiltesi, Bat1 Dilleri ve Edebiyatlar1 Boliimii, (Ardahan,

Tiirkiye), zennureelgungunduz@ardahan.edu.tr, ORCID ID: 0000-0003-4420-5772 [Makale kayit tarihi: 15.11.2018-
kabul tarihi: 22.12.2018; DOI: 10.29000/rumelide.504944]
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sonuglari, igerik temelli yazma 6gretiminin 6grencilerin yabanci dilde yazma becerilerini gelistirmede
geleneksel yontemden daha etkili oldugunu ortaya koymaktadir.

Anahtar kelimeler: Yabanci dil 6gretimi, yabanci dilde yazma, icerik temelli 6gretim.
Introduction

Writing is one of the most essential skills that should be developed for second/foreign language (L2)
learners. When the fact that writing even in one’s own native language requires extensive instruction
and it does not develop all by itself is considered, the importance of L2 writing instruction may be better
inferred. As writing is an action involving a number of elements such as the conveyance of one’s thoughts
and feelings, the use of lexical units, rhetoric, language use, text organization, cohesion and coherence,
the development of writing skill for L2 learners is a multi-dimensional process. As a result, throughout
the history of L2 writing research, various conceptions about L2 writing have been suggested.

A review of the theories of writing and the instructional processes of writing that have been subject to
research studies yields that it is not possible to arrive at a prescriptive and “one size fits all” type of
instructional perspective that results in effective teaching of writing skill in L2. However, a review of the
basic approaches to L2 writing can provide a framework for organizing L2 writing instruction. The
literature on L2 writing research presents various classifications of the approaches to L2 writing under
various titles such as process-product oriented approach, content-form oriented approach, cognitive-
social oriented approach to writing (Agustin Llach, 2011). Grabe (2001b, p. 53) presents a list of
conditions that should be taken into consideration during the process of L2 writing instruction, which
is like “knowing the language, knowing how to use the language, the human learner, individual abilities
and preferences, the social context, attitudes and motivation, opportunities for learning and practice,
formal instructional contexts, processing factors, cultural variability, content and topical knowledge and
discourse, genre and register knowledge.” All these conditions are considered to be effective in the L2
writing. Another illustration of the different approaches to writing is provided by Hyland (2003, p. 2) as
the different foci of L2 writing instruction such as “language structures, text functions, themes or topics,
creative expression, composing processes, content, genre and contexts of writing.” The basic concepts
in teaching L2 writing as suggested by Hyland (2003) may be briefly explained:

Focus on language structures implies that learning to write in L2 is possible through learning
grammatical and lexical knowledge. It is considered that if learners have enough knowledge about
syntactic patterns and cohesive devices and can make appropriate vocabulary choices, they can produce
texts. Accuracy is considered to be vital for a good writing and grammatical and lexical knowledge is
considered to be a pre-requisite for successful writing. Writing exercises often involve guided production
of compositions such as filling in gaps, completing sentences or transforming certain units of sentences
like pronouns or tenses (Agustin Llach, 2011; Hyland, 2003; Zaiiga, 2006).

Focus on text functions emphasizes the idea that in order to achieve certain communicative functions,
certain models should be applied. Texts are viewed as composed of structural units such as introduction,
body and conclusion; therefore, writing exercises often involve reordering sentences, and choosing
appropriate sentences to fill in the gaps in a paragraph. It is considered that in order to ensure that
students write effective paragraphs, they need to be taught how to write topic sentences, how they can
make transitions between paragraphs or sentences; and it is believed that students should be provided
with models which they can follow to produce their own texts. Composing tasks that often include so-
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called types of writing such as narration, description or argumentation are taught and students are
expected to structure their texts based on the distinctive models of writing (Agustin Llach, 2011; Hyland,
2003; Matsuda, 2003; Silva, 1990).

Focus on creativity suggests that students’ creativity needs to be encouraged and students should be
fostered to express themselves and reflect their own meanings. Teachers try to stimulate writers’ ideas
and to provide them with opportunities to reflect their own meanings in their scripts. Instead of focusing
on formal features of written texts, teachers respond to students’ ideas (Murray, 1985).

Focus on the writing process emphasizes cognitive processes involved in writing. Writing process is
considered to involve various steps such as “planning, drafting, revising, and editing” (Hyland, 2003, p.
11). Teachers try to guide their students from the beginning to the end of the writing process for the
purpose of increasing their metacognitive awareness about the stages they follow / should follow when
producing their texts. Process approach to writing is often supported by most researchers and teachers
in L2 writing field; however, it should be also considered that writing is a process influenced not only by
cognitive stages showing writers how to write but also by an understanding of the relevant topic,
audience, psychological factors, purpose, social, and cultural norms (Hyland, 2002; 2003).

Focus on content emphasizes the role of integrating content in writing courses as it is conceived that
studying content provides writers with the knowledge to write about. When students are asked to write
on a specific topic, it may be often the case that they may not have any idea (or very little) on that topic;
therefore, they may not develop a coherent and meaningful text. Therefore, familiarizing students with
certain themes may contribute to their writing. This is often done through extensive reading (Grabe &
Kaplan, 1996), which also provides students with relevant information about the use of certain language
structures and also rhetorical patterns.

Focus on genre proposes that there are certain social conventions that should be followed to be able to
achieve certain purposes. Different social purposes call for different genres; for example, a prescription
differs from an essay or a poem is different from a novel depending on the purposes for which they are
produced. Language is used in particular ways in order to accomplish certain purposes (Halliday, 1994).
In order to enable students to produce texts in compliance with certain genres, teachers provide them
with texts written in target genre for an explicit awareness of language and style for that genre.

It is clear that due to the multi-dimensional nature of L2 writing instruction, the approaches to the
development of writing skill have focused on different aspects of writing instruction. The prevalent view
is to consider these orientations not as opposing views that replace the previous one, but as curriculum
options complementing each other (Cumming, 2010; Hyland, 2003; Matsuda, 2003; Silva, 1990). As
Cumming (2010, p. 19) states “No single theory might ever explain such complex phenomena as second
language writing, which necessarily involves the full range of psychological, cultural, linguistic, political,
and educational variables in which humans engage,” each of these orientations towards L2 writing can
be viewed as a piece of a puzzle in order to explain the nature of writing in foreign language.

Although the general tendency towards L2 writing is to view it as an eclectic process, it is often the case
that one theory becomes more dominant for a teacher and therefore s/he conceptualizes his/her work
and organizes the instruction around this theory (Cumming, 2003). For instance, it is common to focus
on the correct use of language structures during L2 instruction in traditional language teaching settings,
which also affects the way instructors view writing instruction; that is, focus on language forms may
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become the “dominant” (in Cumming’s terms) approach in instructional processes. The research study
that is the topic of this paper has been conducted in such an instructional environment where L2
instruction was organized around a single approach, which was focus on language forms. As an
alternative to such a one-dimensional approach, the researcher aimed at introducing another alternative
that is content integrated L2 writing instruction as use of content and context has been considered to
address L2 writing as an end in itself not an automatic outcome of grammar-focused instruction (e.g.
Agustin Llach, 2011; Cumming, 2001; 2003; Grabe & Kaplan, 1996; Hyland, 2003). Before presenting
the details about that current research study, the following section will provide an illustration of content
integrated writing instruction.

Content-integrated (theme-based) L2 writing instruction

Content based approach suggests content integration in language teaching can provide the attainment
of language skills and acquisition of content at the same time (Brinton, Snow & Wesche, 1989; Crandall,
1987; Met, 1991; Mohan, 1986). It is thought that learning takes place effectively when language learners
are exposed to meaningful input and when they are required to complete purposeful tasks. The curricula
in content based settings are organized around content rather than being determined by mere forms and
structures (Stryker & Leaver, 1997). In content based instruction, language is considered to have a
function of being a medium for learning a subject matter and communicating (Coyle, Hood, & Marsh,
2010). Content is viewed as a curricular subject matter of various fields such as history, geography, arts
or literature (Banegas, 2012).

In order to engage students in teaching and learning process, teachers try to select authentic texts and
tasks that are compatible with the students’ cognitive and affective needs, socio-demographic
background and language proficiency, and such a consideration can contribute to students’ motivation
to discover and learn target points during a language course (Genesee, 1994, Leaver & Stryker, 1989). In
language learning contexts, students are provided with texts which are used not only for the
development of language proficiency of the students but also for learning something new. In addition to
use of authentic texts, diverse materials are also used to stimulate students to complete meaningful and
purposeful tasks that are considered to be similar to real life experiences (Brinton et al., 1989; Crandall,

1987).

There is not only one type of content-based instruction, instead, depending on the instructional
purposes of a learning environment, it is possible to offer a range of types of content-based instruction.
For instance, Met (1999) provides a continuum of content-based models ranging from content-driven
types to language driven types of content based instruction. If the basic purpose of a language class is to
teach a certain content through language, content-driven types such as sheltered courses and immersion
programs can be preferred; on the other hand, if the basic purpose is to teach language through content,
language-driven courses such as theme-based models can be implemented. The most frequently applied
model of CBI is theme-based model (Stoller & Grabe, 1997). In theme-based model, themes that are
intended to provide the content for language instruction are determined considering learners’ profiles.
The use of themes in language classes ensures a meaningful, purposeful and contextualized learning
environment (Snow, 1991). That continuum can imply that there is no single way or model to integrate
content and language (Coyle, Hood & Marsh, 2010) as each language learning environment has unique
properties, the integration of content and language can be shaped in accordance with those distinct
features (Banegas, 2012).
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One of the basic premises of content based instruction is the idea that people can learn a new language
more effectively if they are given chances to learn new knowledge through that language (Larsen
Freeman & Anderson, 2015; Richards & Rogers, 2001). The use of content from diverse subject matter
areas can enrich language learning environment leading to a more motivating and interesting teaching-
learning processes and this can lead to an increase in students’ success in language learning (Chapple &
Curtis, 2000; Crandall, 1987; Met, 1991).

When considered within the framework of L2 writing instruction, content integration can be an
alternative to the idea that students’ writing skill can develop automatically as a result of grammar
focused language classes where language forms and vocabulary items are taught as isolated bits and
pieces. As in many situations writing activities are organized around issues such as “pollution,
relationships, stress, juvenile crime, smoking, and so on,” implementing a writing instruction around
such a content or a theme can form the necessary background knowledge about which language learners
may have little or no knowledge (Hyland, 2003, p. 15). In addition to the development of background
knowledge, integrating content in writing instruction can also provide students with opportunities to
see how they can organize their opinions about a topic, how language is used and which lexical items are
used about a given topic. In order to achieve these goals, intensive and extensive reading activities are
most frequently preferred techniques for the development of writing skill in a content-oriented language
classroom as reading texts from various subject areas provides learners with new knowledge in a subject
area, and with the “rhetorical and structural knowledge” that they need to possess to produce written
texts (Ferris, 2011; Grabe, 2001; Grabe & Stoller, 1996; Hyland, 2003, p. 17).

On the basis of the theoretical framework suggesting that integrating content in writing classrooms can
have positive effects on students’ writing development in L2, the current study tries to explore the effects
of integrating content in L2 writing instruction in an EFL context in which writing development had
been considered to develop automatically as a result of grammar-focused language courses.

Method

The study was a quasi-experimental research with a pretest-posttest research design involving a control
and an experimental group. As the groups had been already formed before the research, it was a quasi-
experimental study; however, the control and experimental groups were determined randomly.

Participants

The participants of the current research study consisted of 47 EFL students. 24 of them were in control
group and 23 were in the experimental group (see Table 1). They were students at preparatory
classrooms, and they were at the age of 17-18.

Table 1: Frequency and Percentage of the Participants According to Groups

Experimental Control Total
Freq. % Freq. % Freq. %
Female 18  38.3% 21 44.7% 39 83%
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Male 5  10.6% 3 6.4% 8 17%

Total 23  48.9% 24 51.1% 47 100%

At the beginning of the research study, the researcher asked the participants to respond to a survey
which consisted of questions about their language learning experiences. The survey consisted of
questions such as “When / where did you start to learn English? Is there anybody who is a native English
speaker in your family? Have you ever had the chance of being abroad? What are the learning
environments that you are (or have been) exposed to English? Which department did you graduate from
at high school?” Students’ answers to the survey questions yield that all of them have been exposed to
English at state schools starting from fourth grade. They have never been exposed to English intensively,
instead they have been exposed to English approximately three or four hours a week throughout their
education life. None of the students have had chance of being abroad, and the only environment that
they have had chance of being exposed to English has been English classes at school. All of the
participants have entered university based on their verbal ability points (not on foreign language
examination points). At the beginning of the semester, they were given a proficiency exam, and their
level of English was determined to be pre-intermediate based on their scores of proficiency exam, and
they were distributed to their current classes randomly at the beginning of the semester; they had been
learning English at preparatory class for one month — 20 hours of English a week — when the research
study started. As the researcher tried to make a comparison particularly on their writing development,
at the beginning of the research, the researcher gave a writing test to both groups to see whether the
groups were similar in terms of their L2 writing level. In order to analyze the participants’ scores, Mann
Whitney Test was administered as the number of the participants was below 30 in both groups and the
dependent variable (pretest means) was not normally distributed for both groups according to
Kolmogorov-Smirnov Normality Test. Pretest scores of both experimental group (D (23) = .251, p= .001)
and control group (D (24) =. 371, p= .000) did not have a normal distribution.

The results of the Mann Whitney Test analysis for the pretest scores are given in Table 2.

Table 2: Mann Whitney Test Results for Experimental and Control Groups in Writing Pretest

Group N Mean Rank Sum of ranks U P
Experimental 23 25.04 576.00

252.00 .578
Control 24 23.00 552.00

As presented in Table 2, in order to find out whether there was a statistically significant difference
between two groups in terms of their English writing scores at the beginning of the research study, Mann
Whitney Test was applied on pretest means. The results showed that there was not a significant
difference between experimental and control groups in writing pre-test (U= 252.00, p= .578, z= -.556,
r= -0.081). Therefore, it could be concluded that both groups were similar in terms of their English
writing scores at the beginning of the research study.

Data collection instruments
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Two writing tests were given to the both groups before and after the study as pretest and posttest.
Students’ essays were evaluated by two raters using a rubric adapted from C. Weir (1990, as cited in
Weigle, 2002, p. 117). The rubric was an analytic rubric that consisted of seven criteria which were
content, organization, cohesion, vocabulary, grammar, punctuation and spelling. Each criterion was
divided into four levels with score points ranging from o to 3. Therefore, the minimum possible score
would be 0 while the maximum one would be 21. However, for the reasons of convenience, the researcher
preferred to make scoring over 100; however, the levels of the rubric were kept as in the original. As a
result, the possible maximum total score was 100 while the possible minimum score was 30. The raters
scored the essays analytically taking the rubric as the basis for objective and reliable scoring; however,
the analyses were conducted on the total scores of the participants in order to present the findings in a
more concise way.

Data collection procedure

At the beginning of the research study, both groups were given a writing task as a pretest. They were
required to write an essay on a topic they had already covered in their previous classes. Then the writing
instruction process started and lasted for four weeks, that is 24 hours of writing courses. The
experimental group received content-integrated writing instruction while the control group received
their regular, traditional way of instruction. At the end of the study, they were required to write another
essay on the topic covered during the study as a posttest.

During the instructional process, the researcher instructed both the control and the experimental groups
as it was the case before the research study and both groups were taught during their regular class hours.
The control group did not receive any implementation different from their previous courses, that is they
were instructed in the same way as before. The teaching and learning materials involved reading texts
provided by the instructor; the learners did not follow a specific textbook; instead the instructor
provided students with a bunch of texts from different sources such as English teaching websites,
textbooks or English newspapers. The basic focus of the courses was grammar instruction. The
instructor taught the target grammatical forms in isolation and provided students with examples out of
context. The students were also asked to make sentences using the target grammar form without any
context. When they were reading the texts the instructor tried to attract students’ attention to the use of
particular forms. Another focus of the courses was memorization of new words. In order to learn some
vocabulary items, the students were required to read texts and memorize the word lists related to those
texts. Writing activities involved answers to reading comprehension questions, fill-in-gaps exercises,
completion of sentences. In general, writing activity was seen as a way of practising the target linguistic
structures and lexical items, expecting that writing skill would develop “automatically” as a result of
grammar instruction and memorization of vocabulary items.

The experimental group was provided with a content integrated writing instruction. In order to integrate
content in the writing courses, the instructor basically used reading texts from different textbooks or
internet resources instead of following one course book. When designing the classroom activities, the
instructor considered the suggestions by Ferris (2011) in order to make ultimate use of content resources
for the development of writing skill. These involved processes such determining some key words related
to the topic and talking about the topic of the text before reading the texts, requiring students to
determine lexical items or phrases that are unfamiliar to them while reading, and asking students how
language features were used in context. The teacher mentored the students to analyze the language use
and attend to particular lexical usages and guided them to apply such usages to their own writing.
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Writing was seen as a goal, and students were stimulated to write to convey a meaning within a context
and to achieve a purpose, not just to practice a target grammar point.

Data analysis

Before conducting statistical analyses on the essay scores, first the researcher tried to ensure that essays
were scored in an objective and reliable way. For that end, focusing on various aspects of the essays such
as text organization, coherence or mechanics would make it easier to score the essays objectively and
reliably as suggested by Wolcott & Legg (1998); therefore, analytical scoring was preferred. However,
within the scope of the present paper, instead of handling each criterion in the rubric one by one and
conducting analyses on each of them and presenting tables separately for each level, the data analyses
were conducted on the total scores of the participants for the reasons of brevity as the basic aim of the
research was to make an overall comparison between content integrated method and traditional way of
instruction in terms of L2 writing development.

In addition, as it is strongly suggested that teachers should score the students anonymously for objective
scoring and - if possible - the same person had better score the written work twice or a second person
had better score the written piece for the second time using the same rubric (Airasian & Russell, 2011),
the participants’ essays were scored by two raters anonymously for objective and reliable scoring. The
interrater reliability for pretest essays was found to be .82 and for the posttests .80, suggesting that
scoring was conducted in a reliable way. In order to analyze the participants’ pretest and posttest scores,
Mann Whitney Tests were administered as the number of the participants was below 30 in both groups,
and pretest means of both experimental group (D (23) = .251, p= .001) and control group (D (24) =. 371,
p=.000) did not have a normal distribution according to Kolmogorov-Smirnov Normality Test. In terms
of posttests, although posttest scores of control group (D (24) = .171, p=. 069) were normally distributed,
the fact that posttest scores of experimental group (D (23) = .231, p=. 003) were not normally distributed
according to Kolmogorov-Smirnov Normality Test necessitated the administration of Mann Whitney
Test on posttest scores as well. In addition to these analyses, in order to make a comparison between
pretest and posttest means of either group, Wilcoxon Signed Ranks Tests were applied for each group.

Findings

The findings of the research study will be presented based on the data analyses conducted on the
students’ total scores for pretest and posttest. Although it would be possible to conduct analyses on each
criterion in the analytic rubric used for scoring the essays and make comparisons for each criterion
between and within the groups, the present paper prefers to conduct the analyses on the total scores of
the participants as it basically tries to make an overall comparison between two methods.

First of all, in order to compare pretest and posttest scores of control group, Wilcoxon Signed Ranks
Test was applied. The results are presented in Table 3:

Table 3: Wilcoxon Signed Ranks Test for Control Group Pretest and Posttest

N Mean Rank Sum of Z P
Ranks
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Writing posttest-
writing pretest Negative ranks 1a 13.00 13.00
. -2.899 .004
Positive Ranks 15b 8.20 123.00
Ties 8c
Total 24

a. writingposttest < writingpretest
b. writingposttest > writingpretest

c. writingposttest = writingpretest

The data in Table 3 present that there was a significant difference between pretest and posttest writing
scores of control group (z = -2.899, p = .004) suggesting that regular implementation had positive effects
on improving writing skills of the control group.

In order to make comparison between pretest and posttest scores of experimental group, Wilcoxon
Signed Ranks Test was conducted. The results are given in Table 4.

Table 4: Wilcoxon Signed Ranks Test for Experimental Group Pretest and Posttest

N Mean Rank Sum of Z P
Ranks
Writing posttest-
writing pretest Negative ranks 18 1.00 1.00
. -4.105 .000

Positive Ranks 21b 12.00 252.00

Ties 1¢

Total 24

a. writingposttest < writingpretest
b. writingposttest > writingpretest

c. writingposttest = writingpretest

The data in Table 4 present that there was a significant difference between pretest and posttest writing
scores of experimental group (z = -4.105, p = .000) suggesting that content-integrated writing
instruction had positive effects on improving writing skills of the experimental group.

Considering the results of the statistical analyses presented in Tables 3 and 4, it may be inferred that
both instructional methods seem to have positive effects on L2 writing skill development if the external
variables such as maturation, being exposed to English in other courses or reading English books for
pleasure etc. are not considered. Therefore; in order to compare experimental group and the control
group to see which instructional application was more effective, Mann Whitney Test was applied on
posttest scores of both groups. Table 5 presents the results on post-test scores for both groups.

Table 5: Mann Whitney Test Results for Experimental and Control Groups in Writing Posttest

Group N Mean Rank Sum of ranks U P
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Experimental 23 31.70 729.00

99.00 .000
Control 24 16.63 399.00

The data in Table 5 present that there was a significant difference between the control group and the
experimental group in terms of their means in writing posttest (U= 99.00, p= .000, z= -3.808, r= -
0.555). Therefore, it can be suggested that the content-integrated technique implemented in
experimental group was found to be more effective than the regular method implemented in the control
group in developing students’ L2 writing skills.

Conclusion

The findings of the present study put forward that integrating content in writing classes had positive
effects on students’ L2 writing within the context in which research was conducted. The basic rationale
for that finding can be the fact that organizing writing instruction around a content can enable students
to see real examples of the various aspects of L2 writing such as language use, organization, use of lexical
items, coherence and cohesion (Ferris, 2011; Hyland, 2003). As students are frequently exposed to
authentic reading texts they had chance for recognizing various patterns of language use, vocabulary
usage, text organization used in various types of texts, which could lead to an awareness of the elements
involved in writing (Banegas, 2012; Zuniga, 2006). When the participants’ pretest essays were
considered, it was clearly seen that most of the essays consisted of sentences or only phrases that did
not make any sense as a whole. The raters stated that it was difficult to score those essays as they thought
they consisted of bits and pieces of sentences. The posttest essays of the experimental group showed that
the essays had an organization, at least. In addition, it was observed that the students tried to make use
of cohesive devices, and they tried to organize sentences or paragraphs around a certain idea. They also
showed evidence of the fact that the participants tried to use vocabulary items in proper places to convey
a content not just to show that they knew some vocabulary items. In terms of the posttests of the control
group, it was also found that there was a significant difference from pretest to posttest of the control
group. This case might have resulted from the fact that they could also learn new vocabulary items and
used grammar forms in a more correct way when compared with their pretest essays. However, it was
also clear that in terms of content, text organization, coherence and cohesion, there was not much
improvement in posttest essays of the control group observed by the researcher and the raters. At that
point, considering the means of the experimental and control groups in pretest and posttest can also
provide insights about the writing development of both groups. The pretest and posttest means for the
experimental group were 31.74 and 47.00 respectively while those of the control group were 32.00 and
35.88 respectively. Although the increase in means are considered to be significant statistically, it is clear
that experimental group had a “sharper” increase compared with the control group.

It is not possible to expect an overall increase in students’ L2 writing without dealing with each
dimension of writing process separately. Content integrated approach to writing enabled instructor to
attract students’ attention to each dimension of writing besides seeing the overall picture of a written
text. As content integrated writing instruction provides learners with authentic use of content, students
can build knowledge of content in order to write about a subject matter (Beckett & Gonzalez, 2004;
Ferris, 2011; Grabe & Stoller, 1996; Met 1999). In a parallel way, students also have the opportunity in
order to learn new vocabulary items within a context. When the knowledge of vocabulary is considered
as one of the cornerstones of producing written texts (Agustin Llach, 2011), building up a knowledge
base for vocabulary through content can be viewed as another reason for the findings of the present
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study that put forward that experimental group had significantly higher mean scores in posttest writing.
Another important issue about writing is considered to be accurate use of language forms. During the
process of the implementation of content integrated instruction, students were provided with explicit
instruction of certain grammar rules in accordance with their needs; in addition, they could also see the
use of those grammar points in various texts. As a result, it may be inferred that as put forward by Zaiiga
(2006) and Schneider (2005), organizing lessons around a content within a context can lead to effective
grammar instruction. A context in which content and language are integrated can also provide students
with knowledge of the types of communicative styles in order to convey knowledge of content in an
acceptable way (Beckett et al., 2004). This knowledge can enable students to construct their texts
effectively, contributing to an overall improvement in students’ writing, as well.

Besides focusing on particular language forms or new vocabulary items separately when needed, content
integrated writing approach enables students to see how they can use those particular forms within a
context. That is, instruction is not limited to isolated practising of target forms or words. As students are
expected to make meaning in various contexts, and as it is great importance for students to achieve real
communicative purposes in accordance with the social and linguistic norms of a variety of contexts
(Colombi & Schleppegrell, 2002; Eggins, 1994), use of authentic contexts that provide the required
social and linguistic knowledge to construct meaning (Halliday, 1994; Mohan & Beckett, 2001; Vygotsky,
1986) can help them meet that expectation. There are quite a number of previous research studies
suggesting that in order to enable students to acquire and use language to convey their thoughts and
present their knowledge on a topic of a discipline appropriately, authentic subject matter content can be
utilized instead of mere drilling or practising of basic language forms (Adamson, 1993; Early & Hooper,
2001; Eggins, 1994; Mohan & Beckett, 2001; Smoke, 2001). However, further research is still needed to
find out the effects of content integrated L2 writing instruction in various contexts.

As in many research studies conducted in the field of education, the present study has certain limitations
as well. The basic limitation was that it was conducted with a limited number of participants. Another
one can be the fact that it was conducted through a relatively short period of time in which it may be
difficult to expect students to develop their writing skill although the researcher tried to overcome that
limitation by asking students to write on a topic covered during the lessons. Despite such limitations, it
can be suggested that the findings of the current study can imply that organizing L2 writing instruction
around a theme or a content may have positive effects on students’ L2 writing development compared
to the traditional approach emphasizing only grammar instruction and memorization of vocabulary
items and acknowledging writing skill development as a “by-product” of practising language forms.
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APA: Kaghado, C. (2018). Main ideas: An investigation into student writing. RumeliDE Dil ve
Edebiyat Arastirmalar: Dergisi, (13), 220-225. DOI: 10.29000/rumelide.504947

Abstract

Written final exams of many ESL or EFL students attending college or university are often written
and memorized before the actual test in some manner. Often, the students will usually have some
sort of idea of what they will be tested on in the final exam. As such, they are under pressure to
perform and not only that, but to obtain a certain percentage on their final exam. From my personal
observations, these students usually memorize their answers beforehand and simply rewrite them
during their final exams. The students may or may not have adequately prepared for their final exams
and may at times forget the material that they tried to memorize. This paper addresses the issue of
whether or not students are able to independently compose a solid main idea in the writing process
(n=39). Furthermore, additional observations will be made. For instance, can these students connect
ideas and arguments based off of their main idea? This paper aims to contribute an analytical
approach for instructors at Duzce University so that they may assist students with their composition
writing skills in the future.

Key words: Memorize, main idea, observations, arguments, writing.
Ana fikirler: Ogrencilerin yazma becerilerinin incelenmesi
Oz

Liselerde ve iiniversitelerde ikinci dil veya yabanci dil olarak ingilizce 6grenen 6grencilerin final
sinavlarinda yazdiklar1 metinler genellikle sinavdan Once bir gekilde yazilip ezberlenir. Genellikle
ogrenciler sinavlarda kendilerine sorulacak yazma konusu hakkinda bir sekilde bir fikre sahiptirler.
Ogrenciler bir eding baskis1 altinda ve final smavlarindan belli bir puan almak zorundadirlar. Benim
kisisel gozlemlerine gore, bu 6grenciler cevaplari sinavdan 6nce bir sekilde ezberleyip sinav esnasinda
sadece bunlar yazarlar. Ogrenciler bazen final sinavlarina yeterince cahismamus olabilirler ve bazen
de ezberlemeye calistiklar1 materyalleri unutabilirler. Bu ¢alismada, 6grencilerin yazma siirecinde
somut bir ana fikri kendi baglarina olusturup olugturamadiklar: incelenmistir (n=39). Bunun yan
sira, ek gozlemler de yapilacaktir. Ornegin, bu 6grenciler ana fikirden soyutlanmus fikir ve goriisleri
iliskilendirebiliyorlar m1? Bu calisma, Diizce Universitesi'ndeki ogretim gorevlilerine gelecekte
ogrencilerine kompozisyon yazma becerilerinde yardimc1 olabilmeleri i¢in analitik bir yaklasima
katkida bulunmay1 amaclamaktadir.

Anahtar kelimeler: Ezber, ana fikir, gozlem, goriis, yazma.

Introduction
1 Part of this paper was presented as an oral presentation at Diizce University International Conference on Language (DU-
ICOL / WRITING - 2018) held on 18-20 October, 2018.
2 Ogr. Gor., Diizce Universitesi, Yabanci Diller Yiiksekokulu, (Diizce, Tiirkiye), cetenay@duzce.edu.tr, ORCID ID: 0000-

0002-4859-152X [Makale kayit tarihi: 16.11.2018-kabul tarihi: 23.12.2018; DOI: 10.29000/rumelide.504947]
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This paper is the culmination of close analysis and investigation which I conducted on the samples of
written exams completed by Hazirlik students. I personally transcribed all 39 handwritten exams and
uploaded them online for my colleagues and other teachers at the university to review. My findings
revealed that much insight can be gained from the way in which students write because there is a link
with the way they process and remember information and their writing. This paper will provide the point
of view from a native English language teacher after having observed written work from ESL and EFL
students. As English (2011, pg. 102) points out, “Learning is not a neutral process of acquisition of skills
sets, as implied in skills discourses, but a transformative process in which our different identities and
our different frames of knowledge intermingle.” My hope is that my contribution will help transform
future generations of teachers and students to view writing in English differently and to work on
developing their weak points and expand on their strong points.

Since I am a teacher at Hazirlik, I have been exposed to how students prepare themselves for exams as
well as how they perform on exams. I know because I have actually sat in and tested students in speaking
exams, which test their capacity for speaking and comprehending the English language. It is from my
own personal experience and observation where I am able to say that students often enter the
examination rooms with some sort of prior knowledge of what the exam content is. That being said, the
question of whether or not the students have a full grasp and have in fact learned the course material
still lingers. The patterns of writing I have discovered suggest a direct correlation with the memorization
of a set of sentences, and then transferring them onto the exam paper during the time of the actual exam
itself.

Method

In total, I have sampled the writing exams of 39 students from the Hazirlik written exams. With 25 being
the highest grade able to be earned by a student, most students averaged in at about 14 out of 25 points.
That being said, only three of the 39 students earned a 25 out of 25 on their final exams. Meanwhile,
only seven other students had grades ranging within the 20’s. When divided in half, 14 is just a little over
the halfway mark of 12.5. This means that the majority of these students sufficiently passed the written
portion of their Hazirlik final exams. However, it is safe to say that the three students who earned a 25
out of 25 grade on their final exams excelled beyond their peers in writing skill and the seven other
students who ranged in the 20’s, possessed able qualities which allowed them to also perform well.

As Mitchell explains,

“...inherent within the cognitive perspective is this notion of technique. The belief was that once
successful techniques were delineated through the study of successful writers, these strategies could
be imparted to students. These very strategies in many ways began to represent, or in fact constitute,
a body of knowledge, one easily codified into a set of techniques or rules for carrying out the writer’s
task.”

Taking my search and grading criteria into consideration, I had several rules or techniques with which I
conducted my evaluations of the student writing samples. These rules include: composing a main idea,
connecting their ideas together, vocabulary comprehension, overall use of language, wording style,
length and organization of the piece, and any grammatical errors that were present. When considering
the cognitive writing approach, if students could incorporate such strategies into their writing, then
essentially, they would be able to successfully carry out their writing task. These were some of the key
factors that I reflected on while surverying the written portion of the Hazirlik final exams because I felt
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that they were the most essential parts that come together as a whole, unified experience while reading
a composition piece and trying to interpret it.

1. Findings

The writing patterns of this are evident because for instance, a student will be midway through a
sentence or thought and the writing will just abruptly stop. This clearly indicates that a student
memorized their answer and simply just forgot the rest of their answer. One example of this would be
when a student wrote, “People don’t improve themselves.” This student wrote this sentence without even
including a period at the end. As a result, the work is left incomplete due to the sudden ending. As
readers, we are left wondering how and why people don’t improve themselves. Usually, while students
are trying to commit themselves to writing an ending to their composition, they will improvise with
information that is relevant or in close connection to the subject matter. However, that is not the case
with the student exams from the written portion of the Hazirlik finals. More often than not, students can
be seen merely making a claim in a proposed argument and without warning, ending their piece
unexpectedly and without making a further attempt in finishing what they initially started.

Moving on, the students at times wrote in sentence fragments, which sends a message of the temporary
inibility to recall one’s memory to a certain degree. In short, they simply could not get their thoughts
together while trying to remember what they had to write for the exam response. This leads to the issue
of connecting ideas based off of their main idea. Often times, the students would branch off and veer
into a different direction entirely, as opposed to where they originally began in their writing. This leads
to the endings of compositions written by the students to be fractional and lacking any sort of final
resolution. What is essentially missing is elaboration or evidence after having made a claim or statement.

The three students who did earn the maximum of 25 points on their written exams did indeed stand
apart from the rest of their peers. They stood apart in terms of formation, content, and execution. That
includes but is not limited to being able to introduce their subject matter, form a solid main idea,
supporting their main idea with legitimate reasons, constructing the highlight of their piece, and
including a proper conclusion. The students who did attain a 25 would do things in their writing that
clearly established both their understanding of the exam topic, and their writing skills.

The capability of these students was exhibited when they would do things in their writing such as
defining words or phrases in their introductions, and explaining the points that they established with
logical thinking and reasoning within their body paragraphs. One concise example of this would have to
be when a student wrote, “Influenc[ing] people[’s] behavior means according to movies or television,
people make some different changes [in] their speaking, opinion, and daily routine[s].” This ability of
expanding on a subject displays that the student is ready to provide more information when requested
to do so, i.e. connecting ideas, while at the same time staying focused on the objective in front of them;
their main idea. One may say that memorizing the definition of something is fairly easy, however,
considering having to build an entire response based off of that definition is where the real challenge
is—the explanation part of the writing task.

For instance, one of the three students who got a 25 on their paper wrote the following: “Influencing
people’s behavior means effecting people to change their ways [of action.]” In some rare cases, such as
the aforementioned sample, students choose to define or paraphrase a quote in their writing. This
distinguishes them from their peers in the way that they choose to approach their writing: which is the
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systematic method of setting their main idea into motion. In essence, they have cleared the way so there
is no room for errors to be made; the subject matter has been defined so we can delve right into dissecting
it.

Furthermore, these students would try to impart messages to their readers as well as try to give advice
to them. To illustrate once more, the same student who scored a 25 on their paper also wrote the
following: “[a] television [show] or a movie will try to give you a message, saying something like ‘be
brave’ or ‘if there [are] humans, there is hope.” If you catch these messages and apply them to your life,
[then] your behavior will become better.” Not only are these well-thought-out quotes, but the advice that
is given at the end is in harmony with the quotes. There is a clear indication of unity that is prevalent
throughout this student’s writing; which is why it was one of the most successful submissions in the
Hazirlik final exams. Surely, not only is higher-level thinking showcased in these instances, but so is
higher-level writing.

2. Findings

Moving on, something these stronger writing pieces all have in common is a calculated introduction.
The subject is introduced to the readers while also giving a brief insight into what will follow later on in
the rest of the writing. An accurate example of this would be the following introduction from a different
student that scored a 25 on the Hazirlik final exam as well: “Do you watch television? If yes, [then] what
kind of TV programs do you watch? As everybody [already] knows, there are a lot of people who watch
television frequently [and] there are TV programs and movies that affect people easily.” The type of
introduction that begins with a question works really well at pulling readers in; it is an attention grabber
and it was effectively deployed by this particular student.

Next, a statement or argument is presented for the readers to consider. Following which, evidence is
relayed to the readers and this compels the readers to really believe the writer and side with the writer
and their perspective on the subject. Thus, we are faced with such an example from the third and last
student that scored a 25 on the Hazirlik final: “TV or movies might make people asocial. According to
research, people who always watch TV [tend to be] more asocial than others.” As mentioned before, this
is an appropriate example of a statement being made and then being backed up—in some way, what is
stated is reinforced.

Upon further reading, what I like to call the highlight moment of the writing piece will be sure to follow.
The highlight moment of the piece is what makes it academic and exceptional in the scope of writing
analysis. An example of a highlight moment will usually be something along the lines of a fact or a set of
facts pulled from researchers or quotes that are synchronized with the rest of the piece. An example that
stood out to me while I was reviewing the final exams would have to be this one from a student who
scored in the high 20’s: “...people who watch TV can [be isolated] from society. To illustrate, scientific
research shows that 47.25 % of people stay [at] home [and] watch TV instead of [going] outside.” As can
be seen, this is where the student’s writing skills are fully engaged.

As such, another exemplary feature these select students displayed in the written portion of their final
exams was how they imparted a little piece of themselves onto their readers. They would do this by giving
their opinion on the subject matter and not just stop at that—they would go on to account for why they
felt so in the first place. A decided example of this put into play would have to be the following excerpt
from a student who scored a 20 on the Hazirlik final written exam: “A year ago, when I [was watching]
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TV, I saw a man who [studied] mechatronic engineering and I [chose] this major because I [was]
impressed [by] him...[another] beatutiful example [would have to be] cartoons. For instance, when a
[super] hero save[s] a normal [person’s] life, [a child] want[s] to save their friend’s life in their game.”

The latter is something I hardly ever saw while spending the many hours that I did reviewing the Hazirlik
written final exams. What is normally seen is that the students would just declare something and leave
it at that—with little to no exploration of what they had just previously written. Not only that, but what
they are writing about is not being argued in any way. Essentially, it leaves the reader so to say “hanging”
and also searching for more information that is not presented in the writing. The following example was
selected from the work of a student who scored a 5 out of 25 to demonstrate an inconclusive ending:
“...we usually [turn on the] TV or [watch] a movie for [purposes] of relaxing, but the television we watch
for relaxing influences our behaviors. In my opinion, it influences us badly. The reasons are as follows:”
The student failed to express just how exactly watching television influences our behaviors and why it
is so that watching television influences our behavior badly. What’s more, the student did not even go
on to list the reasons for their stance on the matter. They just showed their intention for wanting to do
so but did not fully execute the entire task at hand.

This nonperformance to not follow through can be clearly seen in a number of writing samples from
students who took the Hazirlik finals. Another noteworthy example of a collapse in further explaining
or elaborating would have to be from the following excerpt from a student who scored a moderate 13 on
the writtten final exam: “So really, people must not spen[d] time [watching] television or movie[s].
Perhaps they [can do] different activities.” The student proposes a suggestion on how to find a possible
solution for people who watch, what seems to be, harmful television. However, examples of such
supplementary activities are not provided by the student. This dissappointing finding was accompanied
by a further claim made by the same student in their writing. The student goes on to write: “Finally, the
[programs these people watch bring] damage onto themselves, whereas people must look at
themselves.” Once more, an assertion is made later on in the writing which seems to point to self-
reflection. But one must ask, why is self-reflection relevant to this subject matter? The student, once
more, did not clarify or demonstrate this purpose in their writing.

Another matter that is worth mentioning is a consolidated ending, or conclusion to a student’s writing.
The key terms that I searched for while reviewing the final writing exams from the Hazirlik group
included: “in summary, in conclusion, to sum up, and finally.” The application of these terms in a given
student’s writing signifies to me, that the student knows and is familiar with the writing process, and
can confidently bring a sound ending to their work. A positive example of such an ending would have to
be that of one of the three students that scored a 25 on the Hazirlik written final: “To sum up, [the]
media has been affecting our [lives] in bad terms. [I believe] people should decrease watching TV or
movies. With this ensured, our future will be better.” Although I detected a little ambiguity towards the
end, it still exemplifies to me, a fairly solid ending to their work.

Conclusion

Presently, the observations made all had one focal point in mind: can students in fact compose an
authentic and concrete main idea in the writing process? Only 16 students out of the 39 students in total,
who took the Hazirlik final writing exam, demonstrated that they can construct an original main idea
and connect ideas and arguments together which are related to their main idea. In short, a little less than
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half of the total number of students were successful in this. I carefully scrutinized the papers and despite
the fact that I was sincerely hoping for a higher number, this is what my findings yielded.

In conclusion, I hope that the findings in my paper assist or inspire the academic community and
teachers at Duzce University to approach and view writing in a different way. There are so many
components to consider in writing that make the challenge in truly finding or creating quality writing, a
journey more than worth embarking on. The fact of the matter is that not only is writing a creative
process, it is an experimental one as well. Especially when considering student writing, there are many
cues that present themselves on how we can better guide and assist students in cultivating their written
works. Encouraging students to express and explore themselves as they write is one of the surefire ways
in steering them away from the memorization of discourse, and fostering individual and scholarly
writing pieces.
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Abstract

When language learners read paragraphs, texts, stories etc. in or outside the language classroom, they
are able to comprehend the messages by relying on key content words aided by contextual clues,
knowledge of the world, and guessing. However, relying merely on this kind of lexical processing is
not possible during writing. The psycholinguistic demands of composing messages through writing
cause the learners to put much more effort on syntactic processing while handling lexical processing
as well. While semantic processing is the focus of a reader’s brain, both semantic and syntactic
processing are the focus of the writer’s brain. This study involves the latest information about how
brain handles the task of writing, and what role practice plays in the development of cognitive
processes related to writing skill while the objective is to achieve automaticity. The importance given
to the writing skill in Turkey has been surveyed through questionnaires and analysis of exam results
and these findings have been interpreted in the light of these recent findings on cognitive processes
concerning writing. It is hoped that it will provide some explanation for the gradual decline in the
writing performance of the language learners in recent years.

Key words: Cognition, production, writing, processing, practice.
Yazma becerisine bilissel bir yaklasim ve pratigin 6nemi
Oz

Yabanc1 dil 6grenenler, paragraf, metin ya da Oykii gibi yazih metinleri okuduklarinda, bu
metinlerdeki mesajlar1 anlamak i¢in baglamsal ipuclarindan, diinyevi bilgilerinden ve tahmin etme
yeteneklerinden faydalanmaktadirlar. Fakat is yazi yoluyla mesaj olusturmaya gelince, bu tiir so6zciik
isleme yontemleri tek basma yeterli olmamaktadir. Yazi yoluyla mesaj olusturmanmin psiko-
dilbilimsel gereklilikleri 6grencilerin beyinlerinde s6zdizimsel isleme {izerinde daha fazla
yogunlagmalarina neden olmaktadir. Okuyucu anlamsal isleme odaklanirken yazar hem anlamsal
hem de s6zdizimsel isleme odaklanmaktadir. Bu ¢alisma, beynin yaz yazma isini nasil yiiriittiigi ve
pratik yapmanin yazim becerisiyle ilgili biligsel siireglerin gelisiminde ve otomatiklesmenin
gerceklesmesinde oynadig1 rol hakkinda en son bilgileri icermektedir. Tiirkiye’deki Ingilizce 6grenim
ve 0gretim siireclerinde yazma becerisine verilen 6nem anketler ve sinav sonuclari bu bilgiler 1s1ginda
degerlendirilmis ve yorumlanmistir. Calismanin nihai amaci son yillarda yazma becerisinde
gozlemlenen gerilemenin nedenlerine bir nebze olsun 11k tutmaktir.

Key words: Biligsellik, {iretme, yazma, isleme, pratik.
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1. Introduction

Anyone who deals with the teaching of a foreign language knows quite clearly that writing is more than
just putting on paper what is already in a person’s mind. Contrary to what audiolingualists thought years
ago, when a language learner writes, what he does is much more than exercising grammar, spelling or
vocabulary. Everything would be much easier if the mastery of the language system sufficed. Because as
Kellogg (2008) puts it, “writing poses significant challenges to our cognitive systems for memory and
thinking as well.” A good writer can make use of almost everything he has learned and stored away in
his long-term memory, but that knowledge should be rapidly accessible and retrievable. The mostly
agreed way among scholars to be able to reach this productive ability seems to be practice.

In this presentation, recent information in cognitive psychology about why the cognitive demands of
writing, as a productive skill, on mental processes are much bigger and more complicated than those of
comprehension is provided, and correspondingly, the importance of practice in writing as the most
significant remedy to overcome this gap is displayed. Later, how much emphasis Turkish learners and
teachers of English place on this skill will be scrutinized through questionnaires. In this way, it is thought
that lack of practice as the first and foremost reason for the problems that Turkish learners of English
have in writing skill will be revealed, and it is also hoped that a common insight will be built among
teachers and educators to provide more challenges and opportunities for their students to practice
writing.

1.1. Cognitive Demands on Comprehension and Production

When a foreign language learner hears or reads a sentence like “Yesterday Mehmet walked five
kilometers.” it is possible for him to understand what is meant by this sentence just knowing the
meanings of yesterday, walk, and five. This is because comprehension does not usually demand the full
processing of forms, and he can get the gist of messages by relying on key content words. Of course, he
is also aided by knowledge of the world, contextual clues and guessing. In short, when trying to
comprehend a message he hears or reads his focus is on meaning. What he resorts to for this purpose is
what we call semantic processing or lexical processing (Ortega, 2013: 62).

On the other hand, when it comes to producing the same sentence, the situation gets more challenging.
This time, knowing the meanings of those three words will not suffice and he has to go much beyond the
meaning of these words. In other words, it is less possible to rely merely on lexical processing during
production, because, speakers or writers, when composing messages, focus mainly on form and employ
syntactic processing to a much greater extent, especially when they push themselves to express their
intended meaning more precisely and when the nature of what they are trying to do with words is
cognitively and linguistically demanding. As Swain proposes, “producing the target language may be the
trigger that forces the learner to pay attention to the means of expression needed in order to successfully
convey his or her own intended meaning” (1985, 249).

I asked my ELT students in one of my Second Language Acquisition courses to brainstorm and figure
out what a person has to know to be able to accurately produce the sentence, “Yesterday Mehmet walked
five kilometers.” After an hour they reached the number 81, i.e. to my students, this person has to know
the answers to at least 81 questions in his mind for an accurate production of such a simple sentence. It
is certain that language professionals, linguists or language teachers would come up with a much bigger
number than my students did. And remember, accuracy is not the only challenge for this person to
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produce this sentence. He should be able to retrieve the answers (the necessary information) very fast
(say, in a time shorter than a millisecond) and without the slightest difficulty or putting much effort.

1.2. Additional Cognitive Demands of Writing

If production is considered at a much higher level such as essay writing, it will be seen that the task is
much more complicated than the task of producing a simple sentence, as it requires, in addition to lexical
and syntactic processing, strategy, creativity, planning, organization, artistic concerns as well. Imagine
a person who is writing an essay intro. He is in a position to find answers to the following questions and
many more (and each question may involve many additional questions in it):

e  “What should I do to grab the attention of the reader? What should I do to make it
interesting? Should I begin with a quote about the topic?”

e “What is the aim of this essay?”
e  “How can I move from the general to the specific in regard to the topic? Or should I?”
e  “Should I write a thesis statement here? If so, what should I write?”

e  “Ineed to give a road map of the essay in a logical order. But how?”
1.3. Automatization and the role of practice

Cognitive psychologists see human mind as a kind of symbolic processor which is constantly occupied
with mental processes. And these mental processes operate on mental representations and intervene
between input (whatever data get into this symbolic processor, the mind) and output (whatever the
results of what the mind produces).

Bialystok and Sharwood-Smith (1985: 105) use a library metaphor and resemble human cognitive
architecture to a library which is composed of representation and access. Representation is about
knowledge, i.e. knowing what is in this library and how the contents are classified and related to one
another. Access, on the other hand, is about processing, i.e. retrieving desired information from the
books at a given time. To put it more concretely, any new input or L2 knowledge is stored in the mind
as a linguistic representation which may be grammatical, lexical or schematic (world-related), and is
accessed and retrieved every time it is needed for use in comprehension and production (Ortega, 2013:
83). And, the person who produces the sentence, “Yesterday Mehmet walked five kilometers.” has to
retrieve answers to all those questions my students figured out from the long-term memory, the location
in the brain where linguistic representations are stored.

Cognitive psychologists state that access involves the activation or use of relevant knowledge (linguistic
representation) by means of two mechanisms; automatic processing and controlled processing
(Goldstein, 2011: 91-2). All human perception and action, as well as all thoughts and feelings, result from
the interaction of these two kinds of processing.

As Ortega informs (2013: 83), during automatic processing, cognitive activation is triggered bottom up
by external sources in the environment. It requires small effort and take up few cognitive resources,
therefore many automatic processing routines can run in parallel. For example, you can drive a car while
listening to music and chatting with your friend sitting next to you.
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Contrary to automatic processing, controlled processing is activated top down, by internal sources (by
something inside the processor), i.e. by voluntary, goal-directed motivation in the individual’s mind.
This job is assumed by central executive, a flexible system responsible for the control and regulation of
cognitive processes. It is known that controlled processes allow us self-regulation but they require a lot
more effort and cognitive resources than automatic processes (ibid).

We need controlled processing when we intentionally set out to control our behavior, when no automatic
routines have been acquired yet (as in a new language) or when some kind of a problem is encountered
during automatic processing (as when some noise makes it difficult to understand what we listen to). In
such cases, we let our control executive system to intervene and assume the control of the processing
task (Goldstein, 2011: 92-3).

One other aspect of access is the fact that performance that draws on controlled processing is more
variable and vulnerable to stressors than performance that draws on automatic processing. Therefore,
being a fluent speaker or a writer of a language requires the use of automatic processing. A fluent speaker
or writer resorts to control processing very rarely. In this respect, language learning can be described as
the gradual transformation from controlled to automatic processing. This transformation is called
proceduralization or automatization. It is a process of moving from declarative (or explicit) knowledge,
i.e. knowing about something explicitly, to procedural knowledge, i.e. knowing how to do something.
And, it is through relevant practice that this transformation happens.

Practice enables controlled processes gradually to be withdrawn during performance and automatic
processes to take over the same performance. But, in order for practice to ensure this effect it should
involve reception and production in the context of communicative activity with, as Krashen puts it
(2002: 37), a low affective filter. The contribution of writing practices like mechanical writing, putting
on paper whatever learned during the lesson or writing to teacher’s dictation is very limited.

In very simple terms, declarative knowledge is the knowledge that enables a student to describe a rule
or perhaps apply it in an exercise or gap-fill. But, as Eccles et al (2003) state, procedural knowledge
enables the student to apply that rule in real language use. And through practice, declarative knowledge
learned by an instructed learner in the classroom can convert into ability for use outside the classroom,
i.e. implicit-procedural knowledge made up of automatic routines. Because practice helps
proceduralization (automatization) of new knowledge by allowing the establishment and strengthening
of corresponding links in long-term memory. The more this knowledge is accessed through practice,
the easier it becomes to access it without effort and without resorting to the central executive at a future
time. In other words, practice lowers neural activation.

The forerunners of skill acquisition theories such as Deheyser (2007), Speelman (2005), VanPatten &
Williams (2007) and Ellis (2009) share the view that skills are learned through practice, and practice
needs to be skill-related. They see automatization as skill-specific, i.e. practice that focuses on L2
comprehension should help automatize comprehension, and practice that focuses on L2 production
should help automatize production. So, if a learner of English wants to improve his reading skill, he
should practice in processing input, and if he wants to improve his writing skill he should practice in
written production. To these people, procedural knowledge is uni-directional, i.e. automatization of
reading does not directly assist automatization of writing. However, automatization of one skill may
have an indirect effect on another skill by improving and strengthening declarative knowledge which is
bi-directional (i.e. can be utilized in the development of different skills).
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Studies in the field of Second Language Acquisition reveal that practice contributes to the
automatization process by:

e changing the representation itself by making the stored knowledge become more elaborated
and well specified, or more analyzed through processes of accretion, tuning and
restructuring of knowledge,

e enabling learners to test and learn if what they think correct is actually correct when they
receive feedback from the teacher or interlocutor,

e making learners reflect on the language they learn, and thereby enabling them to control
and internalize linguistic knowledge (Ortega, 2013).

Schmidt (1983), Swain (1985) and Sato (1990) share the view that input is undoubtedly necessary for
the development of productive skills but cannot be enough, whereas Ellis and Schmidt (1998) state that
“the power of practice is not constant over time.” Practice will at some point yield no large returns in
terms of improvement, because optimal performance has been reached. It is at this point that input
assumes an active role in contributing to the improvement of the writing skill. In this respect, those who
state that “if you don’t read much, you cannot be a good writer” seem to be quite right.

As Torrance and Galbraith (2005) put it, while a person is writing, his mind is either simultaneously
engaged in or rapidly switching between processes which perform all or most of the following functions:

e  monitoring the thematic coherence of the text,

e searching for and retrieving relevant content,

e identifying lexical items associated with this content,

e inflecting words to give them the necessary morphology,
o formulating syntactic structure,

e ensuring that intended new text is tied into the immediately preceding text in a way that
maintains cohesion,

e monitoring for appropriate register,

e formulating and executing motor plans for the key-strokes that will form the text on the
screen,

e establishing the extent to which the just-generated clause or sentence moves the text as a
whole nearer to his intended goal,

e revising his goals in the light of new ideas cued by the just-produced text.

Considering the way mind works and how the demands of productive tasks in hand are handled through
cognitive processes, this person’s attempts to perform all these processes simultaneously may result in
overload if he hasn’t reached automaticity in certain aspects of language or writing skill and hasn’t
developed the ability to coordinate and schedule these processes through limited processing resources
afforded by the mind. It is highly possible that his writing will stop or shift away from its original
purposes. So, practice again seems to be the key to success.

2. Method

As briefly mentioned above, attaining a high level of writing skill requires, without doubt, a lot of
practice. The goal of this study is not to display that practice makes it possible to write much better,
because, in the light of whatever is explained above, this is a fact that there is no question about. Two
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questions were asked to the Turkish learners of English in order to see how eager they are to improve
their writing skill, because it was thought that if they feel the need to improve their command of writing,
they are ready to practice a lot, and if not, that means they are not eager to devote much of their precious
time to practice writing, and they are bound not to achieve higher levels in this skill. Moreover, it was
also hoped that these two simple questions would shed light on why we have so big problems in the
development of this skill in Turkey. The questionnaire was implemented with the contribution of 772
students who were about to start their prep class training at a private university in Turkey. One of the
questions was “Which language skill of yours do you think is the most developed one?”, and the other
was “Which language skill of yours do you think you should develop?”

Secondly, scores in speaking and writing skills of students who were successful in proficiency exams and
exempted from prep class English training in the last three years were compared to see which productive
skill has been emphasized more than the other throughout pre-university English language training in
Turkey, with the presumption that speaking skill scores would be better than the writing skill scores
because of their higher interest in speaking skill since the day they started to learn English.

And lastly, it was possible to analyze the responses of 46 English teachers in Turkey who answered the
question, “As an English teacher, which skill do you like teaching most?” It was thought that the
importance given by teachers to the writing skill would directly affect the time and effort allocated to
practice in writing, and this fact would have certain contributions to the problem mentioned above.

3. Results

The following graphic shows how 772 students at a university who were about to start their prep class
training answered the question, “Which language skill of yours do you think is the most developed one?”:

Graphic 1: What Learners Think of Their Language Skills

Which language skill of yours do you thinkis the most developed one?

Rexding. [ - -
tstening. | = -5
Writing | G5 (%16.4)
speaking [ 5 o)
Vocabulary |GGG (32 (24.6)
Grammar _ 116 (%21,8)

0 50 100 150 200 250 300

As seen in the graphic, students think that writing is their second least developed skill after speaking.
But, what makes the situation very interesting is the answer that they gave to the question, “Which
language skill of yours do you think you should develop?”. As given in the following graphic, although
they think that writing is their second least developed skill, they don’t think that there is much need to
develop it. But, when it comes to speaking skill, the situation is just the opposite. And, as briefly outlined
above, productive skills demand highly complex mental processes that necessitate a lot of practice.
That’s their nature. Researches conducted by MacIntyre & Gardner (1989), Kurk & Atay (2007) and Latif
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(2007), and possibly many others, have shown that most language learners at all levels believe that
writing is one of the most difficult language skills to master or a sophisticated skill compared with other
skills. And, if the responses of these 772 students reflect the overall attitude of their generation (it is
highly possible that it is so), then it is normal that there is, as Carter and Harper (2013) put it, a gradual
decline in the writing skill in recent decades. This attitude might be one of the most important causes to
this decline and extra focus on the reasons for this attitude might be the first and foremost step to find
a way out.

Graphic 2: Skills Learners Think They Should Develop

Which language skill of yours do you think you should develop?

Reading - 78 (%14.6)

Listening _ 172 (%32,1)

Writing _ 157 (%29,3)
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Vocabulary _ 145 (%27.1)

Grammar _ 152 (%28,4)
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The following table provides a comparison of the scores in speaking and writing skills of students who
were successful in proficiency exams and exempted from prep class English training in the last three
years. This comparison was made in order to see the reflections of the above-mentioned students’
negligence in writing on their performances in formal exams, so that more confident conclusions could
be reached.

Table 1 : Speaking and Writing Scores of Learners of English

SPEAKING WRITING DEPARTMENT
2016 13,8 /20 11,7 /20 American Lit., ELT
2017 15,0/ 20 11,6 / 20 Amerlca.n Lit., ELT,
Translation
2018 16,6 / 20 12,5 /20 American Lit., ELT,

Translation, Medicine,
Dentistry

As it is seen, students’ scores seem to have changed slightly over the last three years. But, one thing has
never changed. Their speaking scores have always been higher than their writing scores. This clearly
displays that they or their former English training had valued speaking more than writing, and they had
spent much more time on the practice of speaking than writing. It is not certain if these results reflect
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the general tendency of the learners of English in Turkey, because the number of students whose
speaking and writing skills are compared is very limited. However, even this small-scale research
displays the fact that it is necessary to see whether this superiority of the speaking skill over the writing
skill originates from too much emphasis on oral tasks imposed by today’s popular communicative
teaching tendencies or from the fact that students are not equipped with other necessary skills to write
well since the elementary school.

And, here’s the table that shows the responses of 46 teachers who answered the question, “As an English
teacher, which skill do you like teaching most?” in a questionnaire I asked through the internet. They
simply don’t like teaching writing.

Table 2 : Skills English Teachers Prefer to Teach

As an English teacher, which skill do you like teaching most?
Listening |:> 12 %
Speaking :> 56 %
Reading :> 23 9%
Writing :> 9 %

English teachers’ responses can be interpreted in three ways. They, as the students do, might be believing
that writing is not a skill that deserves so much emphasis. Or teachers can’t find ways and methods to
direct their students to practice in writing due to the fact that they don’t like writing, and, as a result,
they don’t get the expected results. And finally, writing practices require the teachers to provide their
students with a lot of correction and feedback, which is very tiresome and time-consuming, therefore,
they might be tired of reading and correcting the writings of their students and they avoid giving writing
tasks. No matter what the reason is, doesn’t it seem again normal that writing skill is on a course of
decline, considering the responses given by English teachers?

4. Conclusion

Writing is a skill which requires both quality and accuracy, and thus, requires a great demand on mental
processes. Cognitive research has revealed that practice is essential for automatization of the writing
skill, and in turn, developing a good command of writing both in native language and foreign language.
30 or 40 years ago major problem concerning writing for the language teachers and academicians was
to determine how to handle the writing skill in foreign language teaching (guided writing, free writing,
creative writing, journal writing, etc.). However, despite all those efforts to improve the writings of the
students, there is an undeniable truth that writing skill is on a process of gradual decline all throughout
the world. Not in foreign languages but in native languages as well. And, Turkey is not an exception on
this issue.

Today’s major problem is the lack of enough time dedicated to writing skill and the tendency of teachers
and students to postpone the mastery of this skill to an unknown future. We are living in an era where
receptive competence is favored over productive competence, and fluency is favored over accuracy and
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speaking skill is favored over writing skill. And these seem to be the inevitable repercussions of the
enormous social changes both in Turkey and throughout the world. The results of the small-scale
research, which have become the inspiration for the writing of this article, on the attitudes of students
and teachers towards the writing skill in foreign language education have revealed the fact that research
on writing skill should be shifted towards the affective domains, because it seems that today’s learners
and teachers are not so motivated towards putting much effort on writing, whose development, though,
requires dedication and a lot of practice.
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YAYIN ILKELERi

RumeliDE Dil ve Edebiyat Arastirmalar Dergisi, dil, edebiyat, folklor, kiiltiir, ¢eviri bilimi, dil ve edebiyat
egitimi alaninda, 2014 yilinda yayin hayatina baglamis; akademik, bilimsel ve aragtirmaya dayali makalelerin yayimlandig bir
dergidir. Yayin dili Tiirkce olmakla beraber ingilizce, Fransizca, Almanca, Rusca, Arapca ve Farsca makaleler de kabul edilir.

RumeliDE Dil ve Edebiyat Arastirmalart Dergisi yilda dort defa, Bahar sayis1 21 Mart, 21 Haziran, 21 Eyliil ve 21 Aralhk
tarihlerinde olmak tizere elektronik ve matbu olarak yayimlanir. Her say1 icin makale gonderme son tarihi yayin tarihinden bir ay
oncedir.. Arada cikarilacak 6zel sayilar i¢in de ayrica tarihler belirlenip ilan edilir.

Derginin yaymn dili Tiirkcedir. Ancak dergi her kurumdan ve her milletten bilim insanlarinin calismalarina acik olup Ingilizce
veyha bagka dillerden yazilmig ¢aligmalar da yayimlanabilir.

Dergiye gonderilecek makalenin daha 6nce herhangi bir yerde yayimlanmamig olmasi gerekmektedir. Ulusal veya uluslararasi
sempozyumlarda sunulan bildiriler, yine bagka bir yerde yayimlanmamig olmasi ve dipnotta belirtilmesi kosuluyla dergimizde
yayimlanabilir. Bu konuda biitiin sorumluluk yazara aittir. Bir aragtirma kurumu ya da fonu tarafindan desteklenen ¢aligmalarda,
destegi saglayan kurulusun adi ve proje/caligma numarasi verilmeli, bu kurum veya kurulus caligmada dipnot olarak
belirtilmelidir. Daha 6nce herhangi bir yerde yayimlandig belirtilmedigi ya da belirlenemedigi i¢in yayimlanan ¢alismalar ile ilgili
telif haklarina iligkin dogabilecek hukuki sonuclar tamamen yazar(lar)a aittir.

Dergiye gonderilen calismalar Yaymn Kurulu karariyla en az iki hakemin degerlendirilmesine sunulur. Yayin Kurulu gerekli
gordiigli durumlarda ¢alismay ikiden fazla hakeme inceletebilir. Yayimlanacak ¢aligma ile ilgili nihai karar hakem ¢ogunlugunun
goriisii de dikkate alinarakYayin Kurulu tarafindan verilir. Dergi, gonderilen yazilarda diizeltme yapmak, yazilar yayimlamak ya
da yayimlamamak haklarina sahiptir.

Yayin Kurulunun gerekli gormesi halinde, hakem goriisleri de dikkate alinarak yazar(lar)dan gerekli diizeltme istenebilir.
Yazar(lar), hakemin ve kurulun belirttigi diizeltme Onerilerini verilen siire i¢inde yerine getirmek zorundadir.

Yazar(lar) hakemlerin olumsuz goriislerine kars: kanit gostermek koguluyla itiraz edebilirler. Bu itiraz Yayin Kurulunda incelenir
ve gerekli goriiliirse farkli hakem goriigline bagvurulur.

Caligsmalarin yayimlanabilmesi i¢in yazar(lar), hakemler ve Yayin Kurulunun goriis ve 6nerilerini dikkate almak zorundadir.

Yayimlanmis yazilarin yaymn haklar1 RumeliDE Dil ve Edebiyat Arastirmalart Dergisi'ne aittir. Kaynak gosterilmeden alinti
yapilamaz. Yazar(lar)a herhangi bir sekilde telif iicreti 6denmez.

Dergide yayimlanmasi i¢in gonderilen ¢aligmalar belirtilen sayida yayimlanmazsa telif hakki yazara iade edilmis olur.

Hakemler, Yayin Kurulunun kendilerine belirleyecegi siire igerisinde galismay1 degerlendirmezler ise Yayin Kurulu ilgili
caligmay1 degerlendirmek tizere farkli hakemlere gonderebilir.

Degerlendirmeye gonderilen calismalarda yazar(lar)in ve hakemlerin isimleri kargilikli olarak gizli tutulur.

Dergiye gonderilen caligmalarda dil bilgisi kurallarina (imla, noktalama, agiklik, anlagilirlik vs.) azami derecede riayet etme ve
TDK’nin en son yayimladig1 Yazim Kilavuzu’na uyma mecburiyeti vardir. Bu nedenle olusabilecek problemler ve elestirilerden
tamamen yazar sorumludur.

Dergide yayimlanan ¢aligmalarin iceriginden kaynaklanan kanuni sorumluluklar, tamamen yazar(lar)ina aittir. Bu dergi editor ve
yazar etik kurallarim1 benimsemigtir: bkz. https://publicationethics.org.
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If the referees cannot assess the work until the deadlines determined by the Editorial Board, the board may send the work to
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MAKALE YAZIM KURALLARI

Makalelerin asagida belirtilen sekilde sunulmaswna 6zen gosterilmelidir:

Yazi, Makale Takip Sistemi araciligiyla, e-posta adresi ve parolayla girilen kisisel sayfadan gonderildikten sonra, aymi
sistemden hakem siireci takip edilebilir. Bu agamadan sonra, diizeltmelerin yapilmasi i¢in, biitiin hakemlerden raporlarin
gelmesi beklenmelidir. Ciinkii yazarlar, sisteme bir kez diizeltme ekleyebilmektedirler. Bir hakemin istedigi diizeltmeyi yapip
yaz1 sisteme eklendiginde, sonraki asamada ikinci bir hakemin de diizeltme istemesi durumunda istenen diizeltmeler
yapilamayacaktir.

Bashk: icerikle uyumlu, onu en iyi ifade eden bir bashk olmali ve 11 punto ile koyu harflerle ve genel ortadan, girinti sol ve sag
0, aralik 6nce 12 sonra 12 satir aralig1 14 ile yazilmalidir.

Yazar ad(lar)1 ve adresi: Yazinin baghginin altinda yazar adi, unvani, gérev yaptig1 kurum ve kendisine ulagilabilecek e-posta
adresi gibi bilgilere yer verilmemelidir. Yazar adlari, sistem yoneticisi tarafindan goriilebildiginden, bu bilgiler, yaziya editor
tarafindan eklenecektir. Yazilar sisteme eklenirken, yazara ait herhangi bir bilginin yazida yer almadigindan emin olunmalidir. Bu
husus, makaleyi inceleyecek hakemlere daha rahat hareket imkani taninmasi agisindan énemlidir.

Oz: Makalenin baginda, konuyu kisa ve 6z bicimde ifade eden ve en az 200 en fazla 250kelimeden olusan Tiirkce ve ingilizce 6z
(Abstract) bulunmahdir. Oziin altinda bir satir bosluk birakilarak, en az 3, en fazla 5 sozciikten olusan anahtar kelimeler (Key
words) verilmelidir. Oz metni Georgia normal 9; genel saga sola yasli; girinti sol ve sag 1 cm; aralik once 12 sonra 12 satir arahg
14 ile; Oz bashg Georgia normal 10 koyu; genel ortadan; girinti sol ve sag 1 cm; aralik 6nce 12 sonra 12 satir aralig1 14 ile
yazilmahdir.

Anahtar kelimeler (Key words) Georgia normal 9; genel saga sola yasli; girinti sol ve sag 1 cm; aralik 6nce 12 sonra 12 satir
aralig1 14 ile yazilmalhdir.

Ana metin: A4 boyutunda (29,7x21 cm.), Word programinda, Georgia yazi karakteri ile 10 punto, genel saga sola yasl, girinti
sol ve sag o, aralik 6nce 12, sonra 12, satir araligl 14 ile yazilmahdir. Sayfa kenarlarinda 2,5 cm. bosluk birakilmal ve
sayfalar numaralandirilmamahdir. Oz ve kaynakca sayfasi hari¢, ana metin 5 sayfadan az olmamali ve 30 sayfayi
agmamalidir. Makale metninde paragraf bas1 yapilmamalidir.

Dipnotta yer alan biitiin bilgiler Georgia normal 8; genel saga sola yasli; girinti asili 1 cm; aralik 6nce o0 sonra o satir aralig1 tek
ile yazilmalidir.

Boliim bashiklari: Makalede, diizenli bir bilgi aktarimi saglamak {izere ana, ara ve alt bagliklar kullanilabilir ve gerektigi takdirde
bagliklar numaralandirilabilir; ancak otomatik numaralandirma yapilmamahdir.

Tablolar ve sekiller: Tablolarin numarasi ve bagligi bulunmalidir. Tablolar metin iginde bulunmasi gereken yerlerde olmalidir.
Sekiller renkli baskiya uygun hazirlanmalidir. Tablo 6zellikleri otomatik sigdir; tablo metinleri Georgia normal 9, genel saga sola
yasl, girinti sol ve sag 0, aralik 6nce 6 sonra 6 satir araligi tek ile yazilmalidir. Sekil numaralar: ve adlar: seklin hemen altina ortali
sekilde yazilmahdir.

Resimler: Yiiksek c¢oOziiniirliiklii, baski kalitesinde taranmis halde metin igerisindeki yerlerinde verilmelidir. Resim
adlandirmalarinda, sekil ve gizelgelerdeki kurallara uyulmalidir.

Alint1 ve gondermeler: Dergimize gonderilecek makalelerde asagidaki alinti ve gonderme standartlarina uyulmahdir. Bu
kurallara uymayan c¢aligmalar, diizeltilmesi i¢in yazarina iade edilecektir. Metin i¢inde birkag climleyi gegen alintilar, Georgia
italik 9; genel saga sola yasl; girinti sol ve sag 1 cm; aralik 6nce 6 sonra 6 satir aralig: tek ile yazilmahdir.

Metnin sonunda Kaynake¢a baghg altinda, atifta bulunulan kaynaklar soyadina gore siralanmalidir. Kaynakga icin Georgia
normal 10; genel saga sola yasli; girinti asili 1 cm; aralik 6nce 6 sonra 6 satir araligi tek uygulanmalidir.

Kaynak gosterme ve kaynakga kurallari igin APA diizenine bakiniz. (http://www.apastyle.org)

NOT: Saywin yazarlarimaz, referanslarinizi gozden gegirmeniz ve dergimizin yazim kurallarina uygunlugunu kontrol
etmeniz gerekmektedir. Makalenizi dergimiz yazim kurallarina uygun olarak big¢imlendirdikten emin olduktan sonra
gondermenizi rica ederiz.

Calismalarinizda kolayliklar diler, dergimize gostermis oldugunuz ilgiye tesekkiir ederiz.
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Submissions are expected to comply with the following guidelines.

Authors are required to sign in to the Article Tracking System with their email addresses and chosen passwords to make
submissions and keep track of the assessment process. All authors are reminded to wait until all referee reports are collected,
because the system allows for only one editing after submission. If an author edits the submission based on the comments of one
referee, and further editing is required after the second referee provides their comments, editing the submission a second time
will not be possible.

Title: Title should be descriptive, relevant to the content, and written in 11 point boldfacetype.

Author(s) name(s) and address(es): The title of the submission must not contain the name, title, institution and email of
the author. Since the system administrator is able to view author names, these will be added to the article by the editor. Please
make sure that the submission contains no personally identifiable information about the author. This is necessary for the referees
to act in total freedom.

Abstract: Abstracts between 200 to 250 words, written both in English and Turkish, must be provided before the beginning of
the article to briefly summarize the content. Three to five descriptive keywords must be provided after one blank line beneath the
abstract. Abstracts must be written single-spaced, with 9 point typeface, and indented 1 cm from right and left.

Main Body: Body must be in A4 format (29,7x21 cm.), typed in Microsoft Word or similar software with 10
point Georgia typeface, with full line spacing and 12-point spacing before and after. Pages must have 2.5 cm margins on
both sides and must not contain page numbering. The body of the submission, excluding abstract and bibliography, must be
between 5 to 30 page. Paragraphs should not be indented.

Footnotes: Must be single-spaced and written with 8-point typeface.

Chapters: Articles may be organized into chapters and subheadings for convenience, and these may be numbered if necessary.

Tables and Figures: Tables must contain a title and a number, and placed relevantly within the body text. Figures must be
suitable for color printing. Figure numbers and titles must be immediately below the figure and centered.

Images: Images must be high-resolution, scanned at print quality, and placed relevantly within the body text. Images are subject
to the same title conventions as figures.

Quotations and Citations: All articles must follow the citation and reference guidelines below. Incompliant submissions will
be returned to their authors for correction. Quotations in the body text that are more than a few sentences long must be indented 1
cm. from left and right:

Sources used in articles must be cited as follows in the BIBLIOGRAPHY section to follow the body text:

The BIBLIOGRAPHY section at the end of the body text must list the sources in alphabetical order of authors’ surnames. Entries
must have hanging indent (Paragraph-Indents and Spacing-Indentation-Special-Hanging Indent).

Refer to the APA style manual for citation and bibliography. (http://www.apastyle.org).

NOTE: Valued authors, please review your citations for compliance with the style guides of our journal; you are kindly asked
to submit your articles after ensuring that they are compliant with the style guidelines of the journal.
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