Volume:5 Issue: 2 August 2023

CTLER

International lournal of Language and Education Research
www.ijler.net

Inlernational Journal of
language and Educalion Research

.



International Journal of
Lang and Ed ] Research

International Journal of Language and Education Research

E-ISSN: 2717-6886
Volume 5/2 August 2023

Dear IJLER Readers,

In this issue of our journal, there are 6 articles from different fields. Research area
concerning language has become richer thanks to the studies regarding traditional
philology, linguistics and research studies on teaching languages in 21th century and
it has becoming even richer through the latest theoretical and applied studies. As
International Journal of Language Academy, we presented subject areas in language in
this broad perspective in the 5th issue.

I would like to thank my colleagues who have contributed to the journal with their
articles.

Prof. Dr. Ali YAKICI
Editor

International Journal of Language and Education Research
Volume 5/Issue 2, August 2023
Total Number of Issues 12
Ankara / Turkey

www.ijler.net



http://www.ijler.net/

IJLER

nternational Journal of Language and Education Research

International Journal of Language and Education Research

E-ISSN: 2717-6886

International Journal of Language and Education Research is an open access-international
peer-reviewed journal that is published three times a year. The published articles partially or
completely in any way cannot be printed, reproduced without the written permission of the
publisher. Editorial Board is absolutely free whether to publish or not publish all the articles
send to journal. Submitted papers will not be returned to the authors. International Journal

of Language and Education Research is an international peer-reviewed and indexed journal.

Indexed by
Directory of Research Journal Indexing, ACAR Index, CiteFactor

Cosmos, MLA, Brill Linguistic Bibliography

Plagiarism Program in which Articles are Scanned

SCREENED BY
+ iThenticate: J
Professional Plagiarism Prevention

International Journal of Language and Education Research
Volume 5/Issue 2, August 2023
Total Number of Issues 12
Ankara / Turkiye

www.ijler.net



http://www.ijler.net/

international Journal of
Language and Education Research

International Journal of Language and Education Research

E-ISSN: 2717-6886

‘ Editor
| Prof. Dr. Ali YAKICI|Gazi University | Tiirkiye
‘ Co-Editors
‘ Dr. Ibrahim Doyumgag ‘Adlyaman University | Tiirkiye
‘ Dr. Salwa Jarjees SALMAN ‘Kirkuk University | Iraq
‘ Advisory Board
‘ Prof. Dr. Allaw1 Sadir Jazea Aldarraji ‘Baghdad University | Iraq
‘ Prof. Dr. Fatima Suleiman Alelaimat bordan University | Jordan
‘ Prof. Dr. Halit Karatay rBolu izzet Baysal University | Tiirkiye
‘ Prof. Dr. Hasan Kavruk ‘iném’i University | Tiirkiye
‘ Prof. Dr. Khalil Mohammed Huseen Odeh ‘An—Najah National University | Palestine
‘ Dr. Ibrahim Seckin Aydin bokuz Eyliil University | Tiirkiye
Editorial Review Board (Board of Referees)
Prof. Dr. Abdulhssein Taher Muhammed IRubaye University of Summer | Iraq
Prof. Dr. Ahmet Akkaya |Ad1yarnar1 University | Tiirkiye
Prof. Dr. Alpaslan Okur Sakarya University Tiirkiye
Prof. Dr. Ali Yakici |Gazi University Tiirkiye
Dr. Amani Harith Malik Alghanimi IAI_Qadisiyah University Iraq
Prof. Dr. Azza Adnan Ahmad Izzat lZakho University Iraq
Prof. Dr. Bahir Selguk |F1rat University Tiirkiye
Prof. Dr. Esma Dumanl Kadizade |Mersin University Tiirkiye

|
|
|
|
|
Prof. Dr. Faeza Alhudeeb IBaghdad University | Iraq
|
|
|
|

Prof. Dr. Faruk Toprak |Ankara University Tiirkiye

Prof. Dr. Fatima Suleiman Alelaimat l]ordan University Jordan
Prof. Dr. Funda Toprak IAnkara Yildirim Beyazit University Tiirkiye

Prof. Dr. Fulya Topguoglu Unal IDumluplnar University Tiirkiye

IJLER
International Journal of Language and Education Research
Volume 5/Issue 2, August 2023
Total Number of Issues 12
Ankara / Turkiye

www.ijler.net



http://www.ijler.net/

international Journal of
Language and Education Research

International Journal of Language and Education Research

E-ISSN: 2717-6886

| Prof. Dr. Halit Karatay IBqu Abant Izzet Baysal University | Tiirkiye
| Prof. Dr. Khalil Mohammed Huseen Odeh |An—Najah National University | Palestine
| Prof. Dr. Luma Ibrahim Shakir 'Diyala University | Iraq

| Prof. Dr. Omar Abdallah Ahmad Alfajjawi 'The Hashemite University | Jordan

| Prof. Dr. Reem Farhan Odeh. Maaita IAl—Balqa Applied University | Jordan

| Prof. Dr. Yusuf Avcl |Canakkale Onsekiz Mart University | Tiirkiye
| Dr. Abderrazak KORICHI IAdrar University | Algeria
| Dr. Abdoulaye Aboubakar1 Nourou |I<andi University | Benin

| Dr. Abdullahi Yunusa Husaini higawa State Nigeria | Nigeria
| Dr. Adnan Faihan Mahmood Khuder Aldouri rTikrit Yniversity | Iraq

| Dr. Amal Mohammed Alabdullah |College of education for women | Iraq

| Dr. Amani Mukhtar Awad Alla Mohamed |ALZaiem ALAZzhari University | Sudan

| Dr. Bekir Kayabas: |Ad1yaman University | Tiirkiye
| Dr. Bilal Daoud IPassion University | Morrocco
| Dr. Bushra Neamah Rashid 'Baghdad University | Iraq

| Dr. Bushra Saadoon Mohammed Alnoori IBaghdad University | Iraq

| Dr. Dailam Kadhkim Suhael tBaghdad University | Iraq

| Dr. Djamila Ghrieb IBadji Mokhtar University | Algeria
| Dr. Faeza Rldha Shaheen ITikrit University | Iraq

| Dr. Garza Richard Shaheed h"ile It University | Iraq

| Dr. Hayder Sahib Shakir |Samarra University | Iraq

| Dr. Huda Abed Ali Hattab tBaghdad University | Iraq

| Dr. Ibrahem Alshbl1 IMardin Artuklu Univesity | Tiirkiye
| Dr. Ibrahim Ben Madane IMohammed V University | Morrocco
| Dr. Jamil. H. A. Ayyash |Arab American University | Palestine
| Dr. Kamel Allouche IKasdi Marbah Ouargla University | Algeria
| Dr. Khalid Ahmed Hassan Ahmed |Omdurman Islamic University | Sudan

| Dr. Khaoula Ez-Zalzouli IMohammed V University | Morrocco
| Dr. M. Maher Jesry |Ondokuz Mayis University | Tiirkiye
| Dr. Mais Khalil Mohammad Odeh lAl Istiglal University | Palestine

IJLER

International Journal of Language and Education Research

Volume 5/Issue 2, August 2023
Total Number of Issues 12
Ankara / Turkiye

www.ijler.net



http://www.ijler.net/

international Journal of
Language and Education Research

International Journal of Language and Education Research

E-ISSN: 2717-6886

| Dr. May Salih Nasr Al |Hafr Al Batin University |Saudi Arabia

| Dr. Maysoon Kamal Jalal IBaghdad University | Iraq

| Dr. Mellakh Abdeldjalil |Ghardaia University | Algeria

| Dr. Mohamad Tiirkiye |Ankara University | Tiirkiye

| Dr. Mounir Elhamza |Larbi Tebssi University | Algeria

| Dr. Mrimi1 Youssef |Mohammed V University | Morrocco

| Dr. Nada Saidi IAlgiers 3 University | Algeria

| Dr. Nahidh Faleh Sulaiman Alabbasi IDiyala University | Iraq

| Dr. Nirmeen M.]J.Al Borno |Pillar Center | Tiirkiye

| Dr. Omer Gokhan Ulum IMersin University | Tiirkiye

| Dr. Rihan Ismsil Ahmad Almasaeid IZarqa University | Jordan

| Dr. Sadeer Husam Kareem Al_Qaysi IMissan Education Directorate | Iraq

| Dr. Saim Laida Taider |Algiers University | Algeria

| Dr. Saleh Kabir INigeria Arabic Language Ngala | Nigeria

‘ Dr. Saleh Flayeh Za'al Almathhan l]:lami.c University of minnesota ‘ Jordan
merics

| Dr. Salwa Jarjees Salman |I<arkuk University | Iraq

| Dr. Samia Nazish |International Islamic University | Pakistan

| Dr. Sanaa Hssni Obaied Al-Marayat hordan University | Jordan

‘ Dr. Siham Hasan Khudhur )gixil;:;nsmya University of ‘ Iraq

| Dr. Souad El Allam |Mohammed V University | Morrocco

| Dr. Sundus Azeez Faris Al-Faris IAlkunoze University | Iraq

| Dr. Yassine Saadane |Mohammed V University | Morrocco

| Dr.Yousif Khorsheed Saeed lAl_Qalam University College | Iraq

| Dr. Zakia Mehenna |Abderrahmane Mira University | Algeria

| Dr. Zohra Thabet IRaccada Kairouan University | Tunisia

IJLER

International Journal of Language and Education Research

Volume 5/Issue 2, August 2023
Total Number of Issues 12
Ankara / Turkiye

www.ijler.net



http://www.ijler.net/

Iinternational Journal of
Language and R ch

International Journal of Language and Education Research

E-ISSN: 2717-6886
Volume 5/2 August 2023

CONTENTS

Investigation of EFL Teachers’ Knowledge and
Pedagogical Practices of Communicative Tasks in
Teaching English Speaking Skills: Assosa University in
Focus
Melkamu Gari & Abebe G/Tsadik
1-36

Instructors’ Competence in English Phonics and
Outcome on Instruction and Reading skills of Pupils in
Buea and Yaoundé, Cameroon
Nicoline Agbor Tabe
37 - 52

Challenges of Teaching and Learning of Speaking Skills
in Secondary Schools in Tanzania
Nanai Emmanuel Nanai
53 - 77

Examining a Reversed Cross-language Transfer of Core
Metalinguistic Awareness Skills among Moroccan
University Students with Reading Difficulties:

A Longitudinal Quasi-Experimental Study.
Noureddine Atouf & Meriem Harrizi
78 - 97

Study of Development Effective Speech Rubric
Ugur Demircan, Burcu Kurnaz & Ali Tiirkel
98 - 116

Opinions of Turkish Learners as a Foreign Language
About Learning Turkish with Digital Materials
Gulden Fenerci & Fatih Kana
117 - 149

International Journal of Language and Education Research
Volume 5/Issue 1, April 2023
Total Number of Issues 11
Ankara / Turkey

www.ijler.net



http://www.ijler.net/
http://ijler.net/makale/3953
http://ijler.net/makale/3953
http://ijler.net/makale/3953
http://ijler.net/makale/3953
http://ijler.net/makale/3962
http://ijler.net/makale/3962
http://ijler.net/makale/3962
http://ijler.net/makale/3964
http://ijler.net/makale/3964
http://ijler.net/makale/3963
http://ijler.net/makale/3963
http://ijler.net/makale/3963
http://ijler.net/makale/3963
http://ijler.net/makale/3988
http://ijler.net/makale/4010
http://ijler.net/makale/4010

[JLER

nternational ournalof Language and Education Research

Volume 5, Issue 2, August 2023, p. 1-36

Article History:
Received

15/06/2023
Received in revised form

1
Ankara / Tiirkiye |
1
i 30/07/2023
|
|
]
|
|

Article Information
#Article Type: Research Article
# This article was checked by iThenticate.

Accepted
30/08/2023

e o ————

INVESTIGATION OF EFL TEACHERS’ KNOWLEDGE AND
PEDAGOGICAL PRACTICES OF COMMUNICATIVE
TASKS IN TEACHING ENGLISH SPEAKING SKILLS:

ASSOSA UNIVERSITY IN FOCUS
Melkamu Gari:
Abebe G/Tsadik?

Abstract
The purpose of this study was to investigate EFL instructors’ knowledge and
pedagogical practices of communicative tasks in teaching English speaking skills
Assosa University in Focus. The study employed the explanatory sequential
method. The data for this study were collected through questionnaires, interviews
and observations from a total of 180 students and 26 instructors. Then, the data were
analyzed quantitatively and qualitatively. The findings of the study showed the
instructors had favorable knowledge about the contribution of communicative
tasks to the development of students” speaking ability, but they lacked confidence
to implement task-based speaking because of their students’ poor speaking. As a
result, the instructors preferred to use instructor-fronted approaches in the
classroom. Such an approach denied the students opportunities of self directed
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practice during the speaking lessons. Students’ lack of awareness about task-based
learning led them not to tell about the meaning of task-based speaking. The
conclusion made from the study is that there is a mismatch between the instructors’
knowledge and practices of the speaking-tasks. This seems to have resulted in the
students’ inadequate speaking skills development. This study implies that
instructors should develop confidence in implementing task based speaking.
Moreover, they should support and encourage their students to take part in the
speaking classes where they learn better and practice speaking effectively.
Keywords: EFL teachers” knowledge, practices, communicative tasks, and speaking
skills.

INTRODUCTION

Communicative language teaching emphasizes the active involvement of
learners in classroom language practices by interacting among themselves
in a meaningful way instead of passively responding to language models
initiated by the teacher. In harmony with this point, Hyland (1991:28)
asserted: "At the heart of communicative language teaching, there is the
need to provide learners with experiences that promote student
interaction”; and she goes on to say, "learners are no longer expected to
simply absorb and repeat language models provided by their teacher."
Similarly, Larsen-Freeman (2000:126) writes that communicative language
teaching places emphasis on "communicative interaction” that offers
learners ample opportunities to operate the target language for negotiation
of meaning rather than on getting learners to carry out structural drills
aimed at “just the mastery of language forms.” In short, the approach
advocates the need to create communicative situations that engage learners
in realistic language use while doing classroom tasks.

Therefore, in communicative language teaching approach, tasks are the
tools to promote interaction and real language use. Tasks are considered to
be the core of language learning. For this reason, the task promotes
interactive and authentic language use rather than to serve as a framework
for practice on particular language forms or functions. It promotes the
function of communication in negotiating meaning and collaborative
problem solving (Richards and Rodgers, 2001). Thus, many researchers and
EFL practitioners disclosed their interest in this approach, which is believed
by many to have introduced major shifts of paradigms in EFL pedagogy,
(Legutke and Thomas, 1996 and Cookes, 2003, cited in Mekasha 2005).
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This approach, which characteristically aims at teaching language, unlike
the structural school of teaching, as a means of communicating, interacting
and negotiating ideas (Little-Woods, 1987 Nunan 1987) come up with the
new concepts of tasks which are particularly known as communicative
tasks (Nunan, 1989). Other researchers such as Prabhu (1987), Skehan
(1997), Willis, (2001), Breen (1987), Nunan (1999), Crookes (1986) and
Candlin (1987) are called this new concept task-based approach of language
teaching.

The research conducted by different scholars such as Wills (1996) show that
task-based approach is focused on efficient and effective way of language
teaching. The research of American Government Language Institution
reported that task- based approach (TBA) made learners ‘show far more
quick advancement and to operate their foreign language in real world
circumstances with a reasonable level of proficiency often in quite short
courses (Lever and Kaplon, 2004). Other researches done in different
countries such as Brazil and Asia reveal task-based approach helped
students to have “extra ordinary success” in their foreign language learning
lapes (2004), Nunan (2006), Oxford (2006). As indicated by scholars like
Nunan (1989), Willis (1996) and Bygate (2003) the aim of communicative
task language teaching is to improve student’s language proficiency based
on purposeful communication which cannot be separated from social
context. Social interaction as the process of communicative task has some
features that can stimulate the teaching/learning of speaking. For the reason
that Robinson (2003b) compelled communicative task pedagogy facilitate
the cognitive processes involved in second language production
(performance) and acquisition (development), and their relationship.
Prabhu (1987) one of the great supporters of TBLT, accepts that "a task is an
activity which require students to arrive at an outcome from the given
information through some process of thought, and which allowed teachers
to control and regulate that process.”

However, even if task-based instruction is essential for the language class,
it will never be a sufficient condition in itself to foster language learning.
For this reason, the way tasks are known and used in a particular context in
relation to other pedagogical considerations will always be significant.
Therefore, knowledge of instructors and how they practice communicative
tasks is very important to know their feelings on the different approaches
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in the teaching of English speaking. In addition, effective teaching is not
only about knowledge of certain teaching method but it is also about
understanding and implementing principles of teaching-learning in that
method i.e. principles of task-based approach.

Thus, different researches were conducted by Horwitz (1987); Kern (1995);
Oxford (1990); Wenden (1987), Mekasha (2005) and Meseret (2012) on
teachers’ perceptions about their students’ roles in language learning and
the roles of task-based pedagogy in enchaining language learning. The
review of literature about task based teaching shows that research done
focused on how task based language teaching is used in language teaching
in general. To the researcher’s knowledge, there are no studies which have
been devoted to study EFL instructors’ knowledge and pedagogical
practices of communicative tasks in teaching English speaking.

Basic Research Questions

. To what extent do EFL instructors know Communicative task
instructions in teaching English speaking skills?

J How do EFL instructors practices communicative tasks
(communicatively or traditionally do they implement) in the teaching
English speaking skills?

. To what extent do the EFL instructors knowledge of communicative
tasks match with their practices when teaching English speaking skills?

The Research Design

The research was employed explanatory sequential mixed method design.
Explanatory sequential mixed method is one in which the researcher first
conduct quantitative research, analyze the result and then build on the
result to explain them in more detail with qualitative research. It is
considered sequential because the initial quantitative phase is followed by
the qualitative phase Creswell (2014). Besides, explanatory sequential
mixed design is also deployed for causal studies where pattern-matching
can be used to investigate certain phenomena in very complex and
multivariate cases. Yin and Moore (1987) note that these complex and
multivariate cases can be explained by three rival theories: a knowledge-
driven theory, a problem-solving theory and a social-interaction theory.
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Thus, this study focused on examining knowledge of the instructors and
how they practice communicative tasks in teaching English speaking skills,
in which multivariate cases were investigated, i.e. knowledge, pedagogical
practices, communicative tasks and speaking skills. Therefore, the
researcher used explanatory sequential mixed method for this study.

Participants Selection Techniques

The study was conducted at Assosa University. English language
instructors and first year students of the year 2021/22 were the focuses of
the investigation. The research site was chosen for the following essential
reasons. First, it could be conspicuous to gather data using classroom
observation and interview in a research site where you know participants
of the study and have worked with them for some years of adequate
acquaintance (Creswell, 2009). Second, getting access to the research site
and the participants of the study would be easy. Besides, I have focused on
tirst year students of the University for Two Basic Reasons. First, since they
offered Communicative English skills- I before, it could not be difficult to
get relevant data about the research topic when communicative English
skill-II is offered for them. It is believed that they could give rich and correct
information to the study. Second, since there are various observation
sessions held in the university regularly, my research observation sessions
could not be unobtrusive so that artificial class hours could be avoided.
During the study, there were one thousand eight hundred (1800) first year
students in the university which one thousand two hundred were (1200)
natural science and six hundred students were (600) social science
(information gained from the university registrar and freshman students
coordinators). From these categories, the researcher selected social science
students by simple random sampling lottery method.

As it is mentioned above, there are six hundred students in Social Science
College. From these populations, 180 students were decided to participate
in the study by convenience sampling method. Convenience sampling is
non-probability sampling method by which the researcher selected the
proper sample size of participants from the whole population. This method
is used in order to get reliable & accessible data to ensure the completeness
of the research and the rationality of consistent data. Moreover,
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convenience sampling is the most useful sampling method because it is the
easiest and cheapest method to conduct a research (Cooper, 2000).

These total populations were assigned into fifteen (15) sections by the ratio
of forty (40) students in one class. Therefore, from sections 1- 15, 180
students were selected to include in the study. Hence, since it is difficult to
gather data from all populations. To get these sample size, the researcher
used stratified sampling technique depending on the section of first year
social science students of Assosa University were divided in number of
strata. The number that was taken from each stratum was determined to
ensure proportionality. Once the number is determined stratified sampling
was employed to select the specific sample students in each class. This
number was thus determined through the formula (the proportional
number = n/N* x) where ‘n’ is determined sample size, ‘N’ is the total
number of the students and ‘x” is number of students in one class. So that
180/600x40=12. For this reason, twelve students were selected in each
section by using simple random sampling technique to participate in the
study. Thus, 12*¥15=180 students were participated in the research.

In addition to students, instructors were also the main source of data for
this study. There were twenty-six instructors of which one male and one
female were B.ED holders, thirteen males and two females were MA
holders, three males were PhD holders and five males were assistance
professor. The researcher selected all the twenty-six (26) EFL instructors by
using available sampling technique.

Instruments of Data Collection
Questionnaire

This study used questionnaire for collecting data. It allowed the study to
gather data from relatively larger number of research participants. Even,
constructing a questionnaire and analyzing data collected through it is
relatively easy and more manageable (Dornyei, 2007). Therefore, in order
to address relatively larger number of instructors to manage the collected
data easily, this study used a questionnaire for data collection.

In developing questionnaire, some parts of them were designed based on
TBLT literature, partly adapted and modified from Nunan's (2004) checklist
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for communicative tasks and some of the questionnaire items were adapted
from the lists of Common Misconceptions about Task-Based Instruction by
Ellis (2003). The questionnaires were designed to identify instructors’
knowledge and pedagogical practices of the communicative tasks in
teaching English speaking skills.

Interview

In order to conduct an in-depth investigation of the teachers” knowledge of
communicative tasks this study employed interviews. These interviews
also helped the study to crosscheck the survey results collected through the
questionnaire. Patton (2002) argues for interview as an effective method of
data collection in qualitative research. The fact is that we cannot observe
everything. We cannot observe feelings, thoughts, intentions, beliefs and
knowledge.... We have to ask people questions about those things. In
theorizing teachers’ cognitions, Borg (2006) argues that teachers” cognitions
are often inferred from teachers’ verbal comments. Interview is most
relevant to this methodological demand.

In order to understand teachers” knowledge through what they say, the
current study was employed semi-structured interview strategy. One
advantage of the semi-structured interview is their flexibility which allows
the interviewer to elaborate on what the interviewee says, while
maintaining the focus of the interview (Borg 2006). Questions in semi-
structured interview are often open-ended, so the interviewees can speak
as much as they like. As such, open-ended questions are used to foster the
respondents’ freedom and confidence as long as seeking their views and
awareness about reasonably complex issues (Ary et al. 1990). The
interviewer will listen carefully and comment thoughtfully on what the
respondent says (Borg 2006). Because of these dominant features, semi-
structured interview has a well-established tradition in investigating
teachers” knowledge (Borg 2012).

After having access to the English teachers in the way described above, the
researcher consulted four interested teachers for interview sessions at their
working place during their working time. With the permission of each
interviewee and the researcher’s oral commitment of confidentiality, each
session of interview was audio recorded by a mobile phone (Techno Camon
12). The interview lasted for around fifteen to twenty minutes with each
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individual teacher. In addition to audio recording, the interviewer was
taking quick notes while conducting the interview. Immediately after each
of the interview session, the researcher organized and made transcriptions
(with the help of recorded information and notes during interview).

Observation

Classroom observation was conducted to investigate teachers” knowledge
and pedagogical practices in teaching speaking skills; and how these
instructions were implemented in the actual English lessons. Patton (2002)
has noted that observations enable the researcher to see things that may not
be evident in interviews or documentation. Moreover, observations provide
more direct information than other self-reported protocols (Dornyei 2007).
In the literature reporting research on teachers’ cognitions, observations are
often utilized to capture teachers’ classroom practices (Borg 2012).
Furthermore, observations provide a rich account of teachers’ teaching in
their -actual classrooms (Cohen, Manion& Morrison 2011). Borg (2006) has
argued that observation clearly has a central role to play in the study of
language teacher cognition by providing a concrete descriptive basis in
relation to what teachers know, think and believe. In short, observation
allows the researcher to capture what the teachers actually do in the
classroom.

During observation sessions, the researcher prepared and used checklist.
Classroom observations checklist was divided into four sections namely:
observing to what extent teachers implement pedagogical practices during
English speaking instruction, observing to what extent the instructors were
given different activities during the lesson, observing what strategies and
techniques the instructors use and observing the role of instructors during
English classes. Having this check list and video records, twelve classes,
four sections three times each was observed randomly by the researcher.
The researcher selected these classes through simple random sampling
technique since it gives equal chance for selection.

Methods of Data Analysis

The data analysis process consisted of both qualitative and quantitative
methods. The quantitative data were analyzed using Likert-type item
analysis. In the Likert scale, numerical values to responses and the
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numerical representation (the coding) of the items were coded as the
following: ‘Strongly Agree’(SA) =5; ‘Agree’ (A)= 4; ‘Undecided’(U) =3;
Disagree’ (D) =2 and ‘Strongly Disagree” (SD)=1. Similarly, the items of the
questionnaire for ‘classroom practice’ were coded as:- ‘Always’(A) =5;
‘Often’(O) =4; ‘Sometimes’(ST) =3; ‘Rarely’(R)=2 and ‘Never’'(N) =1
respectively.

The data gathered using questionnaires were tallied, tabulated, and
analyzed using statistical techniques. Descriptive statistics such as mean,
percentage, variance, standard deviation and coefficient of correlation were
used for expounding the different features of instructors” knowledge and
practices of the communicative tasks in teaching English speaking skills.
Tabular descriptions of items or variables in the study were made. These
helped the researcher to classify the questionnaire items, into their
respective categories.

After classifying the categories, the number of times (frequency) the
respondents answered for an item in each category were recorded in a table.
Correlation between the mean rating of instructors’ and students’
knowledge and practices of the speaking tasks were calculated using the
Spearman Correlation Coefficient. To show the relationships between the
variables, particularly of psychological traits like knowledge, the factor
analysis procedures was implemented. SPSS (Statistical Package for Social
Sciences) was used to analyze the data.

The qualitative data gathering instruments were prepared to obtain
information on how and why instructors” knowledge of the communicative
tasks affects their classroom practices. Thus, it is helpful to see if what they
tell and do match together. After the data were collected, then the data
obtained from classroom observation were first categorized and
interpreted. The information obtained from interview was coded,
transcribed, analyzed and interpreted.

RESULTS
Presentation and Interpretation of Instructors Questionnaire

The purpose of the questionnaire was mainly to obtain information about
instructors” knowledge and pedagogical practices of communicative tasks
in teaching English speaking skills. The questionnaire, which has 34 items,
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was further categorized into four sub-categories. Analysis and discussions

of the questionnaire results were made based on the categories as follows.

Category 1. Instructors’ knowledge of the Effects of Communicative

Tasks on improving the Teaching of English-Speaking skills

An attempt was made to get data on instructors” knowledge about the
effects of communicative tasks on the teaching of English-speaking skills.

The purpose of the questionnaire items in this category is to elicit data on
what the instructors know about the effect of the communicative tasks in

improving the teaching of English speaking.
Table 1

Knowledge concerning the Effects of Communicative Tasks on

improving the Teaching of English Speaking

SA A 8] D SD
No Statement 5) @) 3) 2 ) Mean
The communicative tasks in the F 6 12 8 - - 3.83
course material are communicative
1  goal directed; thusQ the'éy enhance o 23076 4615 3077
students communicative language
learning
The communicative tasks in the F 6 10 6 4 - 3.50
2 course n}aterlal engage stude.nts to o 23076 385 23076 1538
put a primary focus on meaning.
Students are expected to come up F 7 12 7 - - 3.58
3 with clearly d?flned o'utcomes at o 2692 4615 2692
the end of their speaking
The communicative tasks promote ~ F 5 14 4 3 - 3.66
4 learne.rs' ability in an academic o 1923 5385 1538 1153
speaking (advanced speech)
The communicative tasks help F 9 11 6 - - 4.00
5 students to develop skills far
beyond knowledge of linguistic % 3461 4231 23.076
structures.
6 Tasks in the course material are F 8 10 - 4 4 3.00
beyond the students” ability. % 3077 4231 15.38 15.38
7 It is really difficult to assess the F 13 11 - 2 - 4.16
outcome of a communicative tasks % 50 42.31 7.7
The communicative tasks promote  F - 6 8 8 4 2.50
8 tht? de.velopment of integrated % 23.076 3077 3077 1538
skills in the classroom.
9 Pattern practices of communicative  F - 9 9 - 8 3.33
tasks are more appropriate to % 34.61 34.61 30.77
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provide students meaningful

context to use the target language

for speaking.

The end result of the F - 9 9 4 4 3.16

communicative tasks has to be
10  assessed by what the students have

o,
done rather than how they have & 461 3461 1538 1538
done it.
The outcomes of communicative F - 9 9 - 8 33
1 tasks are to be measured by how the
students have done the tasks than % 34.61 34.61 30.77

what they have done.

As shown in table 1 above, item 4 was designed to explain to what extent
communicative tasks have effects on improving students” speaking ability.
In response, more than half of the instructors (73%) agreed that the
communicative tasks in the course material promote learners' speaking
proficiency. Task-based language teaching bases its foundation principle on
meaning, not on form. Similarly, more than half of the instructors (61.5%)
agreed that the primary focus of the communicative tasks in the course
material is meaning (item-2). Willis (1996) states that task based teaching
consider language just as a tool for communication. Similarly, instructors’
responses show that in task-based language teaching is primarily a means
of making meaning.

Instructors’ expectations of the final product of speaking are likely to affect
their students’ focus on the speaking activity. With regarded to the
outcomes of the speaking tasks, most of the instructors (73.07%) agreed that
there is a clearly defined outcome for tasks (item 3). It is useful to
distinguish between the ‘outcome” and the ‘aim’ of a task. ‘Outcome’ refers
to what the learners arrive at when they have completed the task. ‘Aim’
refers to the pedagogic purpose of the task, which is to elicit meaning
focused language. Indeed, it has been argued that it is not task features
themselves but rather learner interpretation of task features which
determine interactional outcomes (Breen 1987). However, a few instructors
(34.61%) agreed to the statement which says ‘the outcomes of a task are to
be measured by the number of correct answers students produce (item 10).
It is true that students can involve in the task process and interpret a task in
different ways. As Hosenfeld (1976) pointed out, learners are adroit at
redefining activities to suit their own purposes.
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Though the majority of the instructors seem to have understanding about
theory of task based language teaching in general and the communicative
tasks in particular, (34.61%) of the instructors agreed that pattern practice
provides a meaningful context to use the target language for speaking. In
addition, (34.61%) of the instructors believed that an accomplishment of a
task has to be evaluated more by the process in which the students did the
task than the end result of the task (item 11). However, it should be noted
that in the teaching learning process, what the students do in the task is as
important as how they do the task. A task seeks to engage students in using
language pragmatically rather than displaying language. As
Kumaravadivelu (1991: 99) puts it, tasks ‘indicate” the content but ‘the
actual language to be negotiated in the classroom is left to the teacher and
the learner.” In general, the responses obtained from the instructors’
questionnaire show instructors” knowledge of the theoretical principles of
task-based language teaching.

Category- 2: Knowledge of the Relevance of the Communicative Tasks

The second category focuses on instructors” knowledge about the
importance of the communicative tasks in improving students’ speaking
ability.

Table 2

Knowledge of the Relevance of the Communicative Tasks

SA A U D SD
No Statement Mean
®) 4) 3) 2) O
The communicative tasks assist the F 9 6 9 2 2.66
12 stud.ents to use the target language o 461 23076 3461 77
outside the classroom.
The communicative tasks in the F 6 8 6 6 2.33
13 course material are appropriate for
the students to develop their % 23.076  30.77 23.07 23.07
speaking skills.
The communicative tasks encourage F 6 10 6 - 4 3.50
14 students to plan their speaking,
since speaking tasks are % 23.07 4231 23.07 15.38
implemented in phases
15 The communicative tasks improve F 15 5 6 - 2.83
learners' interaction skills % 57.69  19.23 23.07
16 F 9 7 10 - 2.83
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The communicative tasks help

students to focus on real world % 34.61 2692 4231
activities
17 It is essential to use task based F 6 9 - 5 6 2.83
teaching in the speaking classes. % 23.07 34.61 19.23  23.07
It is difficult to use the F 4 5 6 7 4 3.16

18 communicative tasks in the % 1538 1923 23.07 2692 1538

classroom

It is more important for students to F - 6 6 7 7 3.66
19 learr'l rules of th? language than its o 2307 23.07 2692 2692

use in the speaking classes

It is very important for students to F 6 4 8 8 3.83
20 finish the communicative tasks

which they are assigned in the % 23.07 1538 30.77 30.77

classroom.

As can be seen in table 2 above, (57.68%) of the instructors indicated that it
is essential to use tasks in their speaking classes (item 17) because tasks help
the students to use the target language outside the classroom (item 12). On
the other hand, 33.3% agreed that it is difficult to use tasks in the class. Willis
(1996) indicates that task based teaching as a method is challenging when
the teacher and/or the students do not have orientations about the method;
as a result, students’” and /or teachers’ participations will be limited.
Similarly, about (38.45%) of the instructors agreed that it is very important
for students to finish the communicative tasks which they are assigned in
the classroom (item 20). 53.83% of the instructors disagreed to the statement
“It is more important for students to learn rules of the language than its use
in the speaking classes” (item 19). Ellis (2003) and Long (1991) state that, in
task based language teaching, there is naturally less concern for use of
grammatical accuracy. That is to say, working more on grammatical
accuracy inhibits students learning. As the philosophies of task based
language teaching is enhancing students’ interaction, many instructors
57.69% agreed that the communicative tasks in the course material improve
students’ pair or group interaction skills (item 15). Interaction is a pivotal
element of the task-based teaching which is student-centered.

Category- 3: Knowledge concerning Students” and Instructors” Roles in
the Communicative Tasks

The results of the questionnaire in this category deals with indicating the
instructors” knowledge of the roles that students and instructors play
during the speaking activity.
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Table 3

Knowledge concerning Students” and Instructors’” Roles in the
Communicative Tasks

SA A U D SD
No Statement Mean
®) 4) 3) ) M
The communicative tasks are F 3 3 6 4
21 .based 0?1 the student-centered o - 3077 3077 2307 1538 2.83
instructional approach.
Success in teaching speaking F ” 1 8
22 .depends more on what the % 2692 - 031 3077 - 3.00
instructor teaches
2 The communicative tasks put F 8 6 6 3 3 2632
much burden on instructor % 30.77 23.07 23.07 1153 15.53 o
The communicative tasks are
24  appropriate to i tudents’ F 8 6 8 4 2.66
ppropriate fo mcrease stadents: o, 3077 2307 3077 1538
participation.
Most students do not have interest
25  to participate in the speakin, F 7 8 7 4 3.00
particip peaking % 2692 3077 2692 1538
activity
If instructors do not explain an F 8 8 6 4
26  activity tho.roughly flI'Sj(, tbe o 3077 3077 23.07 - 15.38 2.33
students will waste their time
Keeping the students focused on
o7 their speaking depends more on F 6 6 4 8 2 316
the material than on the % 23.07 23.07 15.38 30.77 7.7 )
instructor.
Students as negotiator between
28 the self, the learning process and F 7 5 8 6 241
the object of learning can learn % 2692 1923 30.77 23.07 ’
independently.

As shown in table 3 above, a few instructors (26.9%) indicated that success
in students learning does not depend only on what the instructors teach
(item 22). Contrary to their response to item (22), many (61.5%) of the
instructors agreed that it is appropriate for the instructors to explain an
activity thoroughly first, so that the students can effectively use their time
(item 26). The paradox is if the instructors use much of the time for
explanation, students are left with little time to use in the classroom.
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One of the central focuses in communicative tasks is students’
participations and contributions in the speaking classes. However, 57.69%
of the instructors indicated that most students do not participate in the
speaking activity (item 25). In principle, effective learning is a result of
greater self direction rather than dependence up on the instructor. But
about 57.69% of the instructors agreed that the communicative tasks put
much burden on them (item 23). Task-based instruction should not be
teacher-centered; therefore, it requires commitment on the part of the
instructors to help students to participate in the class discussions. If
students are notably lacking in these qualities of taking part in the
discussions, task-based instruction may indeed be difficult to implement
(Krahne 1987). In general, most of the instructors favored more the role of
the instructors in teaching than students’ role in learning.

Category- 4: Knowledge concerning the Effects of the Communicative
Tasks on Confidence

The questionnaire items in this category revealed instructors” knowledge of
the effects of the communicative tasks on students’ confidences in
practicing the speaking.

Table 4

Knowledge concerning the Effects of the Communicative Tasks on
Confidence

SA A U D SD

No Statement Mean
(©) (C) ®G @ @
The communicative tasks help
29  students to develop self confidence F ’ 6 1 2.83
. . P % 3461 2307 4231 '
in speaking
The communicative tasks foster a
30 relaxed atmosphere to facilitate the F ? ? 8 3.33
p % 3461 3461 3077 '
target language use.
Students are not expected to come
31 UP with the same answer for F 11 9 6 416
communicative tasks, but some % 4231 34.61 23.07 ’
students are uncertain about this.
Students have experiences on how
to deal with task based speaking F o 13 6
32 which actually helped them o - 26.92 50 - 23.07 2.50

develop confidences in their
speaking.
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Students are confident to work with  F - 8 4 8 6

33 task-based speaking activities. % 30.77 1538 30.77 23.07 266
Teaching students to develop
confidences and take responsibility
34 for their own learning is futile since - - 8 ? ? 4.16
% 30.77 34.61 34.61

learners are not used to task-based
learning approach.

In working with communicative task-based speaking activities effectively,
experiences of task based teaching/learning are important. With regard to
this, the results in table 4 above show that 30.77% of the instructors
indicated those students do not have experiences on how to work with task-
based speaking (item 32). And many (53.8%) instructors agreed that
students do not have confidence to work with task based learning (item 33).
But still 50% of the instructors are not sure whether the communicative
tasks help students to develop confidences in their speaking ability or not
(item 22).

Contrary to what is discussed above, a few instructors (30.77%) agreed that
students are confident to work with task-based speaking activities (item 33).
However, some (53.77%) of the instructors disagreed that the students are
confident to work with task-based speaking activities (item 33). About
69.2% of the instructors agreed that if students are learned on how to work
with task-based speaking, they can develop confidence and take
responsibility for their own learning (item 34). This shows that the
instructors lacked confidence in their students’ ability to handle the
speaking tasks.

Questionnaire for Students

During this study, there were one hundred and eighty (180) students
participated in the research. The students were those assigned and learned
in Assosa University for 2021/22. The purpose of the questionnaire was to
reveal the instructors’ knowledge about communicative task-based in
teaching English speaking. The analysis and the results of the students’
responses are made as follows.

Category-1: Knowledge concerning Communicative Tasks effects on
improving the Teaching of Speaking
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Category one of the students’ questionnaires focused on revealing
instructors” knowledge of the communicative tasks in helping students to
improve their speaking abilities. Accordingly, the results obtained from
students are presented in the following table.

Table 5
Knowledge concerning Communicative Tasks effect on improving the
teaching of Speaking

ftem Statement SA A v b 5D Mean
No G @ & @ @

I believe the communicative
1 tasks in the course material F 16 19 83 % 27 2.83
. . Y% 8.8 1043  46.1 19.44 15
enhance my speaking skills
In working with the
communicative tasks in the
2 course material, my instructor is F 20 23 5 42 36 3.33
. % 10.99 1263 32.77 23.07 19.79
expected to focus on meaning
than form of the language.
The communicative tasks in the

course material are appropriate F 30 21 57 40 32

3 to develop knowledge and skill % 165 11.54 31.66 22 15.6 416
of the language.
The communicative tasks in the
course material are beyond

4 me/student level; therefore, the F 25 25 46 46 38 950
instructor should provide me % 1374 1374 2555 253  20.87 ’
other opportunities to improve
my speaking.
Success in doing a

5 communicative tasks measured F 34 22 63 30 30 266
by both how it has been done % 187 12.64 35 16.5 16.5
and what has been done
Success in learning speakin: 91

6 depends on tasks ft;hal:; instrfctors 3 38 50 10 6 4.16

. % 17.23 211 5.5 35

can do in the classroom
Success in learning speaking

” depends on tasks that my F 20 20 16 60 64 083
classmates and I do in the % 1099  10.99 8.88 3296 35.16 ’
classroom
A task in the course material can

8 have different solutions; this F 25 20 26 62 47 333
helps me to see the task in % 13.73 1099 1444 3444 2582

different perspectives.

The responses in table 5 above show that a few (23.62%) of the respondents
agreed that in working with the communicative tasks they are expected
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from their instructor to focus more on meaning than form of the language
(item 2). According to Bygate, Skehan, and Swain (2001), a task is an activity
which requires learners to use language, with emphasis on meaning. On the
other hand, 31.34% of the students agreed that success in doing a speaking
task is measured by both how kit has been done and what has been done
(item 5). However, the majority of the students (60.26%) disagreed that the
communicative tasks in the course material can have different answers
(item 8). But Richards and Rodgers (2001: 228) suggest that ‘tasks are
believed to foster processes of negotiation, modification, rephrasing, and
experimentation in second language learning.” Accordingly, the
opportunity to modify the solution(s) to a task is the way in which
interaction contributes to language learning. Regarding the role of task in
facilitating learning, about 40% of the students did not decide whether or
not tasks help them to improve their speaking (item 1). This shows that the
students are not sure whether or not the communicative tasks help them
improve their speaking ability.

Category- 2: Knowledge of the Relevance of the Communicative Tasks

In category two, the questionnaire items were designed to investigate
instructors” knowledge the relevance of the communicative tasks in
improving their students speaking ability. The results are shown in the
following table.

Table 6

Knowledge of the Relevance of the Communicative Tasks

ltem Statement SA A v b SD Mean
No ©) “) ()] ) @)
I think my instructor needs to
know well about the language F 27 60 45 28 20

9 rules before he/she deals with o 1483 3333 o5 1538  10.99 2.83

the communicative tasks in the
course material.
The communicative tasks in the
course material help me/student
10 think more about nfy speaking F 31 20 57 36 36 2.87
% 17.03 1099 31.66 1538 10.99
because they are related to real
world situation.
The communicative tasks in the F 40 39 43 30 28

11 2.
course material are appropriate % 2198 2143 2388 1648 154 %6
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to develop students’ speaking
skills

When instructor works to solve
difficult tasks in pairs, it helps F 30 32 20 48 52
me think more about my % 1648 17.58 10 26.4 28.6
speaking.

Having time to think about a

13 task helps me think more about o 1208 1319 2055 2747 2547 2.35

12 2.62

my speaking.
My instructor does not know

most of the tasks in the course )8

14 material thus he/she doesn’t F 40 35 15.55 40 38 281
think he/she can add something % 21.98 19.23 21.98  20.87
new to my earlier knowledge of
speaking.
Most of the communicative
15 tasks in the course material are F 22 25 58 37 38 279

familiar to me; therefore, I am % 12.08 13.74 32.2 20.33  20.87
focused on my speaking.

6 e 03050 w0 w0
peaiing better than 1648 1648 2747 1648 2198 °
form focused speaking %
F

. i(nowled%e of thetrules ofta N 15 20 16 47 5 -
anguage coes not guarantee the 824 1099 2555 2582 2857
ability to speak in that language.

As shown in table 7 above, 48.16% of the students agreed that their
instructors need to know well about the rules of the language before they
deal with the communicative tasks (item 9). This indicates that the
instructors know the language forms should be taught before they engage
in the actual speaking activity. In connection with the relevance of the
communicative tasks, 31.88 % of the students disagreed that the
communicative tasks in the course material are appropriate to develop their
speaking (item 11). Moreover, many (52.94%) of the students disagreed that
having time to think about a task helps them think more about their
speaking (item 13).As it is explained above, the communicative English
course material gives opportunity to students to work most of the activities
by themselves. If students do not have experience of autonomous learning
and are not ready to take responsibility for their own learning, they tend to
depend more on their instructor.

Regarding the applicability of the tasks in solving a real world problem,
about 28% of the students agreed that the communicative tasks in the course
material do not focus on the real world problems (item 10). The students
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seem to limit the contributions of the communicative task to the classroom
consumption purpose. On the other hand, about 38.46% of the students
disagreed that they enjoy learning in task-based speaking (item 16).

Category 3: Knowledge concerning Students” and Instructors” Roles in
the Communicative Tasks

In category three, the questionnaire items focus on investigating
instructors’” and students” roles in using the communicative tasks during
English speaking classroom. The results are presented in the following
table.

Table 7

Knowledge concerning Students” and Instructors” Roles in the Speaking

Item Statement SA A u D SD Mean
No ) 4) 3) ) 1)

The communicative tasks in the

8 o Taterflal T P2 21 38 5 2
riormation fot students fo % 1319 1154 2111 3022 23.07
practice speaking than

instructor’s discussion.

o T:e task ba.sectl sptteakmg red F 59 57 20 2% 18 -
ehcourage mstructor-centere % 3242 3132 111 143 99 :
discussions

20 eTr?lsilz:r(:cr;zr;ttic(liZEz ki;ntiraction 30 42 38 32 38 2.79
. . % 1648 23.08 21.11 17.58  20.88 ’
in the speaking classes.

3 demendson it o F 04 mo s

epends on what e INSIructor o, 5777 5108 1555 1758 1555 =
does in the classroom.

" I thtmlf tlhe taskstm. t}:le COU;SE t F 25 o7 45 40 43 -
material promote INACpendent o 1374 1484 25 2198 23.62
learning.

The communicative tasks in the

course material are appropriate  F 41 43 26 40 30

23 to work with other students in % 2253 23.63 1444 2198 1697 2.92
the classroom.

o4 I do best when my instructoris  F 32 36 36 36 40 )08
taught as a whole class. % 1758 19.79 19.79 19.79 21.98

Students can contribute a lot to their learning if they are familiar with the
method of learning. In table 7 above, the students responses in connection
with task familiarity show, many (53.29%) of the students agreed that they
do not know how to work with the communicative tasks in the course
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material (item 18). And about 49.75 % of the respondents agreed that
success in learning to speak depends on what the instructor does in the
classroom (item 21). But some scholars state that learning is not so much a
matter of taking in and possessing of knowledge but rather of the taking
part in activities (Ellis, 2003, p. 176).

About 24.2% of the students disagreed that much time is given to the
instructors than the students (item 19). Unquestionably, instructor’s
involvement in the teaching process, unless it distracts students learning, is
essential for initiating learning activities, setting standards, assessing
performances, and providing some forms of feedback. Stevick (1996) writes
“the more the teacher talks and explains the less internal work the learner
is likely to do.” Contrary to the principles of task based learning, about
45.6% of the students do not agree that the communicative tasks promote
independent learning (item 22).

Category 4: Knowledge concerning the Effects of the Communicative
Tasks on Confidence

The questionnaire items in category four were prepared to explore
instructors” knowledge of the effects of the communicative tasks on their
confidence of speaking ability. The results of the responses are discussed as
follows.

Table 8
Knowledge concerning the Effects of the Communicative Tasks on
Confidence

ltem Statement SA A v b SD Mean

No (©) (€] ®) 2) @

25 The communicative tasks help F 19 27 60 74 0 46
me to plan for my speaking. % 1044 14.83 3297 411 ’
Having freedom to explore

F 20 39 35 45 41
26  topics in class helps me think 2.94

. % 1099 2143 1944 2472 2253
more about the speaking task

The speaking tasks in the
7 reommdeademponto L0 03w s,
. % 1648 16.48 1833 23.63 24.17 ’
arrive at the outcomes of the
task
I gained confidence in my
28  ability to speak because of the F 22 28 o8 34 38 2.92

. . %  12.08 15.4 32.2 18.68  20.88
tasks in the course material.
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My earlier experiences about

F 18 19 13 74 56
29  tasks helped me to speak 9.9 10,44 79 4066 3077 2.42
better.
I am confused about what and
30 how to do the tasks in the 49 %6 2 28 24 2.85

. % 2692 30.77 12.77 154 13.19
course material.

Students’ contribution to their own speaking starts from participating in the
pre-speaking (planning) stage. In relation to this, the results of students’
response in table 8 above show that a few (35.27%) of the students agreed
that the communicative tasks helped them to plan for their speaking (item
25). And 47.25% of the students disagreed that having freedom to explore
topics in class helped them think more about the communicative task (item
26). But the literature about task based-teaching shows that communicative
task-based speaking promotes students” ability to frame and modify topics
for the speaking tasks.

Concerning the effects of the communicative tasks on developing the
students” confidence in their speaking abilities, 39.56% of the students
disagreed and 32.97% of the respondents did not decide that they gained
confidence in their ability to speak (item 28). Moreover, many (57.69%) of
the students agree that they have problems in deciding what and how to do
the speaking tasks in the course material (item 30) because they do not have
experience of task-based learning.

Analysis of Instructors’ and Students’ Responses to Communicative
Tasks Practice in Classroom

The purpose of the questionnaire was mainly to examine and obtain
information on what the instructors are to say about their classroom
practices of communicative tasks.

Table 9

Frequency, Percentage and Mean of Responses for Classroom Practice

A (@) ST R N
No Statement F 5 4 3 ’ 1 Mean
Introduce the new language item in F 9 9 g

1  context an’d demonstrate the use o 3461 3461 3077 - - 4.00
and meaning of the new language

Involve students in planning the F 5 7 10 4

task they are going to do. % i 1923 2693 3846 1538 250
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Before engaging students in doing

3 the speaking exercises, Explaining F 9 12 5 i i 191
new grammatical terminologiesor % 34.61 46.16 19.23 '
forms and patterns (rules).

Letting students do the speaking

4 exercises in the course material F 8 10 1923 3 ) 216
after new words and phrases are % 30.77 38.46 11.54
discussed.

5 Use instructor- led classroom F 9 11 2 4 i 225
discussion. % 34.61 4230 7.7 15.38
Impart (demonstrate) knowledge
through activities such as F 3 4 8 8 6

6 explanation, speaking and giving % 11.54 15.38 30.77 30.77 23.07 283
examples.

Encourage and involve students to
7 find the contextual meaning of the F 2 4 ) 12 7 1.83
. % 7.7 15.38 46.16  26.92
new language items.

8 Involve students in pair and group F 3 3 9 8 3 291
works. % 1154 1154 3461 30.77 11.54

9 Help students to correct their error F 5 4 8 6 3 201
in pair and group discussion. % 1923 1538 30.77 23.08 11.54 ’
Correct students’ error in

10  controlled practice activities like F 6 8 ? 3 - 241

. % 23.08 30.77 3461 1154
question and answer.

1 Evaluate students in paper and 7 8 6 5 ) 216
pencil test (in terms or semesters). 26.92 30.77 23.08 19.23 '
Evaluate students” progress on the

12 basis of their day to day F 2 3 ? g > 2.83

. % 7.7 11.54 3461 2692 19.23
communicative performance

As can be seen from the above table, 34.61% and 46.16 % of the respondents
indicated that they practiced “explanation of new grammatical terms, forms
and rules” “ always’ and ‘often’ respectively (Item 3). And also, the response
for item 4 shows that 30.77 % ‘always’, and 38.46% ‘often” practice
explanation of new words or phrases. This means, about 69.2 % of the
respondents knew that they use ‘explanation of new words or phrases’
‘always’ and ‘often’. Similarly, 34.61% and 42.30% of the respondents
indicated that they practiced ‘always’” and ‘often’ respectively use
instructor- led classroom discussion (item 5.) Contrary to the principles of
communicative task, 7.7% and 15.38% of the instructors agreed that they
practice ‘always’ and ‘often” encourage and involve students in finding the
contextual meaning of the new language items (item 7). This implies that
the majority of the class discussions were done through information
transmission/ instructors-centered approach to teaching.
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The responses to items 10 and 11 about error correction and mode of
assessment are stated as follows. 23.08% and 30.77% of the instructors
indicated that they correct students” error in controlled practice activities
(item 10) ‘nearly always” and ‘often” respectively. And, 26.92% and 30.77%
of the respondents indicated that they evaluate students’ language
performance using paper and pencil tests- on semesters or terms ‘always’
and ‘often’ respectively (item 11). But, 7.7% and 11.54% of the instructors
affirmed that they evaluate students’ progress on the basis of their day to
day communicative performance (item 12) ‘always’ and ‘often’ respectively.
This implies that most of the instructors did not practice continues
assessment. Generally, the data obtained from the instructors in connection
with their classroom practice shows that contrary to their knowledge of
communicative task-based language teaching, most instructors tend to
favor using instructors fronted or the traditional ways of EFL teaching.

Table 10

Frequency, Percentage and Mean of Students” Responses for Classroom
Practice

ftem Statement A 0 ST R N Mean
No. 5 4 3 2 1
My instructor is involved in telling

1 the meanings of the new language 30 28 37 42 43 233
items in context to demonstrate the 16.66 1555 20.55 23.33 23.88 )
use of ‘the new language

’ He/she plans for the task I am 25 28 33 44 50 048
going to do 13.74 1555 1813 24.18 2747 ’
He/she gives much time for

3 grammagtical and patterns (rules) 60 42 18 30 30 2.96

. . 3298 23.076 9.9 16.66  16.66
discussions.
He/she searches for the meanings
04 of the new words in dictionary to 38 38 43 30 31 285

’ do the exercises in the course 20.88 20.88 23.88 16.66 17.03 ’
material.

5 He/she focuses more on accuracy 36 36 46 32 30 275
during the communicative tasks 20 20 2555 17.77 16.66 ’
He/she teaches more through self-

6 engaged learning than he/she 37 35 26 37 45 383
teaches through instructor 20.55 19.4 144 20.55 25

explanations and discussions
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He/she tries out the contextual

. 25 25 35 49 46
7 @eanmg of the new language 1388  13.88 19.4 79 2555 2.37
items.
g He/she participates in pair and 36 38 40 40 26 311
group works. 20 21.1 222 22.2 14.4 '
9 He/she corrects errors in pair and 15 20 40 51 54 200
group discussion. 8.3 11.1 222 283 30 ’
10 He/she focuses on correcting errors 54 50 35 17101 21 246
in controlled practice activities. 30 2777 194 ’ 11.66 '
y el o 0w on B,
. 8 344 333 1666 722 83
session.
He/she judges his progress on the
2 2
12 basis of his day to day 0 0 30 60 20 2.22

performance 111 111 l6.6 333  27.77

As shown in the above table, 20.55%, 23.33% and 23.88% of the students
respondents indicated that their instructors involve them in finding

contextual meaning of the language item they are using in their speaking
(items 1) * some times’, rarely’ and ‘never’ respectively. Similarly, about
18.13%, 24.18% and 27.47% of the students agreed that they plan for the
tasks they are to do (item 2) ‘some times’, rarely” and ‘never’ respectively.
The results of items 1 and 2 indicate that most of the students depend on
their instructors in finding the meanings of new words in the speaking
exercises, thus much of the class discussions are dominated by the
instructors.

Regarding their speaking, 20%, 20% and 25.55% of the students indicated
that they focus more on accuracy than fluency (item 5), ‘always’, ‘often” and
‘some times’ respectively. Similarly, 30%, 27.77% and 19.4% of the students
focus on correcting errors in controlled practice activities (Items 10)
‘always’, ‘often” and ‘some times’ respectively. This shows that most of the
students give much of their time to learn about the forms of the language.
In response to questions asked to access their efforts for cooperative
learning, 20%, 21.1% and 23.3% of the students indicated that they
participate in pair and group works ‘always’, ‘often’ and ‘some times’
respectively’ (item 8). And 34.4%, 33.3% and 16.66% of the students agreed
that they disregard their classmates’ comments during the speaking classes
(item 11) ‘always’, ‘often” and ‘some times’ respectively. This shows that
students lack confidences and are hesitant about their classmates’ ability to
contribute for learning.
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Correlation

Correlation coefficient is usually used to find the relation between different
variables. Either Pearson or Spearman rank order correlation can be applied
depending on the type of data. In this study Spearman rank order
correlation was preferred to Pearson correlation because the data is non-
parametric. Moreover, the responses given to each questionnaire item was
ranked amongl to 5 in accordance with the magnitude of the response.
Then the average mean values, the standard deviations and variances of the
variable under the study were analyzed and discussed. The results of both
knowledge and practices, obtained from the instructions” questionnaire are
correlated with the results of the students are discussed as follows.

Summary of Instructors’ and Students’ Knowledge of Communicative
Tasks

The following tables show the summary results of instructors” and students’
knowledge of communicative tasks in teaching English speaking. The
discussions of the summaries are presented based on the classifications
(categories) of knowledge made earlier. The summary of each category is
presented as follows.

Table 11

Summary of knowledge concerning the effects of communicative task on
improving the teaching-learning of speaking skills

Respondents Mean Standard deviation Variance
Instructors 3.61 0.8215 0.058 Remarks
Students 2.84 0.5172 0.155

Table 11 shows that the results and relationships between instructors’
and students” questionnaire on knowledge of the effects of communicative
tasks on improving students’ speaking. As shown in the above table, the
mean average knowledge rate for instructors is higher than the average
mean scores of students. The variation between instructors and students
shows a big difference in general. This could be because of the teacher
awareness about communicative tasks principles. The instructors might use
most of the time teacher-fronted method and change their knowledge about
task-based speaking. In general, instructors have better understanding

International Journal of Language and Education Research
Volume 5/Issue 2, August 2023



An Investigation of EFL Teachers’ Knowledge and Pedagogical Practices of

Communicative Tasks in Teaching English Speaking Skills: Assosa
University in Focus

about the contributions of the communicative tasks in improving students’
speaking ability. However, students have no more understanding and
awareness about communicative tasks.

Table 12

Knowledge of the relevance of the speaking tasks

Respondents Mean Standard deviation Variance Remarks
Instructors 3.07 0.5432 0.136
Students 2.73 0.5117 0.255

Table 12 compares instructors’” and students” knowledge of the relevance of
the speaking tasks. As shown in the table, the mean average of the
knowledge of the instructors and the students is different. This implies that
unlike the students, the instructors have favorable knowledge about the
importance of the communicative tasks in helping students to improve their
speaking. However, they did not apply what they know in English speaking
classroom

Table 13

Summary of knowledge concerning students” and instructors’ roles in the
communicative tasks

Respondents Mean Standard deviation Variance
Instructors 2.90 0.5313 0.261
Students 2.75 0.5122 0.254

Table 13 shows the average means for instructors and students are
different. The variation from the mean is the different for instructors and
students. This shows that both groups have different knowledge of
students” and instructors’ roles in the speaking classes. The results indicate
that the instructors” and students’ knowledge of their roles in the speaking
classes diverge. Therefore, the results above reveal that the students need
awareness which bring changes in their knowledge about their roles in
communicative tasks.
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Table 14

Summary of knowledge concerning the effects of the communicative tasks
on confidence

Respondents Mean Standard deviation Variance
Instructors 3.27 0.6123 0.111
Students 2.70 0.5020 0.234

In table 14, the results of the average means for instructors” and students’
knowledge concerning the effect of the communicative tasks on confidence
show differences among the respondents. The difference is relatively big
between instructors and the students. This indicates that the students” and
instructors” knowledge about the effect of the communicative tasks on
confidence mismatches. The likely effect of this mismatch in knowledge can
reflect on the classroom practice.

Correlation of instructors’ and students’ classroom practice

Table 15

Summary of classroom practice

Respondents Mean Standard deviation Variance Remark
Instructors 2.56 0.5004 0.242
Students 2.68 0.5013 0.251

Table 15 shows the average mean value of the students is higher than the
mean values of instructors. This indicates that the students’” improved
knowledge contributed to their relatively better classroom practices.

Table 16

Summary of Coefficient of correlation between instructors” knowledge and
practice

Variables N Mean STDD R r2 P
i(nl(zwledge of the communicative 15 317 06117
Proctices of .. 0414 017 0.181
ractices of the communicative 15 256 05004
tasks

Table 16 shows that r = 0.41, P-value is 0.18. The result indicates that the
relationship between instructors” knowledge and practices is positive and
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weak. There is no significant relationship between instructors” knowledge
and practice since the p value is greater than 0.05. Therefore, instructors’
knowledge and practices of the communicative tasks mismatch.

Table 17

Summary of” Coefficient of correlation between knowledge and practices
students

Variables N Mean STD.D R r2 P
Knowledge of the communicative 50 280 05107 091 0.82 0.03
tasks

Practices of the communicative tasks 50 2.68  0.5013

Table 17 shows that r = 0.91 and P-value is 0.03. This means that the
relationship is strong and statistically significant ((p<0.05). It shows that
there is little difference between what they think and do about the
communicative tasks. Therefore, there is significant relationship between
the students” knowledge and practices.

So far the results of the questionnaire about instructors’ and students’
knowledge and practices of the communicative tasks were discussed. The
results show, the knowledge and practices of the students match, but the
instructors’ knowledge and practices mismatch.

CONCLUSION

The conclusion of the study focuses on answers to the questions raised
under the statement of the problem and the summary of the research
finding. Accordingly, each question is discussed as follows:

What is instructors’” knowledge toward the communicative tasks
instructions?

Ideally, almost all instructors agreed on the importance of communicative
task instructions in improving the students’ speaking abilities. Accordingly,
the instructors indicated in their responses to the questionnaire that
communicative task instructions were relevant to enhance students’
speaking. Moreover, many of the instructors agreed that most of the tasks
in the course material were appropriate to teach speaking. However, they
tended to conclude that most students were unable to participate in the
speaking task because of their inability to speak. In addition, the instructors
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were complaining that students were not willing to take responsibility for
their speaking. However, an interesting experience drawn from the
instructors” knowledge is a context dilemma. Instructors should not
consider students’ speaking inability only as a constraint but also as
opportunity. Accordingly, they should help students to cope up with the
demands of task-based speaking.

It would be a mistake to assume that problems associated with task-based
speaking cited by instructors and students as fundamental weaknesses of
tasks. In fact the weakness lie on the instructors” approaches to implement
task based teaching. In some cases instructors tried to make the students
suitable to the method they are using rather than making the method
suitable to the students. This means, the instructors focus on imposing their
teaching philosophy on the students rather than focusing on how to help
students improve their speaking. The literature about the history of
language teaching shows that any language teaching method in use can be
effective only if it is adapted to a given teaching/learning situation (context).

It's important to notice here that task as an instructional method is more
than just giving activities to students and evaluating their performance.
More importantly, the instructor, who wants to implement speaking tasks
successfully, is required to have sufficient knowledge and commitment to
practice the tasks.

What pedagogical orientation (communicative or traditional) do
instructors use in the practice of communicative tasks?

Most of the instructors agreed that task-based language teaching enhances
students’ learning but they practiced instructor fronted teaching during the
speaking classes. This conflicting knowledge and practice have adverse
result on students’ speaking ability. For example, one of the many
weaknesses of instructor-fronted classroom discussions is that much of the
class time is used by the instructor which actually is against the principle of
task-based speaking. In other words, the students are given less time to
practice speaking.

Unless students are given opportunities to speak by themselves and
develop confidence in their speaking ability, they always think that they are
unable to speak. This is reflected by the challenge posed from loss of
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confidence in their speaking. Similarly, almost all the students lacked
orientations about task-based learning. This lack of orientations limited
them to appreciate instructor-centered discussions where they depend
more on what their instructor does on the structure of the language. And
one of the weaknesses of form focused learning is that it does not encourage
holistic approach in the speaking process because students are mostly
focused on the language items than the speaking context.

Do instructors’” knowledge of communicative tasks match with their
practice?

The result of this study shows that most of the instructors were ambivalent
in using and practicing task-based speaking in the class. The paradoxical
disparities that exist between what instructors know and profess and what
they actually practice in the EFL classroom resulted in poor performance of
task-based speaking. Many of the instructors were strongly inclined to
change the task-based method and make it fit their own personal blend of
methodological beliefs which actually is instructors-centered teaching.

The overall findings of this study reveal that despite an understanding of
task based teaching concepts, many instructors developed fear of adopting
tasks as an instructional method. One of the instructors’ reasons to avoid
implementing task based teaching was their students” inability. As stated
above most instructors in the study believed that their students’ low
speaking ability was a barrier to the implementation of the task based
speaking. Though the students’ inability is a factor, there is a possibility to
argue that such views may also be prompted by instructors’” dilemma and
misconceptions in making the students aware about task-based speaking
concepts. And the mismatch between instructors” knowledge and practices
of task-based speaking can partly be attributed to the need of instructors to
continue with their own preferred teaching method.

The results about students” knowledge and practices show that they did not
have experiences about task-based teaching principles. Thus, the
instructors were in favor of instructor-fronted teaching. On the other hand,
the students preferred deductive (top-down) approach to the learning of
speaking where the grammatical rules for speaking are explained through
instructor-directed discussions. This tendency of depending more on
instructor did not help them much to improve their speaking and to
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develop confidence in their speaking ability. However, the students had
interest to develop their knowledge on task-based speaking. As a result,
they have shown interests to take responsibility for their speaking and they
gradually developed confidences in their speaking. This indicates that if
students are given the necessary support in their speaking classes, they can
bring changes in their speaking abilities. Therefore, though supporting
students to develop favorable knowledge towards task-based speaking is a
challenge, it is essential and attainable.

The researcher believes that it is dangerous to assume that task based
teaching/ learning is a perfect one-size-fit all kinds of students and can just
be applied to every corner of the world. Problems can stem from instructors’
knowledge and practices of task based speaking. Therefore, we cannot
ignore that problems can and do occur as we export methodologies across
contexts. It is our responsibility, as instructors, to make our students aware
of this. Students who do not have orientations about task-based learning
avoid participating in task-based activities. This may result from their lack
of confidence in performing tasks. That is why it is necessary for the
instructors to help students build confidence by encouraging them to learn
how to deal with tasks and use collaborative skills in task-based
performance.
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SKILLS OF PUPILS IN BUEA AND YAOUNDE,
CAMEROON
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Abstract

This paper looks at lower primary instructor’s competence in English phonics and
outcome on phonics instruction and reading skills of pupils. The instrument used
for data collection was a a pre- test before a pedagogic workshop on the teaching of
phonics to lower primary school instructors in Buea and Yaounde to find out the
teachers’ level in phonics and establish whether the teachers had the need for the
workshop. Through the use of a five item test, the instrument was administered and
data elicited from some primary one and two teachers in said towns in Cameroon.
A total number of 43 teachers took the test in Buea while 48 others sat for the test in
Yaoundé making a total of 91 teachers. Findings showed some teachers lack of
competence in key issues in phonics such as sound blending, sound segmentation
and sound identification and counting which will obviously produces a negative
learning outcome and impact reading skills of pupils they are teaching.

Keywords: Instructors, competence, phonics instruction, outcome, reading skills.
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INTRODUCTION

The problem most higher primary school pupils encounter (class 3 to 5) in
Cameroon that contributes to their poor achievement in tests and
examinations in all subjects is knowing how to read the notes given them
in English by their teachers and understand them, read and understand the
tests and exams questions. In the course of observing English language
lessons in primary four and five in Buea and Yaounde, I discovered that
most pupils are still struggling in reading; a skill which they were expected
to have acquired in lower primary level of education. This observation
served as a pushing factor for me to go further and see where the problem
is coming from by investigating lower primary school teachers” competence
in phonics which has a direct link with their teaching and learners mastery
of reading.

Reading as a concept in modern education forms the base of all educational
activities. Modern society deems the ability to read as one of the most
requisite skills to succeed at school and in the workplace. Several
researchers have attest to the importance of pupils acquiring phonics and
reading skills early in life and the importance of reading in all academic
attainments (Pretorius & Machet, 2004; Klapwijk, 2011; Thrupp, 2013).
According to McDonough and Shaw (1994:101), “reading is the most
important and fruitful foreign language skill to teach, particularly in the
case where students have to read English material for their own specialist
subjects but may never actually have to speak the language”. Many
researchers have emphasized the primodial link between reading skills and
success in life (Cimmiyotti, 2013; Shoebottom, 2007; Al-Dress, 2008). The
best way of introducing pupils to reading is through phonics instruction
(explicit teaching about individual letter sound correspondences, their
sequences including spelling patterns, and the pronunciation of
corresponding sounds) which begins at the early primary level of
education. No wonder why several researchers (Perfetti 1985; Stanovich
1980; Chall, 1967; Bond and Dykstra, 1967) assert that, the development of
good reading comprehension depends on transmission of phonics skills to
children and beginning learners.

However, the success of pupils in phonics and subsequent reading
primordially depends on the classroom instruction through the teachers’

International Journal of Language and Education Research
Volume 5/Issue 2, August 2023



Instructors’ Competence in English Phonics and Outcome on Instruction and

Reading Skills of Pupils in Buea And Yaoundé, Cameroon _

role in helping students to improve in reading, and ability to effectively
pronounce, articulate and read. A teacher’s knowledge of phonics has a
strong effect on his/her ability to teach phonics and reading and pupil’s
ability in reading (Carroll, 1990; Moats, 1995; Azikiwe, 2007; Rasinki, 2010)
at the lower primary level. It enables the instructor to choose the best
examples for instruction, to provide focused instruction, and to better
understand students’ reading errors in relation to developing language
skills.

In line with the above, this study looks at the competence of lower primary
school teachers in phonics and its impact on phonics instruction and
reading skills of their target learners. The questions guiding this research
are what are some of the difficulties lower primary school teachers may
encounter in English phonics and what is the impact on phonics instruction
and reading skills of primary school pupils in the target schools? This study
is based on the premise that some lower primary school teachers show a
poor mastery of some basic concepts in English phonics which constitute a
challenge when teaching phonics in the primary school which hunts the
students in reading.

A number of studies have been conducted around the world on challenges
in handling phonics instruction at the lower primary grade and requires
review to show their point of convergence and departure from this study
thereby revealing the originality of the current study. Mubanga, (2010)
carried out a study on the nature and prevalence of reading and writing
difficulties in English language in grade two and findings revealed some
difficulties in letter-identification from Mbala basic school among grade
two learners. He further stated that learners had difficulties in
differentiating letters such as ‘b” and ‘d’, “p” and “q’, ‘e’ and the digit ‘6". In
the same light, Swanepoel cited by Mubanga opines that when a
phonological awareness deficiency is identified as a contributor to a pupil’s
reading and spelling difficulties, it is a relief because it is a trainable system
that can be taught and practiced in the early stages of reading development
that will undoubtedly improves reading and spelling systems. Mwambazi
(2011) worked on the causes and the nature of the low reading achievement
by grade two pupils in some basic schools in Zambia. The study confirmed
that grade two pupils were not reading according to their grade level as
very few learners were able to identify letters in terms of initial and ending
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sounds. A study conducted by Mulenga, (2012) to assess grade three
learners preparedness for the Read On Course (ROC) under the Primary
Reading Programme (PRP) in reading/writing in Bemba (a local languages
spoken in Zambia) as a first Language. The study showed that most learners
faced a number of difficulties in reading/writing in Grade three when
English and Bemba (a local language) are taught simultaneously. Findings
depict that most learners in Grade three including some that had
supposedly broken through by the end of Grade two were not able to
read/write at the expected level. Mwanamukubi (2013) worked on the
reading difficulties in grade six pupils and challenges encountered by
teachers in teaching reading. Findings indicated that reading failure was
mainly caused by failure to acquire phonological awareness and skills in
alphabetic coding also confirmed by Mando (2008). This study push further
by investigating if the failure in acquiring alphabetic coding skills may be
due to the instructor’s poor mastery of phonics.

Laohawiriyanon (2014) investigated the effects of systematic remedial
phonics instruction on the improvement of pronunciation, spelling and
reading comprehension skills. Results showed that systematic remedial
phonics instruction could help improve the learners’” pronunciation,
spelling, and reading comprehension skills. However, remedial phonics
instruction can only help when the instructor shows a complete mastery of
phonics. That is where this current researcher departs from the earlier
study. Kamalata (2016) and Nanchengwa (2016) revealed that phonics
instructors need to have a lot of teaching/learning materials so that every
learner can hold a book or be able to see from the chart what the teachers
are talking about for reading phonics instructors to succeed. Tembo (2016)
in the same light revealed the role of teaching materials in providing
guidance to phonic instructors teaching initial reading skills and learning
material on what to teach and consequently learners are able to grasp the
concepts easily. The vitality of teaching aids cannot be underestimated in
transmitting knowledge on phonics to lower primary pupils although this
study does not focus on it. Mulenga et al (2020) investigated the challenges
teachers encounter in teaching reading Phonic and Sight words with focus
on fourth grade learners in some selected primary schools of Lusaka district
in Zambia. Through a survey research design, both quantitative and
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qualitative data were collected from teachers and fourth grade pupils.
Findings revealed that the abscond of some pupils from phonics classes in
the early days of their grade one where early reading was introduced, over
enrolment, no attention given to learners with learning difficulties, and
the shortage of appropriate quality teaching and learning materials for early
grade reading were responsible for the challenges in teaching the target
concepts.

The Levin Committee (2000) and the Shimron Committee (2002)
investigated methods for fostering oral and written Language skills in
preschool and Kindergarten age children and ways to reform reading
instruction in the primary school grades respectively. Both committees hold
that key components in literacy acquisition were phonetic awareness and
alphabet recognition and recommended instruction in both concepts.

Thembi and Anne (2022) investigated the difficulties experienced by grade
3 teachers in full-service school encounter in supporting young pupils
struggling with reading and identified problems such as unconditional
promotion from grade 2 to grade 3 without any level in reading,
overcrowded classes, lack of enough readers, poor reading attitude, lack of
knowledge about diverse learning style and lack of parental support.
Amani and Ligembe (2022) assessed the phonological awareness skills in
reading English language among primary school pupils in Bunda,
Tanzania. Guided by the interactive theory, findings showed that pupils in
the public primary schools and some English medium schools express low
phonological awareness skills at the level of pronouncing words with
consonant clusters, decoding diagraphs, recognizing silent sounds and
decoding words with irregular grapheme phoneme correspondences. The
study proposes that pupils will excel more in learning phonological skills if
teachers employ phonics strategies such as segmentation, blending,
substitution, deletion, rhyming games and corporative teaching pairing
teachers of two different schools. The above study assesses pupils’
phonological awareness skills while this study moves a step behind in
taking interest in teachers’ phonological competence and how it impact
learners reading skills.

This present study underscores its originality in assessing lower primary
school teachers’ competence in some phonics strategies listed above and
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more as opposed to the previous studies which focuses on pupils.
Furthermore, previous literature that had to do with teachers was limited
to primary school teachers pedagogic skills in supporting pupils struggling
in phonics while this study traces back the instructor’s mastery of phonics
which might play negatively on phonics instruction. Furthermore, findings
from literature reviewed on challenges encountered by teachers in phonics
instruction were based on experiences from different parts of the world and
not in Cameroon. Therefore, it was relevant and imperative that a study
was conducted in Cameroon to gather empirical evidence pertaining to the
subject matter.

This paper opens with an introduction which covers the problem,
objectives, research questions and hypothesis, literature review and
structure of the study. It will be followed by the methodology, results and
discussions and ends with a conclusion. The conclusion will cover
recommendations and suggestions for further research.

METHODOLOGY

A survey research design was used. The population of this study were
primary one and two teachers of Buea and Yaoundé. Through purposive
and convenient sampling, a total number of 43 teachers took the test in Buea
while 48 others sat for the test in Yaounde making a total of 91 teachers. The
reason for choosing this level is because this is where the teaching of
phonics is mostly done and if pupils are not appropriately taught, they will
likely never master phonics and it will play negatively on their reading
skills on the one hand and on the other hand on their entire academic
performances. The table below gives a picture of the different primary
schools in Buea and Yaounde where the teachers came from.

Table 1
Sample population for the study

Sampled
Schools number of
teachers
Government Primary Schools Bonduma-Boboko, in Buea. 10
Government Primary Schools Bokama in Buea 13
Government Primary Schools Tiko in Buea 9
Government Primary Schools Buea Town 12
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Government Primary School Bastos 1, Yaoundé. 12
Government Primary School Bastos 2, Yaoundé. 10
Government Bilingual Primary School Etougebe 11
Government Bilingual Primary School Biyemassi 14
Total 91
Percentage (%) 100

The instrument used for data collection was a test and precisely a pre- test
before a pedagogic workshop on the teaching of phonics to find out the
teachers’ level in phonics and establish whether the teachers had the need
for the workshop. The 2018 workshop was for primary school teachers of
some selected primary schools of the above-mentioned localities to enhance
their knowledge of phonics teaching in Cameroon. The test paper consisted
of closed ended questions whereby teachers were only allowed to choose
answers from the options provided concerning consonant blends,
importance of word blending, importance of word segmentation and open-
ended questions whereby they had to say the words and later count the
sounds that those words contained.

RESULTS AND DISCUSSIONS

This section presents the results and generates discussions based on the four
items test administered to the target teachers. It focuses on teachers” ability
in identifying consonant blends, teachers’ ability in knowing the
importance of blending, teachers’ ability in knowing the importance of
sound segmentation and teachers’ ability in identifying and counting
sounds in words.

Teachers’ identification of consonant blends

Teachers” competence in phonics and precisely consonant blends impacts
effective teaching and reading outcomes. That is why during the test,
teachers were tested on their skills in identifying consonant blends. This is
the list of consonant blends that were to be selected among words and other
sounds: cl, br, str. The table below gives us the performances of teachers in
terms of consonant blends identification.

Table 2.

Statistical score on identification of consonant blends

Identification of consonant ~ Correct Answer  Wrong answer Total
blends Buea Yaounde Buea Yaounde Buea Yaounde
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Respondents 23 26 20 19 43 45
Percentage 53.49 60.42 46.51 39.58 100 100
Total percentage 56.95 43.05 100

Results above shows that in Buea, out of 43 teachers only, 23(53.49%)
provided a complete correct answer to the question while 20(46.51%)
teachers provided wrong answers and. In Yaounde, out of 48 teachers who
responded to the question, 29 (60.42%) pass while 19 (39.58%) fail. Here, it
is important to note that some of the teachers who fall under the category
of wrong answers were able to identify a single answer out of a total of three
answers and thus fall under the category of those who failed. Generally, it
is important to note that the percentage of teachers who were not able to
identify consonant blends in Yaounde and Buea stands at 39.58% and
46.51% respectively making a total of 43.04% giving us the possibility to
assume that they will not be able to teach it appropriately to lower primary
pupils and thus, it will impact their reading skills at the early secondary
level. Further assumptions that can be made from the above results is that,
the teachers who failed will impact the teaching and learning outcomes
which can lead to mislearning.

Teachers’ knowledge on the importance of blending to children

This section was a follow-up question from above with the aim of testing
teachers” knowledge on the importance of blending to children. The
teachers were given two options to choose the most appropriate which
were; “enable children to read words” and “enable children to write
words”. The table below gives us teachers’ performance in Buea and
Yoaunde.

Table 3

Statistical score on knowledge of the importance of sound blending to
children

Importance of sound Correct Answer Wrong answer Total
blending to children Buea Yaounde Buea  Yaounde Buea Yaounde
Respondents 36 41 7 7 43 48

Percentage 83.72 85.42 16.28 14.58 100 100
Total percentage 84.57 15.43 100
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Statistics indicates that in Buea, out of 43 teachers who responded to the test
question, 36 (83.72%) pass while 7 (16.28%) fail. In Yaounde, out of 48
teachers who sat for the test, it is clearly seen that 41 (84.42%) pass while 7
(14.58%) fail. Generally, the failure rate of the both locations stands at
15.43%. From the percentage gotten above, we can say that the teachers who
were unable to identify the importance of word blending to children will
likely not raise awareness of the reason for teaching pupils sound blending
and thus find it difficult to set the right learning outcome of that lesson.
Such a teacher might not be able to motivate pupils to acquire skills in
blending since their teacher might find it difficult to raise awareness on the
importance of this concept to learners thus an increase in the low standard
of reading exercised by learners in these regions.

Teachers” knowledge on the importance of sound segmentation to
children

This section dealt with teachers” knowledge on the importance of sound
segmentation to children. This was the third question of the test
administered to teachers. The question requested to know what segmenting
or sounding would help the children to do and answers were proposed for
teachers to choose the appropriate option. These options were; a) to read
words, b) to write words and c) others. The statistics will be presented on
the table below:

Table 4

Statistical score on knowledge of the importance of sound segmentation to
children

Importance of sound Correct Answer Wrong answer Total
blending to children Buea Yaounde  Buea  Yaounde Buea Yaounde
Respondents 43 48 0 0 43 48

Percentage 100 100 0 0 100 100
Total percentage 100 0 100

Statistics shows that this question was a favourable one given that all the 43
and 48 teachers in Buea and Yaounde provided correct answers giving a
total percentage pass of 100. So, if all the teachers were aware of the fact
that segmenting or sounding enable the children to read, it means that they
will likely raise awareness of the reason for teaching pupils’ sound
segmentation or sounding and set the right learning outcome when
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teaching such a concept. Such teachers might be very motivated to teach
sound segmentation since they know the importance thus an increase in the
standard of reading of learners which will be manifested by their target
young learners.

Teachers’ ability in identifying and counting the number of sounds in
words

Question four of the test was meant to test the ability of teachers in
identifying and counting the number of sounds in words. This question
carried seven words and numbered from A to G. The word A had 3 sounds,
B had 4 sounds, C had 5 sounds, D had 3 sounds, E had 4 sounds, F had 2
sounds and G had 9 sounds. These words were; “cat’, “sleep’, ‘sister’, “moon’,
‘clap’, “in” and ‘helicopter’. The table below shows the number and
percentage of teachers who responded correctly to this question.

Table 5

Statistical score on counting and identifying the number of sounds in words

Counting
t A%
and Respondents Correc Percentage rong Percentage
) . answer answer
identifyi
ng the
number , ,
of Buea Y'de Bue Y'd Buea Y'de Bue Y'd Buea Y’'de
a e a e
sounds
in words.
A 43 48 32 34 7442 7083 11 14 2558 29.17
B 43 48 15 14 3489 2917 28 34 6511 70.83
C 43 48 28 05 6512 1042 15 43 3488 89.58
D 43 48 34 34 79.07 7083 9 14 2093 29.17
E 43 48 16 09 3721 1875 27 39 6279 81.25
F 43 48 36 38 8372 79.17 7 10 16.28 20.83
G 43 48 11 08 2558 16.67 32 40 7442 8333
43x% 48x
714 422 42. 7.74
TOTAL 7=30 7=33 172 142 > 6 129 194 8 5
1 6 % % % %

It is important to note that Y'de on the table above stands for Yaounde.
Results show that for question 4A in Buea, out of the 43 teachers who sat
for the test, 32 opted for a correct answer giving a percentage of 21 (74.42%)
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pass and 11 (25.58%) fail. Question 4B show that 15 (34.89%) teachers pass
and 28 teachers (65.11%) fail. Question 4C presented 28 (65.12%) pass and
15 (34.88%) fail. For 4D, 34 (79.07%) pass and 09 (20.93%) fail. 4E shows that
16 (37.21%) teachers responded correctly and 27(62.79%) responded
wrongly. Question 4F had a total number of 36(83.72%) teachers with
correct answers and 07(16.28%) wrong answers. Lastly, for the 4G, only
11(25.58%) teachers could provide the correct answer and 32(74.42%) wrong
answers.

In Yaounde, results show that for question 4A, out of the 48 teachers who
sat for the test, 34(70.83%) opted for a correct answer and 14(29.17%)
teachers proposed wrong answers. Question 4B shows that, 14 (29.17%)
teachers passed while 34 teachers (70.83%) failed. Question 4C presented 5
(10.42%) correct answers while 43(89.58%) of them were wrong. The 4D
portion of this question presents 34 (70.83%) correct answers and
14(29.17%) wrong answers. 4E shows that 9(18.75%) teachers responded
correctly and 39(81.25%) responded wrongly. Question 4F had a total
number of 38 (79.17%) teachers with correct answers and 10(20.83%) had
wrong responses. Lastly, for the 4G, only 8(16.67%) teachers could provide
the correct answer and 40(83.33%) wrong answers.

From the statistics gotten above, it is worth noting that the percentage of
teachers in Buea and Yaounde who had challenges in counting the sounds
of the target words came up to 50.3(42.86+57.74/2) respectively. According
to each word, 27.37% (25.58 +29.17/2) could not count the sounds of the
word “cat” and 67.97% (65.11+70.83/2) failed in the counting of sounds in
the word “sleep”, At this level, we come to realise that the notion of
blending that they did not know equally important since some of the
teachers identified 5 sounds though there was a vowel blend in the word
which constituted a single vowel sound. With the word “moon” the
percentage fail stood at 25 (20.93+29.17/2), as for the word “sister” 62.32%
(34.88+89.58/2) failed. For the word “clap” 72.02% (62.79+81.25/2) failed,
and for “in” 18.55% (16.28+20.83/2) failed. The percentage of teachers who
failed in the counting of the word “helicopter” stood at 78.87
(74.42+83.33/2). The general failure rate of question four for Buea and
Yaounde stood at 50.31% (42.89+57.31/2) above average. Their failure is of
evidence that they will not be able to teach children to count words. All the
above rates of failure shows that, such category of teachers will not be able
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to appropriately teach children how to count and identify sounds in words
and pupils taught by such category of teachers will suffer challenges in
counting sounds due to mis-learning.

CONCLUSION

From the findings in chapter four, it is obvious and very clearly stated that
some primary school teachers will have serious difficulties in the teaching
of phonics because they cannot blend, segment and count words
appropriately neither do they know the importance of sound blending and
segmentation to children hence students” shortcomings in reading. This can
be linked to the falling standard of language literacy and reading culture
exercised by young learners in Cameron.

However, it is recommended for the Ministry of Basic Education in
Cameroon to approve compulsory teacher training workshops on phonic
teaching and especially Jolly Phonics which has proven to be very
successful in other West African countries like Nigeria and Ghana in
helping lower primary school children to learn how to read, blend, segment
and write sounds. The pilot phase of this training started in Cameroon in
2018 where I served as the Lead Academia in the training and it was later
suspended and lower primary school teachers were targeted in some
schools in Yaounde, Douala, Bamenda, Buea and Ngaoundere respectively.
Lower primary school teachers are equally expected to make conscious
efforts and take serious measures in self-learning of phonics and phonics
teaching methods to children so as to enhance their mastery of the concept
and teaching strategies.

Further research on the teaching of the target issue is recommended with
focus on a longitudinal study on the competence of teachers before and after
a jolly phonic workshop. Further studies can be exploring better ways of
teaching phonics through a pilot and a control group of learners and why
not brainstorming ways of teaching from experienced teachers. Another
study may focus on the challenges encountered by lower primary pupils in
understanding phonics or identifying pupils struggling with phonic and
give them special redo classes through differentiation strategies.
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SPEAKING SKILLS IN SECONDARY SCHOOLS IN
TANZANIA
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Abstract

The purpose of this study was to explore the challenges of teaching and learning of
speaking skills in English subject at secondary schools in Tanzania. The study
employed qualitative research approach, a case study design with a total of 56
participants. Data were generated through semi-structured interviews, focus group
discussion, classroom observation and documentary review. The study findings
revealed that there were a number of challenges of teaching and learning of
speaking skills. These are linguistic difficulties, mother tongue use, inhibition,
teachers’ perceptions and tacit beliefs. Others are limited authentic materials,
limited supportive environment, limited oral assessments and low students” self-
motivation. The study concludes and recommends that the actual description of
those challenges need to be recognised and understood, thus, they can be alleviated
through giving this skill more emphasis and attention. Numerous concerns such as
teachers, students, learning environment and assessment regulation should be
taken into an account.

Keywords: Speaking skills, Speaking constraints, English language teaching in
Tanzania, EFL learners, secondary schools

! Corresponding Author: University of Dar es Salaam, School of Education Department of
Educational Psychology and Curriculum Studies Dar es Salaam, Tanzania. E-mail:
emmanuel110591@gmail.com. ORCID: https://orcid.org/0000-0002-3063-9484

International Journal of Language and Education Research
Volume 5/Issue 2, August 2023


mailto:emmanuel110591@gmail.com

Nanai Emmanuel Nanai

INTRODUCTION

Spoken language is a means through which learners interact with others to
achieve particular goals of expressing their beliefs, opinions, feelings,
intentions, attitudes and perspectives (Kiymaz & Doyumgag, 2020).
Nevertheless, problems in speaking can be setbacks towards effective
teaching and learning. Undeniably, it is imperative to develop
communication skills. English oral communication skills are part of this
skill set, and thus, students should be supported to gain these skills (Al
Hosni, 2014). Developing students’ speaking ability is of significance
importance in English as a Foreign Language (EFL) or English as Second
Language (ESL) teaching as Burkart and Sheppard (2004) and Nunan (1999)
argue that success in learning a language is measured in terms of the ability
to engage in a conversation in the target language.

The teaching and learning of speaking in English in secondary schools
provide students with more exposure and giving them a platform to use
English in academic setting. This is brought by the functions of speaking
that cut across various aspects of human interaction such as communicating
ideas and opinions, conveying a wish or a desire to do something,
negotiating, solving a particular problem, creating and building social
relationships, maintaining business or other professional reasons (Richard,
2008).

Worldwide expansion of English language has increased the demand to
acquire good communication skills in English language (Richards, 2006).
Adding to this, during this era of globalisation, intense competitiveness in
the job market and high unemployment rates, learners from variety of
sectors have to exhibit a certain mastery of communication skills in different
fields, thus, learners with good spoken English are more likely to win this
competition than their counterparts (Malone, 2007; Simpson, 2006; Bailey,
1999).

As a result of this necessity for improving speaking ability among learners,
a number of countries including Tanzania have put much efforts and
emphasis on the teaching of English as a foreign language rather than their
native languages to its citizens (Hossain, 2015; Tork, 2006). The role of
English is of significant important in promoting economic growth and
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developing skilled man powers, who are globally compatible hence,
improvement in English language teaching and learning has become the
prior concern (Hamid, 2010).

According to the Ministry of Education, vocational training (MoEVT) in
Tanzania, objective of teaching English is to enable a student to be able to
communicate orally and confidently in different life situations (TIE,
2009.p.vi). As a strategy to improve the English language proficiency of
students in Tanzania, the government reviewed English subject syllabus for
secondary education in which the 2009 communicative competence-based
English subject syllabus was issued to replace the 1997 old structure-based
English subject syllabus which emphasized more on language descriptions.
It was previously noted that students could make language descriptions
however they could not use English language to communicate orally (TIE,
2009). Thus, the 2009 reviewed English subject syllabus embodies the
content of speaking skills so as to enable students develop an ability to
communicate orally using English language.

Despite a number of measures that have been taken in years to improve
English language teaching (ELT) in Tanzania, the outcomes are still
unsatisfactory since language proficiency level among students is
depressing. Several studies show that the majority of students in secondary
schools yet have poor English language proficiency, hence they fail to
communicate using English language in different life situation (Bikongoro,
2014; Sane & Sebonde, 2014; Makewa, Role & Tuguta, 2013; Komba, 2012;
Qorro, 2012; Rubagumya, 2010; Vuzo, 2010; Swilla, 2009). English is
occasionally used outside the classroom settings, students in government
schools do not usually use English language rather they use Kiswahili
language when engaging fully in the social, political and economic life of
Tanzania, thus they normally do not have platforms to speak English
outside the classroom settings (Mtallo, 2015; Sane & Sebonde, 2014; Qorro,
2013). This raises a question as to why students in secondary schools find it
difficult to speak in English language. It is against this background, the
current study intended to explore challenges of teaching and learning of
speaking skills in English subject at secondary schools in Tanzania.
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METHODOLOGY

The study employed a qualitative research approach. The approach enabled
the researcher to explore challenges of teaching and learning of speaking
skills in secondary schools in Tanzania since qualitative method helps
researchers to study things in natural setting in an attempt to make sense of
it in terms of the meaning people bring to them (Denzin & Lincoln, 2005).
In addition, a case study design was used because it helped the researcher
to develop a deeper insight and better exploration on challenges of teaching
and learning of speaking skills. As Ary et.al., (2010) contend that the case
study design enables the researcher to arrive at a detailed description and
understanding of a phenomenon. Yin (2009) holds the view that case study
design provides opportunities for gathering evidence of information from
diverse sources and thus promotes triangulation of findings on the basis of
research objectives.

The study was conducted in three government advanced-level secondary
schools offering English subject combinations such as History, Geography
and English language (HGL), History, Kiswahili and English language
(HKL) and Kiswahili, English language and French (KLF) in Ilala
Municipality. The area was purposefully selected since the municipality has
a large number of schools in which it has three government advanced-level
secondary schools offering more than one English subject combination such
as HGL, HKL and KLF as compared to other districts in Tanzania.

A total of 56 informants comprising eight English subject teachers and 48
English subject students from form six were involved in a study.
Specifically, the researcher used criterion purposive sampling to select all
English subject teachers teaching in Form Five and Form six in each school
to participate in the study. In addition, criterion purposive sampling was
used to obtain Form Six students from English subject classes who were
involved in the FGD. Form Six students were involved because they have
been learning speaking skills since they were in form five. So they have
potential information with regard to the teaching and learning of speaking.
In reducing bias for students’ participation, random purposive sampling
was used to obtain eight students as potential purposive sample to
participate in discussion as per FGD standards.
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In qualitative research studies, the researcher is the primary instrument for
data collection and analysis (Punch, 2006). In regard to this study, data
gathering methods included observation, interviews, documentary review
and focus group discussion. These methods enabled the researcher to
gather multiple sources of information for exploring challenges of teaching
and learning of speaking skills in English subject in secondary schools in
Tanzania. The benefit of these methods includes richness of data and deeper
insight into the phenomenon under study (Hancock, 2002).

The data were analysed thematically. The study used Braun and Clarke
model for thematic analysis which includes six steps such as moving back
and forth through the entire collected data in order to be familiar with the
data, coding the data through searching for interesting patterns and
teatures, searching for the theme through arranging codes into potential
themes through gathering all data relevant to each potential theme,
reviewing themes, defining and naming the themes and lastly, writing a
report for the analysis (Braun & Clarke, 2006).

FINDINGS AND DISCUSSION
Linguistic Difficulties

Findings revealed that linguistic difficulty hindered the teaching and
learning of speaking skills in secondary schools. It was reported that
students had difficulties in finding appropriate vocabulary items to express
themselves in English language when carrying out conversations. During
interview with teachers, students were reported to encounter difficulties in
constructing sentences when trying to express themselves in English. For
example, teacher (T7) from school C said that:

Students do not know how to express themselves
appropriately using English language. You may find them
speaking one or two English sentences and then code switch
to Kiswahili since they lack much of English vocabularies thus
they cannot speak English fluently (Interview, T7 at school C).

Similarly, During FGDs it was reported that students encounter difficulties
when speaking English language. For example one of students from school
B said “We always want to speak a lot of English but we fail to do so since we don’t
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know much of English words”. In addition, another student from school A
reported that:

Speaking English is hard since is not our language we are
not good at it. Even if we are trying to speak some sentences
but we do struggle a lot when we are told to make a speech
in English (FGD, a student from school A).

In addition, Data collected through observation revealed that students
encounter difficulties when trying to carry out a conversation in English
language. Many of their sentences were full of errors and mistakes and
hence ungrammatical. Also inappropriate use of vocabularies and
mispronunciation of English words were also noted.

The findings suggest that students had difficulties in speaking English
language when trying to carry out a conversation. Insufficient vocabulary
repertoire, not knowing grammar and pronunciation of English language
lead to the linguistic difficulties thus students struggle in their speaking. As
Rababa’h (2005) found out that linguistic difficulties hinder teaching and
learning of speaking as many learners do not have sufficient amount of
vocabularies to get their meaning across, and consequently, they fail to
make the conversation going on.

Mother Tongue Use

Findings revealed that mother tongue use hampers teaching and learning
of speaking skills. It was reported that mostly students used their mother
tongue when engaging in classroom activities. Students felt comfortable
using Kiswahili language when discussing different given tasks. This is
attributed to the difficulties in finding appropriate vocabulary items to
express themselves in English language when carrying out conversations.
During interview with teachers, students were reported to be using their
mother tongue when communicating among themselves at school. For
example, teacher (T1) from school A said that:

Majority of students use Kiswahili when communicating one
another when in classroom or outside classroom. Even in their
classroom discussion they use sometimes Kiswahili to discuss
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and then they write their answers in English (Interview, T1 at
school A).

A similar view was provided by teacher (T3) from school B as was quoted
saying that:

English language is another issue to students.... It becomes
difficulty for many students to speak the language hence they
tend to use Kiswahili language in their discussion since they
know much about Kiswahili than English. So you may find
they discuss in Swahili and present their answers in English
(Interview, T3 at school B).

In addition, findings from FGDs showed that students tend to speak in
Kiswahili when performing classroom tasks especially pair works and
group works. This is due to the reasons that Kiswahili is well known by the
majority of students who felt comfortable discussing using their mother
tongue rather than using English. For example, one student in a FGD had
the following to say;

We do not know much of English thus why we discuss in
Kiswahili because Kiswahili is known by every student so it
becomes easy for us to speak and share our ideas and views
regarding the topic of discussion. And then we write our
views and answers in English (FGD, a student from school A).

In similar vein, findings from observation carried out in all the sampled
schools revealed that students used code-mixing and code-switching
between English and Kiswahili languages and they eventually used
Kiswahili language when they were discussing in groups.

The findings suggest that students do not know how to speak in English
language when discussing matters in a group discussion, so they shifted to
Kiswahili language. The reasons for using the mother tongue may be
attributed to inadequate vocabulary repertoire and weak sentence building
skills. This may not render students opportunities to use English language
in communicating among themselves and hence limits students to get
exposed to actual use of English language due to code-mixing, code-
switching and use of Kiswahili medium during learning process. Ur (1996)
contends that learners who share the same mother tongue tend to use it
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because it is easier and because learners feel less exposed if they are
speaking their mother tongue. In addition, Littlewood (1981) argues that
some teachers and students use a mother tongue in class. Nevertheless, this
can be another factor that contributes to the problem of speaking
difficulties. This is because using the first language/native language or
mother tongue means sacrificing valuable opportunities for well-motivated
foreign use.

Inhibition

Findings revealed that inhibition is one of the constraints on improving
teaching and learning of speaking skills. It was reported that students were
not speaking English due to fear of making mistakes and being laughed by
their fellow students thus they felt shy to speak in front of their classmates.
During interview with teachers, students were reported to be haunted with
fear when they were required to speak English language. For example,
teacher (T2) from school A said that:

Students do not speak English much because they feel shy and
fear of making mistakes in which they will be laughed at by
their fellow students.. you know these student tend to laugh
at their fellow when making mistakes and thus you find
students become reluctant to speak (Interview, T2 at school
A).

In a similar vein, teacher (T4) from school B had the following to say:

Our students feel shy to speak in front of the class. So when
you choose a student to speak English language you may find
that student becomes nervous and uncomfortable. So he may
end up making errors and mistakes if you insist him to speak
(Interview, T4 at school B).

Findings from FGDs revealed that students do not speak English language
due to fear of committing errors and mistakes from which they will be
laughed at by their fellow students. Also shyness hinders them to speak
English in front of the class. One student from school C in a FGD said
“Students tend to laugh at their fellow students if make mistakes. So most

International Journal of Language and Education Research
Volume 5/Issue 2, August 2023



Challenges of Teaching and Learning of Speaking Skills in Secondary Schools

of us do not speak much because we are afraid of being embarrassed and
laughed at by our fellow students”.

Similarly, another student had this to say:

Some of us in our class, we sometimes feel shy to speak in
front of the class and hence we tend to remain quite when the
teacher asks questions. And sometimes, when you make
mistakes other students may laugh at you (A student, FGD
school A).

In addition, one student from school B during a FGD said the followings:

You know us students do not speak English much because of
feeling shy to speak in front of many people.... We sometimes
get anxiety when are told to speak may be at the assembly
during debates, morning speeches..... Being laughed at by our
fellow students it is really an embarrassment (A student, FGD
school B).

The findings suggest that students do not speak English language as a result
of feeling shy and fear of making mistakes and being laughed at by their
tellow students which in turn is an embarrassment to them. Therefore this
may lead to learners’ engagement in a lesson becomes very low thus may
result to ineffective learning and hence students will not be able to develop
an ability to speak English language. These findings align with Nakhalah
(2016) who pinpointed that there are some difficulties in the speaking of the
students due to some reasons such as fear of mistake, shyness, anxiety and
lack of confidence. In a similar vein, Abdalla and Mustafa (2015) found that
students’ psychological factors such as fear, shyness and inhibitions are
among the constraints towards teaching and learning of speaking skills. In
addition, Dil (2009) highlighted that anxiety and unwillingness during the
English speaking process are the major obstacles for EFL learners. Anxiety
and unwillingness are a result of the fear of being negatively evaluated
when committing errors and mistakes, especially in front of their fellow
learners. Similarly, Ur (1996) argued that students do not speak since they
are afraid about making mistakes, fearful of criticism, or simply shy.

Teachers’ Perceptions and Tacit Beliefs about Teaching of Speaking
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Findings revealed that teachers perceived the teaching of speaking skills as
the most difficult component in language teaching. Teachers believed that
teaching learners to communicate using English language both inside and
outside classroom setting is a tedious task. Teaching of speaking skills
requires supportive environment which allows speaking of English and
also teachers are supposed to be competent in pronunciation, intonation
and stress as used in English language. For example, teacher (T1) from
school A said that:

To be honest, I find teaching speaking tedious and difficult
because of its complexity and it involves a lot of things such
as pronunciation, intonation and stress. As the matter of fact,
we are not native speakers of this language so we cannot teach
it appropriately (Interview, T1 from school A).

In addition, teacher (T5) from school B had a similar view with regard to
the teaching of speaking skills. She said that:

Teaching of speaking skills is a very difficult task because the
environment surrounding our students is not friendly. And
also some components of speaking itself such as
pronunciations, intonations and stress are complex thus make
students not to understand them (Interview, T5 from school
B).

The findings suggest that teachers perceived the teaching of speaking skills
to be difficult unlike the teaching of other language skills such as listening,
writing and reading. This is attributed to the nature of learners, complexity
of speaking and inadequate knowledge on English speaking skills among
teachers. Teachers’ perception seems to undermine students” ability to learn
speaking skills and it may affect the way they teach speaking skills. In
similar vein, Michel (2017) found that teachers perceived the teaching of
speaking skills as a difficult task but they believed that students are the ones
who need to make efforts to speak in English. In addition, Ahmed (2017)
found that teachers perceived that teaching of speaking is the most difficult
of the four language skills that is why teaching of speaking is relatively
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neglected hence most of the teachers focused on teaching grammar and
reading.

Limited Authentic Teaching and Learning Materials

The findings from teachers’ interviews revealed that schools do not have
authentic materials for teaching speaking skills. Thus, teachers relied much
on the use of text books and reference books. For example, teacher (T1) from
school A explained that:

There are a number of challenges, but the big issue here is lack
of real materials. I can say, for example, you are teaching
pronunciation and you want to show your students the way
native speakers pronounce the words. You need to have a
recorded video tape of native speakers’ conversation voices
and the devices such as television so that your students can
hear and watch how native speakers pronounce English
words (Interview, T1 at school A).

Teacher (T3) from school B had a similar view with regard to the teaching
and learning materials of speaking skills. She said that:

For sure, teaching and learning materials for speaking skills
are not available. Sometimes we rely on our textbooks to teach
speaking because the real materials are not available. For
example, I am teaching job interview, so I am supposed to
have real recorded videos of job interview sessions from a real
environment; unfortunately, I don’t have them since here at
school we don’t have the required materials. So I only use my
textbook with a written sample of a job interview (Interview,
T3 from school B).

In addition, FGDs were conducted with students. The findings revealed
that there was lack of authentic materials for teaching of speaking skills in
schools. For example, a student from school B was quoted as saying that
“Normally our teacher comes with different textbooks only in class. So she
teaches using those textbooks. In the library, you only find normal written
materials especially textbooks which also are few in number”.

Similarly, findings from observations revealed that teachers relied on the
use of textbooks to teach speaking skills in their classes. For example, the
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researcher observed a teacher at school A teaching a sub-topic on “job
interview” using a textbook with a sample of written text on job interview.
The teacher did not have any other teaching material apart from English
subject textbook where he provided examples, elaborations and
explanations from the textbook. In addition, the researcher visited a library
and found only printed materials for teaching and learning of English
subject. Moreover, the same was observed at school B and C in which
teachers relied much on the textbook when teaching speaking and also the
libraries found in the respective schools had only printed materials for
teaching English subject.

These findings suggest that schools do not have authentic materials such as
audio-visual on speeches and conversations of how native speakers
pronounce English words which reflect real world English language use for
teaching and learning of speaking. Thus, teachers relied much on the use of
textbooks. This implies that students are likely not to be exposed to English
language inputs as used in real life situations. This, in turn, hindered
students to develop and improve their speaking ability in communicating
orally in English language. These findings support findings by Rababah
(2005) who found that authentic materials are not used by the majority of
teachers since they are hardily available in schools. In addition, Abdalla and
Mustafa (2015) pin pointed that inappropriate teaching materials are among
the constraints towards teaching and learning of speaking skills.
Nevertheless, Michel (2017) found that inadequate resources for teaching of
speaking skills hinder teaching and learning of speaking. As Azri and Al
Rashid (2014) contended that using inappropriate teaching materials makes
learners face difficulties in learning a foreign language since learners ought
to be motivated to succeed in learning any language. Therefore, teaching
materials are important in motivating and raising learners” interest.

Limited Supportive Environment towards Speaking of English Language

Findings from teachers’ interviews revealed that the surrounding
environment at schools do not support speaking of English language due
to the sense that English language is only heard and spoken during English
subject lessons. For example, teacher (T2) from school A explained that:
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The issue here is lack of supporting environment that
encourages the use of English language everywhere, inside
and outside the classroom. So students speak little English
during English lessons only and none after classes when they
go outside classroom. They speak Kiswahili language, and
even teachers themselves speak Kiswahili language around
the school (Interview, T2 at school A).

Teacher (T3) from school B had similar views with regard to environment
that supports the use of English. She said that:

For sure, environment is challenging since Kiswahili
language has dominated communication everywhere at
school. So students lack English language exposure due to
limited use of the English language. Interestingly, other
teachers are using code-mixing and Kiswahili language when
teaching other subjects (Interview, T3 from school B).

In addition, findings from students” FGDs confirmed teachers’ interviews.
It was established that there is limited supportive environment for students
to practice speaking of English language. For example, one of students from
school B said that:

I have never seen speaking English being emphasized though
there is a slogan, “NO ENGLISH NO SERVICE” but you may
find teachers themselves speaking Kiswahili everywhere. So
why bother speaking English while our role models (teachers)
are speaking Kiswahili (FGD, a student from school B).

Similarly, findings from observations conducted in all sampled schools
revealed that there is limited supportive environment for speaking of
English language. For example, it was observed at school B that a teacher
and students at some point used code-mixing and code-switching when
teaching and learning. The teacher was observed explaining some concepts
in Kiswahili and students were observed discussing in their groups in
Kiswahili. In addition, teachers and students outside classroom setting
were observed communicating using Kiswahili language throughout
around the school compounds. This was also observed at school A and C
where teachers and students used Kiswahili medium to communicate
outside classroom setting. Very interesting, teachers in their offices where
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the doors labeled with posters “NO ENGLISH NO SERVICE”
communicated among themselves using Kiswahili language and even they
addressed their students using Kiswahili medium.

The findings suggest that students did not have an opportunity to practice
speaking of English language outside classroom context since English
language is not emphasised and spoken around the school compound apart
from classroom English lessons. The use of Kiswahili language and code-
mixing dominated communications across schools’ settings, teachers
among themselves communicated using Kiswahili and sometimes they
used Kiswahili in explaining ideas and concepts when teaching. Moreover,
teachers addressed their students in Kiswahili language although they
insisted their students to speak English. This may be attributed to lack of
language competence among both teachers and their students and poor
implementation of language in education policy which advocates for the
use of English language as a medium of communication at secondary
education level.

Similarly, Ahmed (2017) found that students” inability to speak is due to
lack of opportunity to practice speaking since English is very rarely spoken
outside the classroom. In the same vein, Abdalla and Mustafa (2015) found
that lack of target language environment hinders the teaching of spoken
language in secondary schools because there is little opportunity to learn
English in a natural environment. Also Kabir (2014) reported that the major
challenge that the learners faced in English speaking is lack of supportive
environment in which they have very limited opportunity to practice
speaking English outside classroom context.

In addition, Mtallo (2015), Sane & Sebonde (2014) and Qorro (2013) contend
that English is occasionally used outside the classroom settings, students in
government schools do not usually use English language rather they use
Kiswahili language when engaging fully in the social, political and
economic life of Tanzania, thus they normally do not have platforms to
speak English outside the classroom settings. Similarly, Rababa’h (2005)
found that lack of a target language environment can be regarded as
another factor contributing to speaking problem since this may result to a
lack of involvement in real-life situations.
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Limited Oral Assessments

Findings from interviews with English subject teachers revealed that
students were not orally assessed in speaking. Teachers relied on the
national examination setting format to assess their students. For example,
T6 from school B said that:

Normally we assess our students through written exams. To
be honest, I have never conducted oral exams to my students.
Even national examinations do not assess students’ oral
communication, speaking is assessed in a written form
(Interview, T6 from school B).

In addition, teacher (T8) from school C extended by saying that:

Time for completing the syllabus is not enough because we
have many classes to teach. So we normally use traditional
paper and pencil assessment to assess speaking. I think oral
assessment is time consuming and it needs a well competent
teacher. So normally, I give students some English words to
transcribe phonetically so as to assess pronunciation and
stress (Interview, T8 from school C).

The verbatim narrations above suggest that teachers do not administer oral
assessment because this assessment is time consuming. They use traditional
paper and pencil assessment which seems to be less time consuming so as
to be able to cover the syllabus on time. In additional, teachers seemed not
to have language competence in administering oral assessment which
requires teachers to have English language competence.

Moreover, teacher (T1) from school A commented by saying that:

Inormally assess my students by giving them normal written
tests with varied questions on speaking topic so as to know
their progress on what they have learned. This has been a
practice; even national exams do assess students through
normal written exams (Interview, T1 from school A).

Findings from FGDs supported teachers’ views that students were not
orally assessed their speaking ability. For example, one of the students from
school A reported that “here at school, we are given written exams with
questions on the topic of speaking. For example, a question can be like that
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explain briefly things to consider when initiating conversations”.
Similarly, a student from school C adds that “our teacher gives us tests and
examinations with questions on the topic of speaking. For example, we are
asked to describe English words phonetically”

Similarly, Findings from documentary review on English subject school
based examinations showed that students were given written assessment
on speaking skills. Students are normally assessed basing on a traditional
paper and pencil assessment where students are asked to describe the
language rather than performing oral communication in the real life
situations. For example, in the following figure, most of the questions aim
at assessing how much a student knows about language rather that how
well a student is able to use the language in communication.

SECTION B (20 Marks)
LANGUAGE SKILLS
Answer one (1) question from this section.
4. (a) Write the IPA symbol for the first sound in each of the following words:
(i) cyst
(ii))  chorus
(iti)  xylophone

(iv)  psychology
(v)  pneumonia

(b) Write five different English words whose initial sounds are produced when the airstream
from the lungs is stopped and then released quickly with an explosion.

(¢) Using examples, describe five phonological factors that can cause Tanzanian learners of
English as a foreign or second language fail to understand what natives and other fluent

speakers of English are saying.
Page 2 of 5

Figure: An extract of school-based examination questions assessing language skills

Source: Field data

Figure above shows kind of questions that were asked in English subject in
school based examinations aiming at assessing students’ speaking ability.
In particular, questions (4) (a) and (b) intend to assess students’ ability to
describe English language sounds in written form rather than assessing
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students’ ability to pronounce in the real life situation. English words as
they communicate.

The above findings suggest that students are assessed on the basis of
written form tests and examinations with questions that assess students’
speaking ability. The setting of the examinations and tests are influenced by
the national examination setting format which assesses speaking skills by
using the traditional paper and pencil. This implies that students are more
likely to be able to make language descriptions rather than being able to
communicate using English language in real life situations. The findings are
contrary to the English subject syllabus stipulations; according to TIE (2009)
continuous assessment of speaking skill consists of oral test in which
students are required to be assessed when engaging in interaction. In order
to fulfill these assessment requirements, sufficient time in the lessons
should be allocated for speaking.

However, the findings concur with those by Maryslessor, Barasa and
Omulando (2014) who found that among the challenges teachers faced in
the use of the CLT approach in teaching listening and speaking lessons in
secondary schools in Kenya is the pressure for grammar based examination.
Teachers concentrated on teaching and drilling students on how to pass
examinations at the expense of developing communicative competence.
Thus, teachers choose to teach the students how to pass examinations and
not how to use English in different situations.

In addition, Mwamba (2005) contends that the reasons for poor speaking
skills could emanate from lack of emphasis on speaking skills in the
curriculum since it is not examined in national examinations. Similarly,
Ambu and Saidi (1997) and Al-Lawati (2002) reported that both teachers
and students pay little attention to speaking tasks in the course books
because speaking is completely not assessed in exams.

Low Students’ Self-Motivation and Commitment towards Speaking
English Language

Findings from interviews with English subject teachers revealed that many
students are less motivated to speak English language. They said that the
existence of little students’ self-motivation hindered speaking English in
secondary schools. For example, Teacher (T7) from school C said that:
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Many students here are not self-motivated to speak English
language on their own since they normally speak little English
only when we force them to speak. So I can say that they are
lacking self-motivation towards speaking the language.
(Interview, T7 from school C).

In addition, teacher (T1) from school A reported that:

Many students lack self-motivation and commitment towards
speaking English language. They are not using extra time to
practice speaking it outside the classroom context. They rarely
speak little English during lessons in classroom then after the
lesson they don’t bother to practice communicating by using
English language among themselves (Interview, T1 at school
A).

The above findings suggest that students do not put much effort to practice
speaking of English language on their own since they lacked self-
motivation and commitment towards speaking it. In addition, teachers
seemed not know how to motivate their learners to practice oral
communication in English language.

In addition, findings from students’” FGDs revealed that students” own
desire towards speaking English language was low. For example, a student
from school A said that:

We are not given more opportunity to speak English language
because most of the time, during English lessons we use much
time in copying notes provided and listening to the teacher.
So this reduces our motivation to speak English (FGD, student
from school A).

The quote above suggests that teachers provide their students with few
opportunities to speak English language because most of the time students
copy notes from the teacher. This reduces students to have more
opportunities to practice speaking English language.

Another student from school B blamed students for poor language
mastering. He said that:
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We as students are not committed our self towards speaking
English. You may find a student does not bother to try
practicing communicating in English language waiting for a
teacher to force him/her to speak (FGD, student from school
B).

Similar view was given by a student from school C who said the following:

We students do not have a habit of practicing things on our
own. We just wait for the teacher to tell us what to do.
Honestly, we are not self- motivated to learn own our own.
This is a problem when it comes to speaking English language
(FGD, student from school C).

The above findings suggest that students had little self-motivation towards
speaking English language and they put little effort in learning speaking
skills. They devoted less time for learning and practicing oral
communication among themselves outside classroom setting. In addition,
it seems that English subject teachers do not create the learning
environment by providing a diversity of learning activities for practicing
oral communication in English language. It is expected that provision of
such activities would promote students’ speaking ability. Similarly Abdalla
and Mustafa (2015) revealed that lack of self-motivation among students
hinders the teaching of spoken language in secondary schools in Sudan. In
addition, similar findings were reported by Maryslessor, Barasa and
Omulando (2014) who found that among the challenges teachers faced in
the use of the CLT approach in teaching listening and speaking lessons in
secondary schools in Kenya was lack of self-motivation for developing
communicative competence among students in which many students were
not motivated to engage themselves in speaking activities inside and
outside classroom context. Furthermore, Al-Hosni (2014) observed that
some learners lacked motivation to speak English language because they
did not see the need to learn or speak English.

CONCLUSIONS AND RECOMMENDATIONS

This study concludes that teaching of speaking skills to students in
secondary schools is ineffective due to speaking problems that these
students encounter hence the intended objective of enabling students to
develop an ability to orally communicate in real life situations will not be
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realised. The prevailence of these speaking difficulties deprives students
with an opportunity to practice speaking English language for
communication purpose hence their ability to engage themselves in English
communication becomes limited.

Therefore, in order to flourish the knowledge to counteract speaking
difficulties in an EFL setting, the actual description of those challenges and
the contexts in which they are created need to be recognized and
understood, thus, they can be alleviated through giving this skill more
emphasis and attention. Numerous concerns such as teachers, students,
learning environment and assessment regulation should be regarded. Thus
it is recommended that teachers need to be trained on how to integrate
speaking to other skills and how to teach it communicatively. Their
awareness of how language is acquired and learned should be raised.

Nevertheless, teachers should ensure that the English language is used
throughout students” discussions so as to provide them with a platform to
practice speaking English language in its actual use and hence this will
improve their speaking ability in communicating using English language.
In addition, it is necessary for teachers to get into the habit of addressing
their students in English language wherever possible even when they meet
outside the classroom hence, students should be exposed to the use of
English language both inside and outside classroom settings in which they
will have an opportunity to practice speaking English language in the real
environment.

Lastly, oral assessment should be used thus, students be assessed basing on
actual use of English language in real life situations since this will give them
an opportunity to practice the use of English language in communication
rather than assessing how much students know about the language through
traditional paper and pencil assessment.
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Abstract
The current exploration examined the occurrence of a reversed transfer of core
metalinguistic skills, namely phonological awareness, morphological awareness,
orthographic knowledge and reading comprehension from English (L2) to Arabic
(L1) among thirty university students with reading difficulties. The experiment
consisted of a battery of English and Arabic reading tests administered over two-
phases: pre- and post-intervention. All participants were placed in two major
groups: experimental and control groups. The experimental group exclusively
received a reading intervention in English, targeting the main weaknesses
demonstrated by the participants during the pre-test stage. At the end of the
reading program, all participants sat for the same reading tests. While the control
group’s results remained stagnant in both languages, the treatment group’s results
revealed a positive improvement in all English skills after the intervention (with
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Examining a Reversed Cross-language Transfer of Core Metalinguistic

Awareness Skills among Moroccan University Students with Reading
Difficulties: A Longitudinal Quasi-Experimental Study

strong correlations between phonological awareness and reading comprehension:
r =65 <00). As to the Arabic tests’ scores, the results showed a significant
development of similar Arabic reading abilities including orthographic knowledge.
The findings lend support to the Cognitive Retroactive Hypothesis (Abu Rabia and
Shakour, 2014) and challenge the Orthographic Depth Hypothesis which
preconditions transfer across typologically different languages.

Keywords: Phonological Awareness, Morphological Awareness, Orthographic
Knowledge, Reading Program, Reading Comprehension.

INTRODUCTION

Metalinguistic awareness refers to the ability of consciously thinking about,
manipulating, and reflecting upon the prominent linguistic units featuring
written and spoken language (Nagy, 2007). Similarly, Nagy & Anderson
(1999) define metalinguistic awareness as the ability to “reflect on and
manipulate the structural features of languages (Nagy & Anderson, 1998,
p. 155). Consequently, attention is directed to language itself rather than the
varied functions embodied by language. Bialystok (2001) describes
metalinguistic knowledge as the ability to explicitly instantiate mental
representations of language properties during language acquisition. A
child, with a high level of metalinguistic awareness, may perform well on a
phonemic awareness task without necessarily knowing what the word
“phoneme” means. Therefore, the explicit nature of metacognitive
knowledge does not suggest that readers are apt to verbalize language
properties. Since learning to read requires a linkage between spoken
language elements and graphic symbols, the import of metalinguistic
awareness lies in its capacity to guide the process of the way phonological
and morphological information are graphically portrayed. It enables
readers to analyze words in terms of their phonological and morphological
constituents (Koda, 2009).

Literature Review
Phonological Awareness

Phonological awareness is the ability to “explicitly” represent and control
phonological units in one’s own language, relating sounds accordingly with
their matching orthographic symbols (Koda, 2009). In crude terms,
phonological awareness is a skill entailing an adept manipulation of speech
segments such as syllables and phonemes. A child with a heightened
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phonological awareness recognizes the difference between “cat” and “bat”
(explicit knowledge) and can make the distinction between the initial
sounds /k/ and /b/ that form the onset of the monosyllabic words given.
Equally, the child can delete the first sounds and utter the remaining new
word without having difficulty (/_at/). Research on phonological awareness
has been confined to findings revealed from children literature with a
limited body of studies investigating this skill among adult populations
(Bialystok et al., 2003; Tighe, 2019; Tighe & Schatschneider 2016b; Geva,
2014; Grabe, 2009; Koda & Zehler, 2008; Zhang, 2016). This line of research
has focused on the advantages bilingual infant readers have over their
monolingual peers. Along the same lines, bilingual children who
demonstrate high levels of phonological awareness perform well on L2
reading tasks as opposed to monolingual readers (Bialystok et al, 2003;
Chen et al., 2004).

Unveiled findings from research on child second language reading cannot
be directly extrapolated to adult learners, especially insights of the
contributions of phonological awareness to reading in conjunction with its
overall constructs including comprehension (Tighe et al., 2019). Extremely
scarce body of academic work has measured the level of phonological
abilities among adult populations, except advanced-age readers enrolled in
Adult Basic Education (ABE) programs (for a full review see Tighe &
Schatschneider, 2016b). At the university level, there have been very few
reports on students with a record of reading difficulties which persist over
time (Parrila & Georgiou, 2007; Burt & Hefernan, 2012). These studies
examined the notable aspects of metalinguistic awareness viz. phonological
awareness, morphological awareness, and orthographic knowledge. Parrila
& Georgiou (2007) measure spelling and phonological processing skills
among university students who report a history of reading acquisition
problems currently not compensated (Parrila & Georgiou, 2007). The
study’s results indicate that almost all the participants show problems in
word reading, decoding and phonological processing tasks.

Morphological Awareness

Morphological awareness is referred to as the ability to identify word
formation processes, including derivation and inflection (Zhang, 2016;
Koda, 2008; Kuo & Anderson, 2006; Dong et al., 2019). It is commonly
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agreed that morphological awareness is crucial to first and second language
reading (Ku & Anderson, 2003; Carlisle, 2003; Koda & Zehler, 2008; Deacon,
2012). Empirical correlational research on reading development and
morphological awareness suggests that the organization of our mental
lexicon, i.e., the way vocabulary is stored, is morphologically based. Thus,
readers with limited vocabulary knowledge face huge problems while
reading a passage-level text. The general argument in the chronicle of
reading research is that significantly falling behind understanding the
meaning of new or even structurally complex words is due to inadequate
morphological awareness skills (Droop & Verhoeven, 2003; Garcia, 2000;
Verhoeven, 2000). The association of vocabulary knowledge with
morphological awareness is ingrained in the way our lexicon is laid out.
Laconically speaking, our mental lexicon is morpheme-based and, hence,
processing the morphemic constituents of words while reading expedites
retrieval of lexical meanings (Koda & Zehler, 2008; Tighe & Binder, 2012;
Zhang, 2016). Studies on adults and children’s word reading skills, as a case
in point, show that morphological awareness unclogs the processing of
morphologically complex words (Harley, 2001).

Particularly, the burgeoning of new research on the relationship between
morphological awareness and reading among adult skills readers stems
from the idea that word representation is a key precursor of comprehension
(Perfetti & Hart, 2002; Guo et al., 2011). The Lexical-Quality Hypothesis
states that individual’s knowledge of words such as morphosyntactic and
semantic skills determines the range of reading comprehension (Perfetti &
Hart, 2002). Empirical research on the role of linguistic skills in reading
reports significantly strong variance between morphological awareness and
reading achievement across a wide range of grade levels running the gamut
from early school years to high school and eventually college (Landi, 2009;
Mahony, Singson, & Mann, 2000). However, and in contrast to children,
morphological awareness becomes increasingly critical for text-reading
ability in adults, which is predicted by vocabulary knowledge (Johnston,
Barnes, & Desrochers, 2008; Guo, Roehrig, & Mason, 2011). The reason why
morphological awareness develops over time and hitherto forms the
backbone of reading is because decoding skills dwindle away to a minor
factor at a certain age.
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Orthographic Knowledge

The third metalinguistic skill, discussed in the context of the ongoing
research paper, is orthographic knowledge. Tighe (2015) defines
orthographic knowledge as “an individual’s sensitivity to conventional
spelling patterns and rules and individual’s knowledge of mental
representations of specific written word or word parts stored in memory”
(Tighe, 2015; P.5). Zaric and colleagues (2020), also more notably Deacon
(2012), view orthographic knowledge as the ability to think about and
manipulate “orthotactics”- the allowed letter combinations (Zaric et al.,
2020; Deacon, 2012). Like the sub-lexical route, orthographic knowledge
entails the permissible graphemic sequences depicting written words. This
orthographic storage feature has been termed in the literature as “Mental
Graphemic Representation” (Tighe, 2015; Apel, 2011, Zaric et al., 2020;
Grainger & Ziegler, 2011). Consistent with research on the prominent role
of phonological awareness and morphological processing in reading,
studies on the significance of orthographic knowledge report that
understanding the mechanisms by which words are graphically
represented, namely spelling conventions, uniquely contribute to word
reading development (Tighe & Binder, 2012; Zaric et al., 2020; Apel et al.,
2012; Conrad et al., 2013; Deacon, 2012; Kim et al., 2013; Nagy et al., 2003;
Roman et al., 2009).

Orthographic knowledge is two-fold, encompassing both the knowledge of
letter-clusters (word-specific knowledge) and general spelling conventions
of the writing system (general knowledge) (Zaric, Nagler & Hasselhorn,
2020; Conrad et al. 2013; Rothe et al. 2015). On the one hand, word-specific
knowledge entails an understanding of spelling rules of specific words.
Adequate lexical graphic representation is conducive to skilled spelling and
reading fluency (Ehri, 2014). The contribution of word-specific knowledge
to word spelling and reading is attested across various linguistic
backgrounds and among different language groups (Greek: Georgiou et al.
2008; Persian: Nassaji, 2014; Arabic- Fender, 2003, 2008; Dutch: Bekebrede
et al. 2009; English: Conrad et al. 2013; Deacon et al., 2012). On the other
hand, general orthographic knowledge is the overall manipulation of legal
letter patterns represented in the writing system. It includes which letter
cluster is frequently or rarely possible in different positions, i.e., word-
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initial, middle, or word-final (Zaric et al., 2020). As to the effect of general
orthographic awareness on reading as well as spelling, several studies
report positive statistical correlations. Conrad et al (2013) identify a
significant variance reinforced by general orthographic knowledge in
reading (9%) and spelling proficiency (7%). Other research studies link
general orthographic knowledge to spelling rather than reading skills (e.g.,
Ise et al., 2012).

Reading Comprehension

The higher goal of learning to read is comprehension, which is so complex
that it does not evolve in a vacuum. Reading comprehension reflects
readers” understanding of vocabulary and grammar (syntactic awareness)
to generate text meanings. It also involves relating external knowledge
(background knowledge) with extracted input information to construct
new meanings. In this vein, reading comprehension, in monolingual and
equally bilingual contexts, occurs as a result of the combination of lower-
level skills, such as word recognition, and higher-order thinking skills like
activating prior knowledge and inferencing. For instance, findings from
adult reading research correlates adequate word-level text processes, such
as grapho-phonic processes, with reading comprehension especially among
university student with persistent record of reading difficulties (Stanovich,
2000; Parrila & Georgiou, 2007; Nassaji, 2014). As to children word reading
research, findings indicate that reading comprehension among school-aged
children hinges upon fluent and efficient word recognition skills
(Verhoeven & Perfetti, 2003; Cain & Oakhill, 2006; Verhoeven & Van
Leeuwe, 2009).

Comprehension is also triggered by the contribution of linguistic
components, namely phonological awareness, morphological awareness,
and orthographic processing skills. Tighe et al (2019) examine the unique
and shared relatedness of phonological awareness to reading
comprehension skills of struggling adult readers. The methodology consists
of a battery of administered assessment materials germane to decoding and
phonological awareness. Tighe and colleagues’ findings (2019) culminate in
pinpointing a strong correlation between phonological awareness,
decoding and oral vocabulary knowledge one the one hand and reading
comprehension on the other hand (Tighe et al., 2019). Abu Rabia and
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Shakour’s study on the transfer of reading skills (2014) purports that
general orthographic knowledge contributes to reading comprehension. He
further suggests that orthographic knowledge is transferred across
languages regardless of the orthographic type (Abu Rabia & Shakour 2014).
Moreover, a significant body of research relates orthographic processing to
reading comprehension (Apel et al., 2012; Kim et al., 2013; Nagy et al., 2003
Conrad et al., 2013).

Theories of Transfer and the Current Study

In this quasi-experimental study project, we aim to investigate the
occurrence of a reversed transfer of major linguistic skills involved in
reading among learners with reading difficulties. The transfer process is
described in terms of the effect an intervention program exerts on
metalinguistic awareness abilities. The objective is to check whether
developing English (L2) literacy skills through extensive print practice and
exposure yields a similar improvement in Arabic (L1) reading abilities
suggesting a retroactive transfer of reading skills (Abu Rabia & Wattad,
2022; Feder & Abu Rabia, 2022; Abu Rabia et al., 2013). The ongoing study
develops Abu Rabia and colleagues’s hypothesis on “Cognitive Retroactive
Transfer” (CRT) which postulates that transfer of skills can take a
unidirectional mode: from the target language (L2 or L3) to the mother
language (L1) (Abu Rabia, 2012; Abu Rabia & Shakour, 2014). The CRT, a
recent hypothesis introduced in the field, extends Cummin’s Linguistic
Interdependence Theory (Cummin’s, 2000). The latter looks at fully-fledged
L1 skills as a model facilitating the learning of other languages. Under the
compass of the Linguistic Interdependence Hypothesis, it is contended that
once learners attain proficiency in their first language, learning a second
language becomes relatively easier. Furthermore, we aim to question the
Orthographic-Depth Hypothesis which undermines the transferability
aspect of linguistic skills across typologically distinct languages. In this
longitudinal study, we target a different school-age group, peculiarly adult
readers at the university level. We beg to address the following research
questions and related hypotheses:

Question 1. Would major metalinguistic awareness skills in English be
developed through extensive print experience?
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H'. There would be a positive effect of the reading intervention program on
English linguistic skills, more particularly phonological awareness,
morphological awareness, and reading comprehension in the experimental
group performance.

Question 2. Would learning spelling conventions and allowed letter
patterns have an impact on orthographic knowledge in English?

H?. Remedial lessons on spelling system are expected to boost the
participants’ specific and general orthographic knowledge in English.

Question 3. Which reading skills correlate more with reading
comprehension in both English and Arabic?

H3. We expect that phonological awareness and morphological knowledge
would correlate positively with reading comprehension more than
orthographic knowledge.

METHODOLOGY
Participants

The participants were university students from the School of Arts and
Humanities (FLSH Ben M’sik) at Hassan II University of Casablanca. All
students were enrolled as freshmen at the English department. At first,
seventy students took a battery of reading tests in both English and Arabic.
Only thirty students, who were selected as our final sample, demonstrated
weaknesses in the targeted reading skills. A background questionnaire was
subsequently administered to investigate students’ literacy practices both
at school and home. The participants were, then, divided into two main
groups: experimental and control groups of which female participants
formed 46%.

Tools

To scrutinize the effects of the intervention program on reading skills both
in English and Arabic, a battery of tests was administered to the
participants. Students take a total of 16 tests in English and Arabic- 8 in each
language — before and after the intervention. The tests measure common
reading skills such as Phonological Awareness, Orthographic Knowledge,
Morphological Awareness and Reading Comprehension. The English tests
were adapted from the York Adult Assessment Battery-Revised (YAA-R) , A
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Curriculum Guide for Reading Mentors, Advance English Vocabulary in Use,
Teaching English Spelling: A Practical Guide and Inspire a Life of Reading.
The Arabic Tests were adapted from Qiyyas Al-Arabiya: A Standard
Proficiency Test of Arabic Native Speakers.

Procedure

All the participants took a series of reading tests in a quiet room at the
English Department in the School of Arts and Human Sciences Ben M’sik.
The experimenters administered the first linguistic tests over a period of
two weeks. The participants were tested in small groups and in successive
manner to lessen anxiety and feelings of boredom. The groups commenced
with the three tests, namely phonological awareness, morphological
awareness, and orthographic knowledge which all demanded little time
given the number of tasks assigned (approximately 45 minutes were
allotted to all tests in each language except reading comprehension).

Afterwards, the participants completed the reading comprehension task.
Once the first testing stage in English ended, another session with students
was held to administer the same tests in Arabic. This phase was called the
pre-intervention phase in which the cohorts were split into two major
groups: experimental and control. Upon completing the pre-test phase, the
authors designated reading intervention lessons based on the participants’
scores. The intervention program was primarily a compilation of reading
remedial lessons. As to the time framework, the intervention program was
a longitudinal study that spread over a whole semester with classes of 90
minutes taking place twice a week. The intervention comprises these major
elements: decoding (phonics), vocabulary (affixes, syllables, word building)
and comprehension strategies (inferencing, skimming, summarizing, etc.).

Results

A paired-samples t-test was conducted to evaluate the effect of the reading
intervention program on the experimental group’s performance. The
results demonstrated a positive improvement in the performance of the
participants after the end of the experiment in both English and Arabic. The
t-test analysis displayed in Table 1 (English tests’” scores) revealed a
statistically significant increase in the scores of the participants in
phonological awareness before (M= 0,39; SD= 0,08) to After (M= 0,57; SD=
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0,12), t= 4,846, p<.001. As to orthographic knowledge, there was a
conspicuous improvement after receiving training on English spelling and
orthographic conventions (Before M= 0,48; SD=120 to After M=0,6S;
SD=.124, P<.001). The same development was attested at the levels of,
morphology and reading comprehension. A similar development in major
reading skills in Arabic occurred. A comparison of the measured variables
before and after the intervention phase clearly yielded statistical
significance. Phonological awareness means scores as demonstrated in the
t-test analysis (Table 2) increased (Before M= 0,5; SD= .16 to After M=0,74;
SD=.22, p<.001). Interestingly, the treatment group performed well on the
Arabic orthographic knowledge test at the post-intervention phase (Before
M=0,38; SD=.10 to After M=0,61; SD=.13, p<.001). However, the English
tests” scores were significantly higher than the ones obtained from the
Arabic tests.

Table 1

Means, Standard deviations and Paired Differences in the Experimental Group’s
English Scores Obtained before and after the Reading Intervention, with a P Value
<.001.

Paired Differences

Skill Mean SD Std. 95% Confidence t d Sig.
Error Interval of the f (2-
Mean Difference tailed
Before After )
Mean Mean Lower  Upper
(SD) (SD)
0,3917 0,5750
Phonological 4 4 - 0,146  0,0378 - - 1
Awareness (0’2?66 (0'532 0,18333 5 3 0,26447 -0,1022 4,846 4 0.000
Orthographic 0,480 0,687 - 1
-0,2067 171 441 - 14 -0,112 .
Knowledge  (0,1207)  (0,1246) 0,2067 0, 00 0,30 0 aes1 4 0000
Morphologica 0,500 0,687 0,112 - 1
-0,1867 291 -0,24 -0,124 .
1 Awareness - (0,1309)  (0,1246) 0,186 5 0,029 0,249 0,1243 6,424 4 0000
C Readltr:g i ?6317552 (%61‘;%72 ) 0175 0,0462 - o Ny L 0.000
Omporr‘: et 5 5 0273 1 6 037254 017412 5909 4
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Table 2

Means, Standard Deviations and Paired Differences in the Experimental Group’s
Arabic Scores Obtained before and after the Reading Intervention, with a P Value

<.001.
Paired Differences
95% Confidence
Interval of the .
Sig.
Std. Difference (2%
Skill Before After Mean SD Error t daf
tailed
Mean
Mean Mean )
Lower  Upper
(SD) (SD)
Phonological 0,5000 0,7444 _ 02003 00517 _
Awareness (016060 (022153 (24444 6 5 0354y 4725 140000
Orthographic 0,380 0,613
Knowledge (0,1082)  (0,1302) -0,2333 0,1234 0,0319 -0,3017 -0,165 -7,321 14 0.000

Morphological - 0,407 0613 107 (1387 00358 02835 -0,1209 -5771 14 0.000

Awareness - (0,1280)  (0,1302)
Reading 0,3867 0,8762 ) 0,0265 i )
Comprehensio  (0,11255 (0,15144 0,48952 0,1028 4 0,54645 -0,4326 18,443 14 0.000

n ) )

Compared to the treatment group, the control group’s performance over
the English and Arabic test battery leveled off over the two phases of the
intervention. Table 3 showed no statistical significance in the control
group’s tests scores:

Table 3

Means, Standard Deviations and Paired Differences in the Control Group’s
English Scores Obtained before and after the Reading Intervention, with a P Value

<.001.
Paired Differences

95% Confidence
Std.E Interval of the Sig.
Skill Before After Mean SD tM'e;;or Difference t df (2-
Mean Mean Lower Upper tailed)

(SD) (D) PP
Phonological = 0,2958 02833 - 0,0253  -0,04175 0,06675 0,494 14 0,629

Awareness (0,11685) (0,11046)
Orthographic 0,473 0,427
Knowledge (0,1580)  (0,1438)
Morphological 0,393 0,427
Awareness - (0,1486)  (0,1438)
Reading 0,4133 0,4267
Comprehension (0,14573) (0,12228)

0,0467 0,2532  0,0654 -0,0935 0,1869 0,714 14 0487

-0,0333 0,0398 -0,1188 0,0521 -0,837 14 0,417

-0,0133 0,15055 0,03887 -0,09671 0,07004 -0,343 14 0,737
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Table 4

Means, Standard Deviations and Paired Differences in the Control Group’s Arabic
Scores Obtained before and after the Reading Intervention, with a P Value <.001.

Paired Differences

95% Confidence
Std. Interval of the Sig.
Bef Aft
Skill etore er Mean SD Error Difference t df  (2-
Mean Mean Mean L U tailed)
(SD) (SD) ower pper
0,3333
Phonological ’ 444
Aor:;:f;sc: - (00’039379) 20,0111 011729 003028 -0,07606 0,05384 -0,36 14 0,719
W 0,09449)
Orthographic 0,353 0,367
0,01 2 01277 01011 -025 14
Knowledge  (01398) (01201) 00133 02066 00533 -0, 01011 -0,25 0,806
Morphological 0,327 0,367
004 02131 0055 -0158 0078 -07 14 0479
Awareness (-0,1387) (0,1291)
. 0,581
Reading - 04 18095 016096 004156 009181 027009 435 14 0,001
Comprehension 0,21235) (0,1069)

We analyzed the relationship between comprehension and the other
variables (namely phonological awareness, morphological awareness, and
orthographic knowledge) to check if they have unique or shared
contribution to reading comprehension. To verify the strength and direction
of linear relationship between reading comprehension and one of the three
variables mentioned, we conducted the Pearson’s (r) correlation test. Table
5 below describes the bonding of the variables to each other with reading
comprehension. The Pearson’s correlation of morphological and
phonological awareness skills and reading comprehension was found to be
moderately positive and statistically significant (morphological awareness
r=44, p<.001; phonological awareness r=.65, p<.001). These correlational
results are in line with the results reported from Tighe et al (2019):
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Table 5

Correlational Analysis

Post_ Post_ Post_ Post_
Phonological ~ Orthographic =~ Morphological Reading
Awareness Knowledge Awareness Comprehension
Post_ _
Phonological
Awareness
Post_ ' Pearso.n 0,122
Orthographic Correlation
Knowledge P value 0,355 _
Post_ Pearson . .
Morphological Correlation 42 328 -
Awareness P value 0 0,011 _
Post_ Pearson 657" 0,003 442"
Reading Correlation
Comprehension P value 0 0,478 0
Correlation is significant at **P < 0.01.
* P<0.05.
Findings

Our findings add up to the general precepts underpinned by the Cognitive
Retroactive Transfer (Abu Rabia & Wattad, 2022; Abu Rabia & Shakour,
2014). The CRT hypothesis was fully confirmed among adult university
readers. The findings are further in accordance with the results reported
from Abu Rabia and Shakour’s study on the effect of implementing a
reading program on the gestation of basic metalinguistic skills across
distinct orthographies (Abu Rabia & Shakour, 2014). There was a positive
transfer of major metalinguistic and reading skills from English (L2) to
Arabic (L1). First, as far as the treatment group’s post-tests are concerned,
phonological awareness skills in English improved after receiving
supplementary lessons on phonics. This development was clearly reflected
in Arabic as well without receiving any formal instruction of Arabic sound
system. However, the control group’s test results tailed off suggesting, thus,
no adequate improvement over the two phases. This reversed transfer was
extended to morphology in which the treatment group’s posttest results
were higher than the ones obtained at the pre-intervention phase.
Morphological awareness, in the context of the ongoing research paper, is
subject to transfer irrespective of the straightforward unidirectional mode,
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i.e., from L1 to L2 and not vice versa, which is advocated by a great deal of
research body in the literature (Wang et al., 2009; Saigh-Haddad & Geva,
2008). Additionally, enhancing students’ spelling skills and conventional
letter patterns throughout the experiment had significant impact on English
orthographic knowledge and later Arabic despite the differences in terms
of letter-to-sound correspondences featuring the two languages. The
transfer of orthographic skills from English, which is relatively less-
transparent, to Arabic, a transparent language, does not only lend support
to the Cognitive Retroactive Transfer Hypothesis but also challenges the
Orthographic-Depth Hypothesis that accentuates the role of extensive print
exposure while learning two typologically distinct orthographies. Finally,
transfer also occurs at the level of reading comprehension as shown by the
treatment group’s tests results.

Implications

The current study has the following pedagogical implications. The pretest’
results suggest that reading difficulties, if not addressed earlier in
childhood, may be persistent over time and that academic success is
ascribed to literacy achievements at the university level. Also, the study
proved that specialized interventions at the university level can be effective
tools to cope with reading disabilities among students with a history of
literacy issues. To better implement university intervention courses of this
type, language teachers, especially Reading Comprehension instructors, are
called to measure both lower- and higher-level reading competencies using
standardized tests. Finally, foreign language teachers can collaborate to
devise unified testing and instructional reading materials since struggling
readers may very well face difficulties while reading in unrelated
orthographies.

CONCLUSION

In this research paper, we checked whether improving metalinguistic skills
related to reading would be transferrable across two typologically
languages, namely English and Arabic. More particularly, we examined the
occurrence of a reversed transfer from English to Arabic would take place
following extensive print exposure and practice. We further extrapolated
the principles of the Cognitive Retroactive Transfer Hypothesis over
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different population, adult university readers, which formed the innovation
of the present study.
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STUDY OF DEVELOPMENT EFFECTIVE SPEECH RUBRIC
Ugur DEMIRCAN®
Burcu KURNAZ?

Ali TURKEL?

Abstract
Developing speaking skills is one of the most basic aims of mother tongue
teaching. One of the important stages in the development of speaking skill is
evaluation. When the limited number of measurement tools related to the
measurement of speaking skill in the literature are scanned, it is seen that have
weaknesses from different aspects and criticisms draw to attention.
Uncertainties or deficiencies regarding what the measured feature is or level
score represents what draws attention in existing measurement tools. The aim
of this study is to develop an effective speaking rubric that can be used in all
types of speech, which deals with the features that should be found in the
nature of an effective speech separately, gives clear feedback to the students
about their performance, and provides a more objective measurement by
defining each sub-skill level separately. This study is a survey-designed
research aiming to develop an effective speaking rubric with high validity and
reliability. The study group of the research consists of a total of 66 Fine Arts
Education students studying at a state university in the spring semester of the
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2017-2018 academic year and taking Oral Expression course. In the
development of an effective speaking rubric, a literature review was
conducted, and accordingly, an item pool was created, the opinions of experts
in the field were consulted, and pre-test studies were carried out. Consisting of
21 items, the scale was developed as a triple rubric. The items used in the scale
describe three different performance levels of the target behavior. In the
application, the participants spoke in front of the audience, and the scoring was
done by two different Turkish teachers. During the application, the participants
spoke in front of the audience, and the scoring was done by two different
Turkish teachers. Kappa Fit Analysis and Pearson Product-Moment
Correlation test were used in the analysis of the data. As a result of the research,
it was seen that the change in the item scores of the participants from both
raters was similar, there was a high level of positive correlation between the
total scores, and it was concluded that the developed rubric was a valid and
reliable measurement tool. The developed scale can also be used in other
studies that require the measurement of speaking skills. In addition, it is
recommended to use the scale for teachers and academicians in the assessment
and evaluation phase of oral lecture courses.

Keywords: Rubric, speaking skills, assessment and evaluation, oral expression

Etkili Konusma Rubrigi Gelistirme Calismasi
Ugur DEMIRCAN:
Burcu KURNAZ?®
Ali TURKELS®

Ozet
Konusma becerisini gelistirmek, anadili 6gretiminin en temel amaclarindan
biridir. Konusma becerisinin gelistirilmesinde 6nemli asamalardan biri de
degerlendirmedir. Alanyazindaki konusma becerisinin oOlgiilmesine iliskin
smirl sayidaki 0l¢me araglari tarandiginda degisik yonlerden zayifliklarin
ortaya ciktigl, elestirilerin giindeme geldigi goriilmektedir. Mevcut 6l¢me
araglarinda odlgiilen 6zelligin ne oldugu ya da hangi diizey puanin neyi ifade
ettigine iliskin belirsizlikler ya da eksiklikler dikkati cekmektedir. Dereceli
puanlama anahtariyla (rubrik) yapilacak 6lgmenin bu belirsizligin ortadan
kaldirilmasmna ya da en alt diizeylere ¢ekilmesine katki saglayacag:
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distuniilmektedir. Bu calismanin amaci;; tim konusma tiirlerinde
kullanilabilecek, etkili bir konusmanin dogasinda bulunmasi gereken
ozellikleri ayr1 ayri ele alan, 6grencilere performanslar1 hakkinda agik bir
sekilde doniit veren ve her alt beceri diizeyini ayr1 ayri tanimlayarak daha
nesnel bir 6l¢me saglayan bir etkili konusma rubrigi gelistirmektir. Bu ¢alisma,
gecerligi ve giivenirligi yiiksek bir etkili konusma rubrigi gelistirmeyi
amaglayan tarama desenli bir arastirmadir. Arastirmanin ¢alisma grubunu
2017-2018 egitim-6gretim yilinin bahar yariyilinda bir devlet {iniversitesinde
egitim goren ve Sozlii Anlatim dersi almakta olan toplam 66 Giizel Sanatlar
Egitimi bolimii Ogrencisi olusturmaktadir. Etkili konusma rubriginin
gelistirilmesinde sirasiyla alanyazin taramas: yapilmis ve buna baglh olarak
madde havuzu olusturulmus, alaninda uzman kisilerin goriisiine
basvurulmus, 6n deneme galismalari yapilmistir. 21 maddelik olgek tiglii
rubrik tipinde gelistirilmistir. Olgekte kullanilan maddeler hedef davramsin {i¢
farkli performans diizeyini tanimlar niteliktedir. Uygulamada katilimcilar
dinleyiciler karsisinda konusmus, puanlama iki farkli Tiirkge Ogretmeni
tarafindan yapilmistir. Verilerin analizinde Kappa Uyum Analizi ve Pearson
Product-Moment Korelasyon testi kullanilmistir. Arastirma sonucunda,
katihmcilarin her iki puanlayicidan aldiklart1 madde puanlar1 degisiminin
benzer oldugu, toplam puanlar arasinda da yiiksek diizeyde pozitif bir
korelasyon oldugu goriilmiis ve gelistirilen rubrigin gecerli ve giivenilir bir
O0lgme araci oldugu sonucuna ulasilmistir. Gelistirilen Olgek, konusma
becerisinin dlgiilmesini gerektiren baska calismalarda da kullanilabilir. Aym
zamanda Olcegin Ogretmen ve akademisyenler icin sozlii anlatima yo6nelik
derslerin 6l¢me ve degerlendirme asamasinda kullanilmasi 6nerilir.

Anahtar Kelimeler: Dereceli puanlama anahtari, konusma becerisi, dlgme ve
degerlendirme, sozlii anlatim

GIRIS

Insan toplumsal bir varliktir, bunun bir geregi olarak cevresindeki
insanlarla iletisim kurma gereksinimi duyar. Tiirkge Sozliik'te iletigim;
duygu, diisiince, hayal veya bilgilerin akla gelebilecek her tiirlii yolla
bagkalarina aktarilabilmesi, bildirisim, haberlesme, telekomiinikasyon
seklinde tanimlanmaktadir (TDK, 1996: 1069). Iletisimin en 6nemli dgesi
olan dili anlama ve anlatma becerileriyle iliskilendirdigimizde ¢ok genis bir
cercevede ele almis oluruz. Bu c¢alismada dil kavrami, anlatma
becerilerinden biri olan ve Tiirkge 6gretim programinda da yerini bulan
konusma becerisi ile olan iligkisi agisindan ele alinmistir.

Insanin sosyallesmesinde énemli bir beceri olan konusma, hayatin bircok
alanin etkileyen ve yonlendiren bir 6zellige sahiptir. Konusma, diistince
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diinyamizi disartya aktarmamizin birincil yoludur (Kiymaz & Doyumgacg,
2020; Kog, Kiymaz & Doyumgag, 2020). Bu denli énemli bir beceri olan
konusmanin etkili sekilde yapilmasi kuskusuz insan yasaminda birgok
bakimdan yarar saglamaktadir

Etkili bir konusma; konusmanin zihinsel ve fiziksel 6gelerinin uyum iginde
olmasiyla gerceklesebilir. Bu bakimdan; dilbilgisi kurallari, dilin toplumsal
yapisi ve sOylem yetkinliginin bir arada olmasi etkili konusmanin 6n
kosullaridir (Canale & Swain 1980). Bunun i¢in konusmada bilgilerin dogru
aktarilmasi ve toplumsal iletisimin dogru bicimde saglanmasi
gerekmektedir (Brown & Yule, 1983). Yalgin (2002), etkili konusmay1 bir
kimsenin bagkalar1 karsisinda, dnceden planlanmamis olsa bile duygu,
dilek ve diisiincelerini etkili bir bicimde anlatma becerisi olarak
tanimlamistir. Temizytirek vd. (2011) ise etkili konusmanin, konusmaci
tarafindan kodlanan her tiirlii mesajin konusma ilkelerine uygun olarak ve
dinleyicinin en {ist diizeyde etkilenmesini saglayacak bigcimde kars1 tarafa
iletilmesiyle meydana geldigini belirtmistir. Etkili konusma farkl
bigimlerde tanimlansa da alanyazinda onemle vurgulanan bir kavram
olarak karsimiza ¢itkmaktadir.

Konusma becerisinin degerlendirilebilmesi i¢in bir konusmanin hangi
boyutlardan ya da bilesenlerden olustugu ve iyi bir konusmada bu boyut
ve bilesenlerin tasimasi gereken oOzelliklerin ne oldugunun saptanmasi
gerekir. Tirk¢e anadili konusucularinin  konusma  becerilerini
degerlendirmede kullanilacak bir konusma becerisi yeterlik gercevesi
bulunmadigini ifade eden Bozkurt'a gore (2017) konusma becerisi
degerlendirme cergevesi igerik, sdyleyis, akicilik, etkilesim ve dil yetkinligi
boyutlarindan olusmalidir.

Alanyazin tarandiginda iyi bir konusmanin tasimasi gereken belli basl
nitelikler oldugu belirtilmektedir. Oncelikle konugsmanin bir amacinin
olmasi yaninda igeriginin inandiricilig ve giivenilirligi onemli hususlardir.
Ayrica konusmanin hedef kitleye uygunlugu ve konusmacinin sesini ve
beden dilini dogru ve etkili kullanabilmesi iyi bir konusmanin 6nemli
nitelikleri arasinda yer almaktadir. Bu noktada konusma becerisinin
degerlendirilmesi de bu 6l¢iitler dogrultusunda sekillenecektir.
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1.Konusmanin Amaci: Konusma becerisinin dogru
degerlendirilebilmesinin ilk kosulu konusmanin belli bir amacinin olup
olmadiginin saptanmasidir. Her konusma belli bir amaca y6nelik olmalidir.
Bu dogrultuda diger Ogeler de bu amaca yonelik olmali, konusmay
biitiinlemelidir.

2. Konugmanin Giivenilirligi: Iyi bir konusmada igerik giivenilir bilgilere
dayanmalidir. Bu, etkili bir konusmada igerigin 6n kosuludur. Dayanaklar1
guvenilir olmayan bir konusma etkili olamaz.

3. Konusmanin inandlrlcﬂlgl: Konusmada inandiricilik giivenilirlikle
dogrudan iligkili olmakla birlikte konusmacinin genel ve mantiksal
diizenini de zorunlu kilar. Giivenilir bir igerige sahip bir konusma, belli bir
diizen akisinda dogrudan konusmanin inandiricihigina katki saglar. Belli
bash ana ve yardimar diisiinceler sunularak agiklamalarla ve gorsellerle
desteklenir.

4. Konusmanin Hedef Kitleye Uygunlugu: Konusmaci, konusmanin
amacma ulasmas: i¢in dinleyici kitlenin niteligini dikkate almak
durumundadir. Dinleyici kitlenin yasi, dil diizeyi, ilgi alani, egilimleri,
zihinsel diizeyi konusmanin vyapilandirilmasinda goéz Oniinde
bulundurulmalidir. Bu temel nitelikleri géz oniinde bulundurmayan bir
konusmanin etkili olmasi olanaksizdir.

5. Konusmacinin Sesini ve Beden Dilini Dogru ve Etkili Kullanabilmesi:
Sesini ayarlama, isitilebilir sesle konusma, dogru sesletim yapma, gereksiz
seslerden kaginma, dogru vurgu-tonlama- duraklama yapma, jest ve
mimiklerin anlamla uyumu, sesin dogalligi 2006 Tiirkge Ogretim
Programinda (MEB,2006) sesini ve beden dilini etkili kullanmayla ilgili
olarak karsimiza ¢ikan unsurlardir. Ses ve beden diliyle ilgili bu ogelerin
hem etkili bir konusmada hem de konusmanin degerlendirilmesinde
mutlaka g6z 6niinde bulundurulmasi gerekir. Biitiin bu ses ve beden diliyle
ilgili 6gelerin varligi, konugsmanin ikna ediciligine katki sunarak etkisini
gliclendirir. Ayrica dinleyici kitlesinin konusmay1 sikilmadan dinlemesini
saglar.

Konusma becerisi ile ilgili bir performansin degerlendirilmesi, bu becerinin
tiim alt boyutlarinin ayr1 ayr1 gozden gegirilmesini ve farkli performans
diizeylerine karsilik gelen bir derecelendirme yapilmasini gerektirir.
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Gegerligi yiiksek bir 6l¢iim i¢in performansa dayali degerlendirme daha
uygun olacaktir. Bilesenleri ve Olgiitleri belirlenen iyi ve etkili bir
konusmanin 6l¢tilmesi de 6nem tastyan bir konudur.

Performans diizeylerini en iyi saptamanin yolu dereceli puanlama anahtar:
(rubrik) kullanmaktir. Sezer’e gore (2005) 6gretmenlerin rubrik kullanmas:
onlara daha tutarli ve nesnel bir puanlama yaptigini hissettirir. Konugma
becerisi gibi ¢ok boyutlu yapidaki performanslar degerlendirilirken
nesnelligi yiizde yiiz saglayan bir ara¢ olmasa da rubrik kullanarak
Ol¢mede giivenirligi saglamak ve degerlendirmede kullanilan Olgiitleri
ogrencilere aktarmak, ayn1 zamanda kendi performanslar1 hakkinda onlara
doniit vermek daha kolay ve uygulanabilir olur. Bu nedenle etkili konusma
becerisinin Ol¢iilmesinde de farkli 6l¢me araglariyla ya da somut 6lgtitlere
dayanmadan yapilan 6l¢me yerine rubrik kullanmak daha anlamli ve
saglkli olacaktir. Konusma becerisi gibi performansa dayali siireclerin
rubrik ile Olciilmesi hem nesnellik hem de acik sekilde doniit imkam
sunmast bakimindan olduk¢a faydalidir ancak konusma becerisinin
olctilmesinde zaten kisitli olan 6l¢me araglar: tarandiginda rubrik tiirtinde
gecerlik ve giivenirlik ¢alismasi yapilmis bir calismaya rastlanmamaistir.

Bozkurt ve Akkok (2019)e gore Tiirkce konusma becerisinin
degerlendirilmesiyle ilgili gelistirilen Olcek sayisi, bir elin parmaklarim
gecmemektedir. Bu ¢alismalar icinde Olgek gelistirme ¢alismalarinin sayisi
daha azdir (Cintas-Yildiz ve Yavuz, 2012; Kuzu ve Suna, 2012). Diger
calismalar ise Olgek gelistirme amacli yapilmamis olup, herhangi bir
degiskenin konusma becerisine etkisini 6l¢mek ya da konusma becerisine
iliskin durum saptamak i¢in veri toplama araci olarak gelistirilen gézlem ve
degerlendirme formlaridir (Aykag, 2011; Bulut, 2015; Erdem, 2012; Giirhan,
2013; Kartallioglu, 2015; Sallabas, 2011; Temizkan ve Atasoy, 2015; Yiiceer,
2014).

Etkili konusma rubriginin gelistirilmesinde Once alanyazin taramasi
yapilmis, Tiirkce dersi Ogretim programlarinda yer alan kazanimlar
incelenmis ve ardindan madde havuzu olusturularak, taslak bir rubrik
gelistirilmigtir. Taslak Olgekle ilgili Tiirk¢e ve Tiirk Dili Edebiyati
ogretmenleri ile Tiirkce Egitimi Anabilim Dalinda gorev yapan ogretim
elemanlarindan gortis alinmugtir. Uzman goriisiine basvurma olgegin
kapsam gecerligini test etmek i¢in basvurulan mantiksal yollardan biridir.
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Uzmandan beklenen taslak olgekte yer alan maddeleri kapsam gecerligi
bakimindan degerlendirmesidir (Biiyiikoztiirk, 2014: 180). Elde edilen
bilgilerden yola c¢ikarak madde havuzu olusturulmustur. Maddeler
olusturulurken maddelerin yalin ve anlagilir bir dilde olmasina, olumlu ve
olumsuz ifadelerin olmasina, olgusal ifadelerin olmamasma ve bir
maddenin birden fazla yargi barindirmamasmna dikkat edilmistir. Son
halinde 21 madde bulunan 6lgek ti¢lii rubrik tipinde gelistirilmistir. Olcekte
kullanilan maddeler hedef davranisin iig¢ farkli performans diizeyini
kargilar niteliktedir. Deneme uygulamasi yapilip, Olcege son sekli
verildikten sonra uygulama asamasina gecilmistir.

YONTEM
Arastirma Deseni

Bu calisma, gecerligi ve giivenirligi yiiksek, etkili konusma becerisine
yonelik bir rubrik gelistirmeyi hedefleyen tarama desenli bir arastirmadr.
Calismanin genel amacina bagh olarak arastirma sorular su sekildedir:

1) Farkli puanlayicilar tarafindan Etkili Konusma Rubrigi ile yapilan
puanlamada konusmacilarin aynt maddeden aldiklar1 puanlar arasindaki
uyum hangi diizeydedir?

2) Farkli puanlayiclar tarafindan Etkili Konusma Rubrigi ile yapilan
puanlamada konusmacilarin aldiklar1 toplam puanlar arasindaki uyum
hangi diizeydedir?

Bu uyum diizeyleri, gelistirilen Etkili Konusma Rubriginin gecerlik ve
guvenirligi ile kullanilabilir bir 6lgme araci olup olmadig: konusunda kanit
olusturacaktir.

Arastirma-Calisma Grubu

Arastirmanin ¢alisma grubunu 2017-2018 egitim-6gretim yilinin bahar
yariyilinda bir devlet iiniversitesinde 6grenim goren ve “Sozlii Anlatim”
dersini almakta olan toplam 57 Giizel Sanatlar Egitimi boliimii 6grencisi
olusturmaktadir. Calisma grubu amagch 6rneklem yontemine bagli kolay
ulasilabilir durum 6rneklemesi yontemine gore secilmistir.
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Verilerin Toplanmasi

Uygulamada katilimcilar dinleyiciler karsisinda en az 5 dakika siireyle
konusmus, puanlama iki farkl Tiirk¢e 6gretmeni tarafindan yapilmstir.

Gegerlik ve Giivenirlik

Bu puanlama neticesinde elde edilen veriler uygun kodlamalar yapildiktan
sonra SPSS (Statistical Package for the Social Sciences versiyon 24.0.0; SPSS
Inc., Chicago, IL, ABD) programina aktarilmistir. [statistiksel anlamlilik
p<0,05 diizeyinde degerlendirilmistir.

Verilerin Analizi

Verilerin analizinde puanlayicilar arasinda her katilimcinin madde
puanlar1 arasindaki degisimin ne kadar uyumlu oldugunu belirlemek
amaciyla Kappa Uyum Analizi ve puanlayiclar arasindaki toplam
puanlarin korelasyonunu belirlemek amaciyla Pearson Product-Moment
Korelasyon testi kullanilmistir. Puanlayicilar arasi giivenirlik belirlemede
siklikla kullanilan Kappa istatistigi veya Kappa Uyum Olgiimii (Kappa
Measure of Agreement), Cohen (1960) tarafindan onerilmis olup siniflama
diizeyinde puanlama yapan iki puanlayict arasindaki uyumun derecesini
belirlemek i¢in gelistirilmistir (Cohen, 1960). Kappa istatistik degeri (i) -1
ile +1 arasinda deger alabilir ve k=+1 ise iki puanlayicinin sonuglar: tiimiiyle
birbiri ile uyumludur seklinde, k=0 ise iki puanlayicinin arasindaki uyum
sadece sansa baghdir seklinde ve w=-1 ise iki puanlayicinin tiimiiyle
birbirinin tersini degerlendirmektedir seklinde yorumlanabilir. Ayrica k
istatistik degerlerinin pozitif olmasi, puanlayicilar arasinda tesadiifen
cikabilecek olasi uyumdan daha yiiksek diizeyde uyum olduguna isaret
etmektedir (Landis ve Koch, 1977).

BULGULAR

21 maddelik Etkili Konusma Rubrigi, S6zIii Anlatim dersini almakta olan
Giizel Sanatlar Egitimi boliimii 6grencilerinin etkili konusma becerilerinin
degerlendirilmesinde kullanilmis olup alaninda uzman iki farkli Tiirkge
Ogretmeni tarafindan yapilan puanlamanin analizi sonucunda Tablo 1’de
yer alan bilgilere ulasilmistir:
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Tablo 1
Etkili Konusma Rubrigi ile Yapilan Puanlamalarin Kappa 1statistigiyle
Hesaplanan Giivenirlik Degerleri (N=57)

Puanlama Kappa
Yapan Etkili Konusma Rubriginin L Madde Uyum
o Istatistigi p
Puanlayici Kategorileri . . Sayis1 /57
Degeri ()
Sayis1
Mantiksal Biitiinliik 1,000 0.000 57
Diistinceyi Gelistirme Yollar1 0,674 0.000 53
Strateji Gereklerine Uyum 0,424 0.001 49
Beden Dili 0,468 0.000 39
Kelime Anlami 1,00 0.000 57
GOz Temast 0,258 0.030 37
Isitilebilirlik 0,643 0.000 46
Telaffuz 0,531 0.000 49
Akialik 0,418 0.000 38
Tonlama 0,274 0.037 45
2 Standart Tiirkge 0,661 0.000 56
Vurgulama 0,233 0.025 32
Gereksiz Hareketler 0,244 0.025 41
Tekrara Diisme 0,659 0.000 50
Yapmaciklik, Taklit, Ozenti 0,490 0.000 48
Jest-Mimik Uyumu 0,473 0.000 43
Tiirkge Kurallar1 0,450 0.000 51
Yabana Sozciik Kullanimi 0,367 0.001 48
Atasozii, Deyim, S6z Sanatlar1 0,230 0.005 29
Siire Kullanimi 0,372 0.002 40
Nefes 0,409 0.000 43

Elde edilen kappa katsayis1 (k) degerlerini yorumlamak icin Landis ve
Koch, asagidaki siniflandirmay: gelistirmis olup k degeri;

<0 ise sansa bagl olabilecek uyumdan daha koétii uyum olmasz,
0.01 — 0.20 arasinda ise Onemsiz diizeyde uyum olmasi,

0.21 — 0.40 arasinda ise zayif diizeyde uyum olmasi,

0.41 — 0.60 arasinda ise orta diizeyde uyum olmasi,

0.61 — 0.80 arasinda ise iyi diizeyde uyum olmasi,
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0.81 — 1.00 arasinda ise ¢ok iyi diizeyde uyum olmasi anlamia
gelmektedir.

Verilen bu siiflandirma kapsaminda Tablo 1’de verilen Kappa uyum
analizi sonuglar1 degerlendirildiginde;

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konusma Rubriginin Mantiksal Biitiinliik kategorisi icin
hesaplanan Kappa degeri; iki puanlayici arasinda ¢ok iyi diizeyde bir
uyumun oldugunu ve bu uyumun da istatistiksel agidan anlaml
bulundugunu gostermektedir (k=1,00; p<0.001; katilimci uyum sayist:
57/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konusma Rubriginin Diistinceyi Gelistirme Yollar1
kategorisi igin hesaplanan Kappa degeri; iki puanlayici arasinda iyi
diizeyde bir uyumun oldugunu ve bu uyumun da istatistiksel acidan
anlamli bulundugunu gostermektedir (x = 0,67; p<0.001; katilimc1 uyum
sayist: 53/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konusma Rubriginin Strateji Gereklerine Uyum kategorisi
icin hesaplanan Kappa degeri; iki puanlayici arasinda orta diizeyde bir
uyumun oldugunu ve bu uyumun da istatistiksel ac¢idan anlaml
bulundugunu gostermektedir (x = 0,42; p=0.001; katilmc1 uyum sayisi:
49/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konugma Rubriginin Beden Dili kategorisi i¢in hesaplanan
Kappa degeri; iki puanlayici arasinda orta diizeyde bir uyumun oldugunu
ve bu uyumun da istatistiksel agidan anlamli bulundugunu gostermektedir
(x=0,47; p<0.001; katilimc1 uyum sayisi: 39/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amactyla Etkili Konusma Rubriginin Kelime Anlami kategorisi igin
hesaplanan Kappa degeri; iki puanlayici arasinda ¢ok iyi diizeyde bir
uyumun oldugunu ve bu uyumun da istatistiksel acidan anlamh
bulundugunu gostermektedir (i = 1,00; p<0.001; katihmci uyum sayist:
57/57).
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Iki puanlayicimin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konusma Rubriginin G6z Temas: kategorisi i¢in hesaplanan
Kappa degeri; iki puanlayici arasinda zayif diizeyde bir uyumun oldugunu
ve bu uyumun da istatistiksel agidan anlamli bulundugunu gostermektedir
(k=0,26; p=0.030; katilimc1 uyum sayisi: 37/57).

ki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amactyla Etkili Konusma Rubriginin Isitilebilirlik kategorisi igin
hesaplanan Kappa degeri; iki puanlayic1 arasinda iyi diizeyde bir uyumun
oldugunu ve bu uyumun da istatistiksel agidan anlamli bulundugunu
gostermektedir (i = 0,64; p<0.001; katihmc1 uyum sayisi: 46/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konugsma Rubriginin Telaffuz kategorisi i¢in hesaplanan
Kappa degeri; iki puanlayic arasinda orta diizeyde bir uyumun oldugunu
ve bu uyumun da istatistiksel agidan anlamli bulundugunu gostermektedir
(x=0,53; p<0.001; katilimc1 uyum sayisi: 49/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konusma Rubriginin Akicilik kategorisi i¢in hesaplanan
Kappa degeri; iki puanlayici arasinda orta diizeyde bir uyumun oldugunu
ve bu uyumun da istatistiksel agidan anlamli bulundugunu gostermektedir
(x=0,42; p<0.001; katilimc1 uyum sayisi: 38/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konusma Rubriginin Tonlama kategorisi i¢in hesaplanan
Kappa degeri; iki puanlayici arasinda zayif diizeyde bir uyumun oldugunu
ve bu uyumun da istatistiksel agidan anlamli bulundugunu gostermektedir
(k=0,27; p=0.037; katilimc1 uyum sayisi: 45/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amactyla Etkili Konusma Rubriginin Standart Tiirk¢e kategorisi igin
hesaplanan Kappa degeri; iki puanlayici arasinda iyi diizeyde bir uyumun
oldugunu ve bu uyumun da istatistiksel acidan anlamli bulundugunu
gostermektedir (k = 0,66; p<0.001; katilimc1 uyum sayisi: 56/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konusma Rubriginin Vurgulama kategorisi i¢in hesaplanan
Kappa degeri; iki puanlayici arasinda zayif diizeyde bir uyumun oldugunu
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ve bu uyumun da istatistiksel agidan anlamli bulundugunu gostermektedir
(x=0,23; p=0.025; katilimc1 uyum sayisi: 32/57).

Iki puanlayicimin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konusma Rubriginin Gereksiz Hareketler kategorisi igin
hesaplanan Kappa degeri; iki puanlayici arasinda zayif diizeyde bir
uyumun oldugunu ve bu uyumun da istatistiksel agidan anlaml
bulundugunu gostermektedir (k=0,24; p=0.025; katihmci uyum sayisi:
41/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konusma Rubriginin Tekrara Diisme kategorisi igin
hesaplanan Kappa degeri; iki puanlayici arasinda iyi diizeyde bir uyumun
oldugunu ve bu uyumun da istatistiksel agidan anlamli bulundugunu
gostermektedir (k=0,66; p<0.001; katilimc1 uyum sayisi: 50/57).

ki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amactyla Etkili Konusma Rubriginin Yapmaciklik, Taklit, Ozenti
kategorisi icin hesaplanan Kappa degeri; iki puanlayici arasinda orta
diizeyde bir uyumun oldugunu ve bu uyumun da istatistiksel agidan
anlamli bulundugunu gostermektedir (k = 0,49; p<0.001; katilimct uyum
sayist: 48/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konusma Rubriginin Jest-Mimik Uyumu kategorisi igin
hesaplanan Kappa degeri; iki puanlayici arasinda orta diizeyde bir uyumun
oldugunu ve bu uyumun da istatistiksel agidan anlamli bulundugunu
gostermektedir (k = 0,47; p<0.001; katilimct uyum sayisi: 43/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konusma Rubriginin Tiirk¢e Kurallar1 kategorisi igin
hesaplanan Kappa degeri; iki puanlayic1 arasinda orta diizeyde bir uyumun
oldugunu ve bu uyumun da istatistiksel agidan anlamli bulundugunu
gostermektedir (i = 0,45; p<0.001; katihmc1 uyum sayisi: 51/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konusma Rubriginin Yabanci S6zciik Kullanimi kategorisi
icin hesaplanan Kappa degeri; iki puanlayic1 arasinda zayif diizeyde bir
uyumun oldugunu ve bu uyumun da istatistiksel acidan anlamh
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bulundugunu gostermektedir (x = 0,37; p=0.001; katihmc1 uyum sayist:
48/57).

Iki puanlayicimin verdikleri puanlar arasindaki uyumu elde etmek
amactyla Etkili Konusma Rubriginin Atasézii, Deyim, S6z Sanatlar
kategorisi icin hesaplanan Kappa degeri; iki puanlayici arasinda zayif
diizeyde bir uyumun oldugunu ve bu uyumun da istatistiksel agidan
anlamli bulundugunu gostermektedir (1x=0,23; p=0.005; katilimci uyum
sayist: 29/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konusma Rubriginin Siire Kullanimi kategorisi igin
hesaplanan Kappa degeri; iki puanlayici arasinda zayif diizeyde bir
uyumun oldugunu ve bu uyumun da istatistiksel agidan anlaml
bulundugunu gostermektedir (k=0,37; p=0.002; katihmci uyum sayisi:
40/57).

Iki puanlayicinin verdikleri puanlar arasindaki uyumu elde etmek
amaciyla Etkili Konusma Rubriginin Nefes kategorisi i¢in hesaplanan
Kappa degeri; iki puanlayic arasinda orta diizeyde bir uyumun oldugunu
ve bu uyumun da istatistiksel agidan anlamli bulundugunu gostermektedir
(k=0,41; p<0.001; katilimc1 uyum sayisi: 43/57).

Her iki puanlayicinin Giizel Sanatlar Egitimi boliimii 6grencilerinin
performanslar1 hakkinda isaretledikleri madde diizeylerine gore diisiikten
yliksege 1-2-3 ile carpilarak katilimcilarin toplam puanlari elde edilmistir.
Elde edilen bu toplam puanlar arasindaki iliski Pearson Product-Moment
Korelasyon testi ile incelenmistir. Korelasyon katsayis1 r<0.2 ise ¢ok zayif
iliski ya da korelasyon yok 0.2-0.4 arasinda ise zayif korelasyon 0.4-0.6
arasinda ise orta siddette korelasyon 0.6-0.8 arasinda ise yiiksek korelasyon
0.8> ise ¢ok yiiksek korelasyon oldugu yorumu yapilir. Istatistiksel
anlamlilik p<0,05 diizeyinde degerlendirilmistir. Yapilan korelasyon analizi
sonucunda; birinci puanlayicinin 6grencilere verdigi toplam puanlar ile
ikinci puanlayicinin 6grencilere verdigi toplam puanlar arasinda yiiksek
diizeyde ve pozitif yonlii bir korelasyonun oldugu, birinci puanlayicinin
ogrencilere verdigi toplam puanlarlar arttikga ikinci puanlayicinin
ogrencilere verdigi toplam puanlarin da arttig1 ve bu dogrusal iliskinin de
istatistiksel olarak anlaml oldugu saptanmustir (r; = 0.733, p < 0.001).
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TARTISMA VE SONUC
Tartisma

Yapilan alanyazin taramasinda konusma becerisini 6lgen farkli dlgme
araglarina rastlanmistir, bu ¢alisma kapsaminda gelistirilen Etkili Konusma
Rubrigi sozii edilecek olan o6l¢me araglarindan bazi yonlerden
ayrilmaktadir.

Bozkurt'a gore (2017) Tiirk¢e anadili konusuculari igin olusturulan ya da
uyarlanan 28 6lgegin 19'u dereceli (likert), 5’i kontrol listesi ya da gozlem
formu, 4’ rubrik (dereceli puanlama anahtari) seklindedir. Rubrik seklinde
olusturulan 4 Olgegin higbirinde gegerlik ve giivenirlik c¢alismasi
yapilmazken, sadece ikisinde uzman gortisiine bagvurulmustur.

Bozkurt ve Akkok (2019), tarafindan gelistirilen Konusma Becerisi
Derecelendirme Olgegi calismasinda uzman goriisiine bagvurulmus ve
uzmanlarin puanlamalarina gére Kapsam Gegerlik Indeksi (KGI)
hesaplanmigtir. Calismada kapsam gegerligi haricinde diger gecerlik ve
glivenirlik hesaplamalariyla ilgili veriler yer almamaktadir. Yazarlarin da
belirttigi gibi ¢alisma uygulama verisi icermeme yoniinden kisitlidir.
Gelistirilen 27 maddelik 0Olgek ise biitiiniiyle rubrik olmamasi, Etkilesim-
Sunum bdliimiindeki son 13 maddesinin 4'li1 likert tipi olmas1 nedeniyle
rubrigin amacina hizmet etmemesi bakimindan elestirilebilir. Likert
tipindeki maddeler performans diizeylerini agik¢a belirtmediginden
rubrigin gelistirilme amaciyla Ortiismemektedir; ¢linkii rubrik tiirtindeki
Olgme araglarinin  gelistirilmesindeki en o©Onemli amacglardan biri,
performans diizeylerinin acik¢a tanimlanmasidir. Olgegin kapsam
gecerliginin saglanmasi, konusma becerisinin degerlendirilmesine yonelik
gelistirilecek diger oOlgekler icin “basvuru gergevesi” Ozelligi tasimasi
olumlu olarak degerlendirilebilir.

Yiiceer ve Dogan (2021), tarafindan Tiirkge Ogretmenligi birinci siuf
ogrencilerinin hazirliksiz konusma becerilerini degerlendirmek {izere
yapilan c¢alisma kapsaminda arastirmacilar tarafindan hazirliksiz
konusmaya yonelik analitik rubrik gelistirilmistir. Gelistirilen rubrigin
gecerligi icin uzman goriisti alinmus, gilivenirligi ise puanlayicilar
arasindaki toplam puanlarin uyumunu belirleyen Kendall W testi ile
saptanmugtir. Burada maddelerin giivenirlik hesaplamasinin yapilmamasi,
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yalnizca toplam puanlarin uyumunun giivenirlik kanit1 olarak kullanilmasi
elestirilebilir. Ayni1 zamanda 6lgek ses, beden dili ve konusma diizeni ana
bagliklarinda yer alan toplam 11 maddeden olusmaktadir. Tekrara
diismeme, gereksiz hareketlerden kag¢inma, vurgulama, Olgiinli dil
kullanimi, kelimeleri anlamina uygun kullanma gibi etkili bir konugsmanin
temel bilesenleri bu oOl¢egin maddelerinde yer almamaktadir. Bu da
olcilmek istenen ozelligin eksik Olglilmesine, kapsam gegerliginin
diismesine neden olmaktadir. Olgegin yalnizca hazirliksiz konusmalar igin
gelistirilmis olmasi ise kullanighlik bakimindan bir kisitlama getirmektedir.

Yasar (2017), kavram Kkarikatiirlerinin ilkokul 3. Simuf Ogrencilerinin
konusma becerileri tizerindeki etkisini arastirdig1 calismada arastirmaci
tarafindan gelistirilmis 28 maddelik Konugsma Becerisi Degerlendirme Rubrigi
isimli 6l¢gme aracim1 kullanmistir. Ancak oOlgegin puanlamasinda “Hig
Gozlenmedi (1), Gozlenmedi (2), Kismen Gozlendi (3), Gozlendi (4),
Tamamen Gozlendi (5)” seklinde gozlem formu 6zelligi tasiyan puanlama
sistemi kullanilmistir. Bu da rubrigin performans diizeyini acikca
tanimlamasi 6zelligine uygun degildir.

Bu calismada gelistirilen 6lcek ise gecerlik ve giivenirlik calismalarinin
yapilmas: ve tiim konusmalar icin genel bir 6lgme araci olmasi yonleriyle
diger calismalardan ayrilmaktadir.

Konusma becerisine yonelik gelistirilen olgeklerin kimileri de yeterli
kapsam gecerligine sahip degildir. Konusma becerisinin tiim bilesenleri
Olgekte yer almamaktadir. Konusma Becerisi i¢in Dereceli Puanlama
Anahtar1 (MEB, 2007) 3'li rubrik seklinde gelistirilmis 7 maddeden olusan
bir 6lgektir. Konusmada akicilik, konusmaya baslama, konusmay1 bitirme,
kitleye uygunluk, mekan secimi, beden dilini kullanma, hitabeyi
destekleme seklinde maddelerden olusan oOlgegin kapsam gegerligi;
konusma becerisinin diger bilesenleri diistiniildiigiinde yetersiz olarak
degerlendirilebilir.

Dil becerilerinin 6lgiilmesi karmasik stiirecler oldugu icin rubrik kullanimi
son derece onemlidir. Yabanc1 dil egitiminde de konusma becerisinin
olctilmesinde rubrik ve siire¢ degerlendirmesine olanak veren diger dlgme
araglarinin kullanilmas: yarar saglayacaktir. Avrupa Ortak Basvuru Metni
(OBM) ve uygulamas: niteligindeki Avrupa Dil Gelisim Dosyasmin,
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ogrencilerin konusma becerisi tizerindeki etkililiginin arastirildig:
calismada OBM'ye gore hazirlanan konusma becerisi dersi programimin
geleneksel ydnteme gdre daha bagarihi oldugu saptanmustir (Isisag ve
Demirel, 2010). OBM'nin yabanci dil 6gretimine kazandirdigi en 6nemli
kavramlardan biri kendini degerlendirmedir.

Sonug

Etkili Konusma Rubrigi adiyla gelistirilen Ol¢ek alanda gereksinim
duyulan, konusma becerisinin Ol¢iilmesinde kullanilabilecek gecerli ve
glvenilir bir 6l¢gme aracidir. Rubrik seklinde gelistirilmis olmasi, gegerlik
ve giivenirlik ¢alismalarinin yapilmis olmasi, tiim konusma tiirlerinde
kullanilabilir olmas1 ve kapsam gegerliginin 6zenli olmasi bu ¢alismay1
diger calismalardan ayirmaktadir.

Oneriler

Ogretmenlerin dereceli puanlama anahtari (rubrik) kullanmasi daha nesnel
bir 6lgme ve degerlendirmeye olanak tamimaktadir. Ozellikle dil becerileri
gibi ¢ok yonlii bilesenlerden olusan becerilerin 6l¢iilmesinde, her bilesen
i¢in ayr1 ayr1 karar verebilmek adina rubrik kullanimi son derece 6nemlidir.
Etkili konusma rubrigi kapsam gecerligi, giivenirligi yiliksek bir 6l¢gme araci
olarak ogretmenler ve arastirmacilar tarafindan kullanilabilir.
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DIGITAL MATERIALS?
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Abstract

The aim of the study is to examine the opinions of Turkish as a foreign
language learners towards learning Turkish with digital materials. For this
purpose, case study design was used from qualitative research designs in the
study. Data were provided from a study group of 20 people who learned
Turkish as a foreign language from different institutions and organizations.
The data obtained in the study were analyzed qualitatively and the findings
were determined according to the codes obtained. As a result of the research, it
was determined that Turkish as a foreign language learners went through
different education systems and had different infrastructures. In addition, it
was determined that there were positive opinions about the use of information
communication systems, digital materials in teaching, media literacy and the
use of technology, but no common views were formed.
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Ozet

Bu arastirmanin amaci yabanct dil olarak Tiirk¢e oOgrenenlerin dijital
materyallerle Tiirkce Ogrenmeye yonelik goriislerinin  incelenmesidir.
Arastirmada nitel arastirma desenlerinden durum c¢alismasi deseni
kullanilmistir. Arastirmaya farkli kurum ve kuruluslardan yabanci dil olarak
Tiirkce 0grenen 20 kisilik ¢alisma grubundan veri saglanmistir. Arastirmada
elde edilen veriler nitel olarak analiz edilmis ve elde edilen kodlara gore
bulgular tespit edilmistir. Arastirma sonucunda yabanci dil olarak Tiirkge
Ogrenicilerinin farkli egitim sistemlerinden gectigi, farkli alt yapilara sahip
oldugu belirlenmistir. Ayrica bilgi iletisim sistemlerinin, dijital materyallerin
o0gretimde kullanilmasini ve medya okur yazarligi, teknoloji kullanim
konusunda olumlu goriislerinin oldugu bununla birlikte ortak goriislerin
olusmadig: tespit edilmistir.

Anahtar Kelimeler: Bilgi iletisim Teknolojileri, Dijital Materyal, 21. Yiizyil
Becerileri, Yabanci Dil Olarak Tiirkge Ogretimi.

GIRIS
Teknoloji, insan ihtiyaglariin ¢abuk ve kolay karsilanmasi i¢in gelistirilen
triinler ve wuygulamalardir. Bu {riinler ve wuygulamalarin ortaya
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genel ihtiyaglarinin yaninda kolaylikla iletisim kurma ve bilgiye ulasma
imkan1 bulmaktadir (Basak ve Ayvaci, 2017).

Bu yiizyilda bilginin kolay ve cabuk elde edilmesi kadar bilginin diger
alanlarda da islevsel olmas1 beklenir. Farkli disiplinlerin bir araya gelerek
yeni bilgiyi ortaya ¢ikarma c¢alismalarina disiplinler arasi is birligi
denmektedir ve her gecen giin bu yaklasimin 6nemi artmaktadir (Aktan,
2007). Bu yiizyilda hizla ve yogun bir sekilde yasanan egitimin
teknolojiklesmesi ve degisen ihtiyaglar neticesinde bu profile uygun
ogretmen ve Ogrencinin de ortaya ¢ikmasim saglamistir (Aydin ve
Tunagiir, 2021). Lemke (2003)'nin ifade ettigi haliyle teknolojinin glintimiiz
halini almasi bu ¢agin bireylerini de ¢caga uymaya ve becerilerinin ¢aga
uydurmaya zorlamistir. Bu zorunluluk 21. yiizyil becerileri olarak
bireylerin karsisina ¢ikmaktadir. Disiplinler arasi ¢alismalarda teknoloji
kullanimi énemli bir ihtiyacidir. Ozellikle sosyal bilimler iginde dil
ogrenimi igin teknoloji kullanimi ve bilimsel yenilikler olduk¢a kiymetli
desteklerdir.

Dil Ogretimi icin ses tretimi, gorsel {riinler dersin en Onemli
materyalleridir. Tiim bunlar igin dil laboratuvarlarinda teknolojiyle
bulusmak gerekir (Kartal, 2005). Dil 6greniminin ge¢misinde en teknolojik
yap1 dil laboratuvarlariyken giintimiizde ¢oklu 6gretim ortamlarinda dil
ogretimi yapilmaktadir (Biiytiikaslan, 2007). Jane Hart, son 16 yildir yaptig:
anket calismalar1 sonucunda egitimde en ¢ok kullanilan araglar
siralamaktadir (https://toptools4learning.com/wp-
content/uploads/2022/08/TT4L2022.pdYf).
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Milli Egitim Bakanligi (MEB) Yenilik ve Egitim Teknolojileri Genel
Midirligi (YEGITEK) tarafindan 2017 yilinda Tirkiye egitim ve
ogretimini devam ettiren Suriyeli ¢ocuklarin Tiirkge 6grenmelerini ve Tiirk
kiltirtine, toplumuna uyumlarini kolaylastirmak amaciyla “Bil Bakalim”
adli mobil uygulama oyunu hazirlandi. Bu uygulamayla 7-9 yas arasi
¢ocuklara interaktif bir 6grenme ortami saglanmistir (MEB, 2017).

Ogretim programinda yer alan bu ifadeler dijital materyal kullanimi ve bu
kullanimin nasil olmas1 gerektigi belirtilmistir. MEB biinyesinde devam
eden PIKTES Projesinin Hayat Boyu Tiirkce kitabi, Salih hikaye seti,
Yabanci C)grenciler Icin Tiirkge Hikayeler, Yabanci Ogrenciler I¢in Tiirkce
Calisma Kitaplar1 projenin resmi internet sitesinden dijital olarak
ulasilabilir sekilde hazirlanmistir. Milli Egitim Bakanlhigi'min EBA
platformu bilisim aginin aktif kullanimini gostermektedir. Her sif diizeyi
ve ders igin gesitli ders materyallerinin bulundugu platformda yabancilar
i¢cin Tiirkgeye de yer verilmistir. https://turkce.eba.gov.tr/adresiyle EBA'nin

yabancilara Tiirkce 6gretim materyallerine ulasilabilir.

Tiirkiyedeki tiim {iniversiteler TOMER veya DILMER gibi dil &gretim
merkezleri araciligiligyla yabanci uyruklu Ogrencilere Tiirkge Ogretimi
yapmaktadir. Universiterin yabanct uyruklu &grencilerine Tiirkge dgretim
yapabilmek i¢in olusturduklar: birimler hem yiiz ylize hem de uzaktan
egitim programlari yapmaktadir. Bununla birlikte {iniversiteler
hazirlikladiklar1 yazili ve dijital materyalleri de yabancilara Tiirkge
ogrenimine sunmaktadir. Gliniimiizde hazirlanan tiim yazili materyallere
karekodlar araciligr ile dijital materyallerin de ayrica eklendigi
bilinmektedir. Hazirlanan calisma kitaplarina dinleme parcalar1 dijital
olarak entegre edilmektedir.

Alanyazin taramas: yapildiginda Tiirkge egitimi alaminda dijital
materyallerle ve teknolojiyle ilgili bir¢ok ¢alismanin oldugu (Altunbay ve
Bigakgi, 2018; Avcr ve Coskun, 2021; Avc ve Okan, 2021; Cigerci, 2016;
Eroglu, 2020; Elkiran ve Beler, 2021; Ertem, 2016; Eskimen ve Erdogdu,
2021; Goger ve Giirsoy, 2022; Karakus ve Er, 2021; Fidan, Sariaslan ve
Yilmaz, 2022; Geggel ve Erdemir, 2021; Geggel ve Kana, 2020; Geggel, Kana,
Durak ve Merig, 2020; Geggel, Kana ve Eren, 2020; Geggel ve Taskin, 2021;
Kana ve Kiler, 2021; Kana ve Mete, 2021; Kana ve Oskay, 2021; Kana ve
Senol, 2021; Kirci, 2022; Kolcu ve Balci, 2021; Kurudayioglu ve Bal, 2014;
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Maden ve Onal, 2022; érge Yasar, 2017; C)zbay ve Ozdemir, 2014; Ozdemir,
2017; Ozdemir, 2021; Ozerbag, ve Oztiirk, 2017; Tiryaki ve Karakus, 2019;
Ustabulut, 2021; Ustabulut ve Kana, 2021; Yildiz, 2020; Yaman, Demirtas ve
Aydemir, 2013; Yilmaz, Usti'mdag, Glines ve Caliskan, 2017); yabanc dil
olarak Tiirkge Ogretiminde dijitalle ilgili ¢alismalar olmasma ragmen
yabanct dil olarak Tiirkce Ogrenenlerin dijital materyallerle ilgili
gortislerinin yer aldig1 bir calismanin olmadig1 goriilmektedir (Aydin, 2019;
Aytan ve Ayhan, 2018; Bas ve Yildirim, 2018; Birinci, 2020; Biiytiikaslan,
2007; Eroglu, 2022; Goker ve Ince, 2019; Karalok, 2020; Sozer, Ozdamar, ve
Pilanci, 2020; Tiryaki ve Zini, 2022; Tiirkben ve Alptekin, 2022; Yal¢in, 2022;
Yilmaz ve Babacan, 2015). Bu c¢alismayla yabanci dil olarak Tiirkge
ogrenicilerinin dijital materyaller yardimiyla Tiirkce 6grenmeye yonelik
gortsleri tespit edilebilecektir. Bu arastirmanin amaci Tiirkceyi yabanci dil
olarak Ogrenen bireylerin Tiirkce oOgrenimlerinde kullandiklar1 dijital
materyallere yonelik goriislerini tespit etmektir. Arastirmada asagidaki alt
problemlere iliskin sorulara cevap aranmustir:

* Yabana dil olarak Tiirkge 6grenen bireylerin bilisim ve teknoloji
kavramlariyla ilgili goriisleri nelerdir?

e Yabana dil olarak Tiirkce Ogrenen bireyler Tiirkge Ogrenme
siirecinde Ogreticiyle ve Tiirkce 6grenen diger arkadaslariyla iletisim
kurmak i¢in hangi dijital materyalleri kullanmaktadirlar?

e Yabana dil olarak Tiirkgce Ogrenen bireylerin Tiirkge 6grenirken
kullandiklar1 dijital materyaller basarilarini nasil etkilemektedir?

e Yabanca dil olarak Tiirk¢e Ogrenen bireylerin dijital materyal
uygulamalar1 hakkindaki diisiinceleri nelerdir?

YONTEM
Arastirmanin Deseni

Arastirmada yabanci dil olarak Tiirk¢e 6grenenlerin dijital materyallerle
Tiirkce Ogrenmeye yonelik goriislerinin incelenmesi amaciyla nitel
arastirma desenlerinden durum c¢alismasi deseni kullanilmistir. Durum
deseni, aragtirmacinin belirli bir durumu (olayi, grup veya bireyi)
derinlemesine ve kapsaml bir sekilde incelemesini amaglar. Bu yontemde,
aragtirmaci, olaymn i¢ ylizlinii anlamak icin kapsamli veri toplama stiregleri
kullanir ve genellikle birkag veri kaynagini birlestirerek derinlemesine bir
analiz yapar (Yildirirm ve $Simsek, 2021). Arastirmacilar, durum deseni
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yontemini kullanarak gesitli sosyal, kiiltiirel, egitimsel ve organizasyonel
sorunlar1 ve durumlari inceleyebilirler. Bu yontem, ozellikle insan
davranisy, sosyal iligkiler ve deneyimler hakkinda daha derinlemesine bir
anlayis elde etmek istendiginde faydali olabilir (Biiytikoztiirk, Kilig
Cakmak, Akgiin, Karadeniz, Demirel, 2021).

Calisma Grubu

Arastirmanin ¢alisma grubunu ise Tiirkiye’de Milli Egitim Bakanligina
(MEB) ya da Yiiksek Ogretim Kuruluna (YOK) bagl okul ya da kurumlarda
yabanci dil olarak Tiirkce d6grenen 20 kisi olusturmaktadir. Orneklemi
olusturan yabanci dil olarak Tiirk¢e Ogrenenlere ait tanimlayic1 bilgiler

sOyledir:

Tablo 1

Katilimcilarin demografik 6zellikleri

Cors .., Tiirkcge
Katilimec1  Cinsiyeti  Yas1 Egitim Uyrugu Turkiye .(?le Kursuna
Durumu Kaldig: Stire
Katilma
K1 Kadn 21  Lisans2.smuf oo 31l Evet
Hersek
K2 Erkek 20  Lisans 2. smif Moldova 2Yil 6 Ay Evet
K3 Erkek 21  Lisans 2. smif Urdiin 2y1l Evet
K4 Erkek 23 Lisans 2. smif Somali 2y1l Evet
K5 Erkek 21  Lisans 2. siuf Giircistan 3Yil3 Ay Evet
K6 Erkek 20  Lisans2.smuf  Azerbaycan 4Y1l Evet
K7 Erkek 19  Lisans2.smuf  Azerbaycan 3Yil Evet
K8 Erkek 20  Lisans2.smif  Azerbaycan 41l Evet
K9 Erkek 19  Lisans2.smif  Azerbaycan 3Yil Evet
K10  Kadm 22 Lisans2.smf 0o 3Yil Evet
Hersek

K11 Kadin 22 Lisans 2. smif Senegal 2Yil 6 Ay Evet
K12 Erkek 20  Lisans2.smif  Azerbaycan 3Yil Evet
K13 Erkek 21  Lisans2.smif  Macaristan 2Yil 6 Ay Evet
K14 Erkek 17 Lise 11. Smf Afganistan 41l Hayir
K15 Erkek 15 Lise 11. Smnuf Irak 6 Y1l Hayir
K16 Kadmn 15 Lise 11.smif Filistin 3Yil Evet
K17 Erkek 15 Lise 9. Smuf Irak 7 Y1l Hayir
K18 Kadin 33  Yiiksek Lisans Fransa 3Yil Hayir
K19 Erkek 18 Lise 12. Smuf Irak 6 Y1l Hayir
K20 Kadin 22 Lisans 4. smif Japonya 4 Ay Evet
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Tablo 1 incelendiginde calismaya katilan goniilliilerden 6 tanesinin kadin,
17 tanesinin erkek oldugu goriilmektedir. Calismaya katilan Tiirkgeyi
yabanc dil olarak ogrenenlerin 1’inin yiiksek lisans mezunu, 14'{iniin
tiniversite Ogrencisi ve 5’inin lise Ogrencisi oldugu goriilmektedir.
Katilmcilarin 5’i Azerbaycan, 3'ii Irak, 2’si Bosna Hersek, 1'i Japonya, 1'i
tanesi Fransa, 1 tanesi Macaristan, 1 tanesi Urdiin, 1 tanesi Senegal, 1 tanesi
Somali, 1'i Giircistan, 1’i Afganistan, 1'i Filistin ve 1'inin de Moldova’dan
tilkemize geldigi anlasilmaktadir. Bu katilimcilar {ilkemizde 4 ayla 6 yil
arasinda bulunmus ya da halen bulunmaktadir. Tiirkgeyi yabanci dil olarak
bir kurstan 6grenen katilimcr sayisinin ise 15 oldugu tespit edilmistir.

Veri Toplama Araglar1

Veri toplamak amaciyla hazirlanan goriisme sorular1 “Avrupa Birligi —
DigCompEdu  Dijital = Yeterlik  Cercevesi’nden yola  ckilarak
olusturulmugtur.  Avrupa  Birligi-DigCompEdu  Dijjital =~ Yeterlik
Cergevesinde egitimciler i¢in alt1 farkli alanda 22 yeterlik belirlenmistir. Bu
yeterlilikler g6z Oniine almmarak arastirma igin 25 soruluk yari-
yapilandirimis goriisme formu hazirlanmistir. Goriisme formu igin pilot
uygulamalar yapilmis, pilot uygulamalar sonucunda sorulara ekleme ve
¢ikartmalar yapilarak alan uzmanlariyla paylasilmis geri bildirimler
neticesinde son halini almistir. Gorlisme sorulart hazirlanirken ve
goriismeler gerceklestirilirken etik ilkelere uyulmustur. Katihmcilarin
arastirma icin gerekmeyen Kkisisel bilgileri ve demografik ozellikleri
goriisme sorularia dahil edilmemistir.

Veri Analizi ve Yorumlanmasi

Nitel arastirmada arastirmaci arastirmanin her asamasinda bulunarak
calismada aktif bir rol almaktadir. Bu agidan bakildiginda arastirmacinin
verilerin analizinde de biiyiik 6neme sahip oldugu goriiliir. Arastirmacinin
calismasi i¢in hazirladig1 gortisme sorular: ve katilimeilarin yanitlarindan
olusturdugu kodlar analizi ve cevaplarin yorumlarini belirler (Celik, Baser,
Baykal ve Kili¢ Memur, 2020). Bu arastirmanin nitel verileri tiimevarimci
betimsel analizle ortaya ¢ikarilmistir. Betimsel analizde ¢alismanin veri
toplama asamasinda elde edilen goriisme cevaplar: okuyucuya dogrudan
sunulur. Katilimcilarin goriisme sorularina verdigi cevaplarla beraber bu
cevaplardan olusan kodlar ve temalar da ¢alismaya eklenebilir (Giinbayz,
2019).
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Gegerlilik ve Giivenirlik

Bilimsel arastirmalarin gegerligi ve giivenirligi en 6nemli inandiricilik
olctitiidiir. Nicel arastirmalarda arastirmalarin veri toplama araglar1 ve
desenleri gecerlilik ve giivenirligi test edebilirken nitel aragtirmalarda bu
miimkiin degildir (Yildirim ve Simsek, 2021). Nitel arastirmanin gegerlilik
ve giivenirlikte orneklemin makul biiyiikliikte olmasi inandiriciliginin
kanitlanabilmesini ve arastirmanin kalitesini artiracaktir (Baskale, 2016).

Bu calisma kapsaminda aragstirmanin gecerlik ve gilivenirligini saglamak
adina veri toplama araglari uzman kisilerin goriisleri dogrultusunda
diizenlenmistir. Calisma verileri toplanmadan 6nce farkli yabanci uyruklu
Tiirkge Ogrenen gruplar {iizerinde pilot olarak uygulanmis ve B2
seviyesinde Tiirkce Ogrenenlerin goriisme sorularina verdigi yanitlarin
arastirma agisindan daha agiklayict oldugu tespit edilmistir. Arastirmanin
verileri birbirinden bagimsiz iki kodlayici tarafindan analiz edilmistir. Tki
arastirmaci arastirma verilerinden elde edilen kod ve temalar
karsilsatirarak ortak bir noktada bulusmuslardir. Arastirmada verilerinin
analizi yoluyla gerceklestirilen kodlar ve temalar alan uzmanlarinin
goriislerine sunularak son hali verilmistir. Son olarak elde edilen kodlar
katilmcilarin sayilariyla frekanslara dontistiirtilmiistiir.

BULGULAR

Bu boliimde aragtirmanin alt problemleri dogrultusunda elde edilen
bulgulara yer verilmistir.

Bilisim Teknoloji Hakkindaki Bilgileri ve Bu Konudaki Yeterlikleri

Tablo 2
Bilisim teknoloji hakkindaki bilgileri ve bu konuda kendilerini ne kadar
yeterli gordiikleri

Kod

Yeterince biliyorum.

Cok yeterli degilim.

Bilisim teknolojilerini 6grenmeye calistyorum.

Biligimin tanimini biliyorum. Kendime yetecek kadar da bu konuya hakimim.

N & & b o™

Bilisim teknolojilerinden bazi programlar: 6grenmeye calistyorum.
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Bilisim teknolojilerinin 6nemini biliyorum ama bu konuda kendimi yetersiz
goriyorum.

Tablo 2 incelendiginde calismaya katilan yabanci dil olarak Tiirkge
ogrenenler bilisim teknolojileri hakkinda yeterince bilgiye sahip olduklarini
(=9), bu konuda yeterince bilgi sahibi olmadiklarimi (f=4), bilisim
teknolojilerini 6grenmeye calistiklarin1 (f=4), bilisim teknolojilerini
kullanmay1 bildiklerini ve 6zel programlar 6grenmeye calistiklarmni (f= 2),
bu konunun 6nemini bilmekle birlikte kendilerini bu konuda yetersiz
gordiiklerini (f=2) belirtmislerdir.

“Yeterince biliyorum.” (K1 kodlu katilimci)
“Phyton dgreniyorum.” (K2 kodlu katilimcr)
“Cok yeterli degilim.” (K3 kodlu katilimc)

“Bir bilgi olusturmak ve korumak icin kullanabilecegimiz aletler ve cihazlar
olarak biliyorum. Bence az ¢ok.” (K 4 kodlu katilimcr)

“Yeni teknoloji insanlarin herhangi bir islerin kolaylastirmas: saglyor.
Tletisim dahil.” (K5 kodlu katilimer)

“Telefon bilgisayar gibi teknolojik alatlerdir. %70 oraminda yeretli
bulmaktayim kendimi”. (K7 kodlu katilimcr)

“Bilisim teknolojileri bilginin toplanmasinda islenmesinde depolanmasinda
kullanila iletisim wve bilgisayarlar dahil biitiin teknolojileri kapsayan
teknolojilerdir”. (K11 kodlu katilimcr)

“Bilisim teknolojileri hakkinda asina degilim. Baska bir boliimde okudugum
icin kendimi bu konuda yetersiz goriiyorum.” (K13 kodlu katilimer)

“Bilisim teknolojileri hakkinda o dersi almadan once bir siirii merak
diisiincem vardir ve Bayadir o boliimii okuyabilmek icin Bilgisayar arasinda
Bircok Egitici Videolar izliyerek Kendimi Uzman Yapmaya ¢alistim.” (K17
kodlu katilimcr)

“Onlarla biiyiidiigiim diye, cok iyi anliyorum ve iyi kullaniyorum.” (K18
kodlu katilimcr)

“Ben teknolojide cok iyi biliyorum + yazlim 6greniyorum.” (K19 kodlu
katilimcr)
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“Bilisim teknoloji hakkinda ozel bilgileri cok bilmiyorum. Temel bilgiler
biliyorum.” (K20 kodlu katilimcr)

Giinliik Hayatta Teknoloji Kullanarak Yaptiklar: isler
Tablo 3

Giinliik hayatta teknoloji kullanarak yaptiklari islerler ilgili gortisleri

Kod

Ders calismak igin

Tletisim icin

Odev yapmak icin

Bos vakit gegirmek

Kitap okumak igin

Tiirkge bilgimi ilerletmek icin
Alisveris yapmak igin

= = = 01 ON 00 o |

Tablo 3 incelendiginde arastirmaya katilanlarin giinliik hayatlarinda
teknolojiyi ders calismak (f=8), iletisim (f=8), odev yapmak (f=6), bos
vakitlerini degerlendirmek (f=5), e-kitap okumak (f=4), Tiirk¢e 6grenmek
(£=1) ve aligveris yapmak (f=1) icin kullandiklar: tespit edilmistir.

“Ders ¢alismaya, miizik dinleme, film izleme, sosyal medya” (K1 kodlu
katilimcr)

“Universite egitimim icin gerekli olan bazi konularda internet araciligiyla
bilgi sahibi oluyorum.”(K2 kodlu katilimcr)

“Bana zor gelen biitiin isleri teknoloji kullanarak yapmak isterim.Orn:
muhasebeci, pilotluk, 6gretmenlik” (K4 kodlu katilimci)

“Ders ¢alismak ve diger aktiviteler nerdeyse giiniin yarisim” (K7 kodlu
katilimcr)

“Ders ¢aligma, kisisel gelisim(arastirma vb.), bos zamanlarimi kisisel
bilgisayar vasitasiyla karsiliyorum” (K8 kodlu katilimcr)

“Ders calisma, film izleme, kitap okuma” (K10 kodlu katilimcr)

“Giinliik hayatta ders calismak, haberlesmek teknoloji kullaniyorum” (K11
kodlu katilimcr)

“Haber okuma , odev yapma” (K12 kodlu katilimcr)
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“Giinliik hayatta sadece ders calismak ve ailemle iletisim kurmak icin
teknoloji kullaniyorum.” (K13 kodlu katilimcr)

“Odevleri, spor yapinca, stnavlarda” (K16 kodlu katilimcr)

“Ders, proje, performans vb. gibi ddevlerim ve derslerim i¢in kullaniyorum”
(K 17 kodlu katilimci)

“Her sey wyapabilirim. Hicdeftler kullanmadan her sey dijital olarak
kaydediyorum  (istedigimkalmali ~ bilgi).  Bilgisayarda  calisiyorum.
Butunihtiyaglarim igin uygulamalari bulurum.” (K18 kodlu katilimc)

“Kitap okumak video izlemek” (K19 kodlu katilimci)

“Tiirkce kelime arastirirken internette bakiyorum Tiirkce video yayilirken
video diizeltmek i¢cin uygulama kullaniyorum ve instagrama veya youtubeye
attyorum. Stajda metin yazarken ve metin girketin sitesinde yayilirken” (K20
kodlu katilimcr)

Medya Okuryazarligi Hakkinda Bilgileri ve Bu Bilgiyi Edinme Siirecleri

Tablo 4

Medya Okuryazarligi Hakkinda Bilgileri ve Bu Bilgiyi Nasil Edindikleri
Kod f
Medya okuryazarligini kendimce tanimlayabilirim. 11
Medya okuryazarligi hakkinda bilgim yok. 4

Medya okuryazarligi kavramini internetten duydum. 1
Egitim siireci i¢in ¢cok dnemlidir. 1

Tablo 4 incelendiginde arastirmaya katilanlarin medya okuryazarlig:
hakkinda bazi1 katihlmcilarin kendilerince bir tamimlama yapabildikleri
(f=11), baz1 katihmcilarin ise bu kavram hakkinda bilgilerinin olmadig: (f=4)
tespit edilmistir. Ayrica bazi katilimcilar medya okuryazarlifi terimini
internette duydugunu dile getirirken, baz1 katilimcilar ise medya
okuryazarliginin egitim siireci i¢in ¢gok 6nemli oldugunu dile getirmektedir.

“Giinliik dilde radyo, televizyon, gazete, dergi, gibi elektronik veya yazili
basin organlarina erigsmek, kritik bir sekilde okumak, yargilamak, yaratmak
icin kullanilan bir terimdir.” (K1 kodlu katilimci)

“Radyo, gazete, dergi, elektronik dergileri gibi kritik bir sekilde okumak,
yargilamaktir. Genelde bu konudaki bilgileri elektronik medyadan (twitter
gibi) alryorum.” (K2 kodlu katilimcr)
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“Cevap olarak bu okur yazarlik internette karsilastigin haberleri okuyup
anlama becerisi Tiirkce ama dilim ile aymi dil ailesi olmasi sebebiyle tarafimca
ogrenilmek asamasinda sikintr yaratmadi.” (K8 kodlu katilimcr)

“Twitter, instagram ve diger biiyiik platformlarda giinliik hayatta
gordiigiimiiz gibi paylagim veya bilgi edinmektir.” (K 9 kodlu katilimcr)

“Radyo, tv. Gazete, dergi kritik sekilde okumak, yargilamak icin kullanilan
terimdir.” (K 10 kodlu katilimcr)

“Medya okuryazarlig radyo, televizyon gibi elektronik veya yazili basin
organlarina erismek, kritik bir sekilde okumak yaratmak icin kullamilir.” (K11
kodlu katilimcr)

“Medya okuryazarligr giinliik hayatta sosyal medya kullanirken okuyup
yazmaktir.” (K12 kodlu katilimcr)

“Medya okuryazarli§1 benim igin vatandaglarin somut etilere sahip bilgilere
erisme, bunlar1 analiz etme ve iiretme yetenegidir.” (K13 kodlu katilimcr)

“Medyadan aldigim bilgileri degerlendirme becerisidir. Yani sadece
medyadan bilgi almaktan ziyade, kendin diisiiniip nasil bilgi oldugunu
anlama becerisidir. Nereden edindigimi hatirlamiyorum ama sanirim
internetten bu kavram karigma ¢ikt.” (K20 kodlu katilimci)

Tiirkce Ogrendikleri Kurumdan Gérdiikleri Teknolojik Destekler ve Bu
Alandaki Beklentileri

Tablo 5
Tirkce ogrendikleri kurumdan gordiikleri teknolojik destekler ve bu
alandaki beklentileri

Kod f
Kurum Tiirkge dersleri i¢in internet, bilgisayar, akilli tahta gibi teknolojik destek

sagliyor.

Tiirkge 6grendigim kurumdan teknolojik destek gormedim.

Kurum disinda internetten iicretsiz Tiirkge 6grenme imkani ¢ok kisitl.

Online olarak Tiirk arkadaglar ile tanismak icin firsat varsa daha giivenli bir sekilde
arkadas olabilir ve daha eglenceli Tiirkge gelistirebilir.

Kurumun teknik alt yapisi yetersizdi. 1

N N \O

Tablo 5 incelendiginde arastirmaya katilan katiimcilarin Tiirkge
ogrendikleri kurumdan teknolojik anlamda internet, bilgisayar, akilli tahta
(£=9) destegi disinda yeterli teknolojik imkani gormedikleri (f=2) imkanlarin
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kisitli oldugu (f=2) ve teknik alt yapinin yetersiz oldugu (f=1) ve online
calismalarla Tirk arkadaslarla giivenli ortamlarda goriisme imkam
saglanmasini (f=1) bekledikleri goriilmiistiir.

“Internette buldugumuz bilgiler ¢ok faydali” (K22 kodlu katilimcr)

“Tiirkge 6§renmek icin pek teknolojik destek saglanmuyor. Internette iicretsiz
Tiirkge 53renme siteler ya da kurslari cok az ve gelismis degildir. (Ingilizce
ogrenmek icin miliyonlarcaopsyon vardir.)”(K2 kodlu katilimcr)

“Askeri okulda okudugum icin egitim sadece kitaptan veya 0gretmenden
aldim. Oldugu zamanlarda telefonda kullandim.” (K5 kodlu katilimcr)

“Bilgisayardan, internet kullamilarlali ders calisma ¢ok onemlidir.
Internetteki bilgileri kullamlardayararlyoruz.” (K10 kodlu katilimct)

“Hicbir sey beklemem ciinkii gereken her sey var diye diisiiniiyorum.” (K17

kodlu katilimcr)
“Ogretmen onun bilgisayar ila geliyordu. Halk
egitimdenretroprojektorkullandik. 1yi bir hoparlor bana eksik geldi.” (K18
kodlu katilimcr)

“Teknoloji hakkinda cok destek vermisler” (K19 kodlu katilimer)

“Japonya’da uzaktan Tiirkiye'deki Tiirkce ders katliyordum. O zaman zoom
kullandik. Tiirk arkadagslar ile tanismak icin firsat varsa daha giivenli bir
sekilde arkadas olabilir ve daha eSlenceli Tiirkce gelistirebilir.” (K20 kodlu
katilimci)

Tiirkce Ogrenme Siirecinde Ogreticileriyle ve Tiirkce Ogrenen Diger
Arkadaslariyla fletisim i¢in Kullandiklar1 Dijital Materyaller

Tablo 6
Tiirkge Ogrenme siirecinde Ogreticileriyle ve Tiirkge Ogrenen diger
arkadaslariyla iletisim i¢in hangi dijital materyalleri kullandiklar1 hakkinda

Kod f
Telefon tizerinden iletisim kurdum.

Bilgisayar iizerinden (internetle) iletisim kurdum.
Sosyal medya {izerinden iletisim kurdum.

Parmak isaretleriyle iletisim kurdum.

Google translate sayesinde iletisim kurdum.
Uygulama sozlii discord kullanarak iletisim kurdum.
Hello talk ile iletisim kurdum.

== NN RN
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Tablo 6 incelendiginde arastirmaya katilan katihmcilarin Tiirkge 6grenme
siirecinde Ogreticileri ve arkadaslariyla telefonla iletisim kurarak (f=8),
bilgisayar iizerinde (f=7), sosyal medya tizerinden (f=4), Google translate
sayesinde iletisim kurabildikleri (f=2), dijital sozliik (f=1) ve hello talk ile
iletisime gegctikleri (f=1) goriilmektedir. Baz1 katihmcilarin ise Tiirkge
ogrenme siirecinde Ogreticileriyle ve arkadaslariyla iletisime gecebilmek
i¢in dijital materyal kullanmadiklari (f=2) tespit edilmistir.

“Parmaklar isaret icin kullaniyordum ve bazende” (K4 kodlu katilimcr)
“Sadece telefon ve bilgisayar ( sosyal media dahil)” (K5 kodlu katilimcr)

“Konugarak, yeni arkadaglar edinerek veya dijital materyaller (Internetden)”
(K6 kodlu katilimct)

“Konugarak iletisim kurabilece§imiz, yeni arkadaslar edine bilecegimiz tiim
dijital materyaller” (K7 kodlu katilimcr)

“Tiirkce 6grenen arkadaslarimla iiletisim icin Ingilizceyi ve ceviri
uygulamalarini kullaniyyordum” (K12 kodlu katilimcr)

“Isaret dili ve cevirisi” (K14 kodlu katilimcr)

“Genellikle az ama sik kullandi§im uygulama sozlii discord kullaniyorum
ama egitim yiiziinden dijital olarak arkasimla goriismiiyorum.” (K 17 kodlu
katilimci)

“Telefon ile WhatsApp.” (K18 kodlu katilimcr)

“Japonya’da uzaktan Tiirkiye'deki Tiirkce ders katliyordum. O zaman zoom
kullandik. Ve metin da PDF olarak aldim. Tiirk arkadaslar ile tanismak icin
Hello talk kullaniyordum.” (K20 kodlu katilimc)

Ogretim Ortami Disinda Tiirkce Ogrenmek Icin Dijital Materyal
Uygulamalarini Kullanilirken Yasadiklar1 Kaygilar

Tablo 7
Ogretim ortami1 disinda Tiirkce 6grenmek icin dijital materyal

uygulamalarini kullanilirken yasadiklar: kaygilar
Kod
Online uygulamalarla Tiirkce 6grenirken kaygi duymam.

Kaygilarim olsa da Tiirkge 6grenmek icin bu uygulamalar: kullanirim.
Ogretim ortamimda telefon yasak.

—= W o™
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Dijital materyallerin faydasinin daha fazla oldugunu diisiiniiyorum. 1

Tablo 7 incelendiginde arastirmaya katilanlardan biiyiik ¢ogunlugunun
Tiirkge 6grenim ortamlar1 disinda online ortamlarda Tiirkce 6grenirken
kaygi duymadiklari (f=9), kaygt duysalar bile Tiirkce 6grenmek igin pek ¢ok
uygulama kullandiklar1 (f=3), bir kismi ise 6grenim ortami disinda dijital
materyallerin faydasi olmadigin diisiindiikleri (f=1) tespit edilmistir.

“Telefon yasak” (K3 kodlu katilimcz)
“Somaliler kaygilanmaz.” (K4 kodlu katilimcr)

“Telefondaki bir uygulama yanhs hatirlamiyorsam duolingo kullaniyorum.
Ayrica terciime etmen ve kelimeler 6grenmek icin farkli siteler kullandim.”
(K5 kodlu katilimcr)

“Google, youtube” (K11 kodlu katilimcr)

“Dijital materyel uygulamalarin dil ogrenmede cok yardimct oldugunu
diisiiniiyorum.” (K12 kodlu katilimci)

“Soyle bir soziim vardr "Ben bunu dili 6grenece§im” dedim ve bu dili
ogrenme siirecinde Farkli Diller gelistirdim” (K17 kodlu katilimcr)

“Biri kotii bir amac ile onlarikullansin.” (K18 kodlu katilimci)

“Bazen kotii insan ile karisabiliyor. Ama dil 6grenmek icin anadil olarak
konusan kisi ile tanmismak cok onemli oldugu icin dikkat ederek ayni amact
sahip olan kisi bulmak gerekiyor.” (K20 kodlu katilimci)

Tiirkce Ogrenirken Kullanilan Dijital Materyallerin Basariya Etkisi

Tablo 8
Tiirkge Ogrenirken kullanilan dijital materyallerin bagsariya etkisi
hakkindaki goriisleri
Kod f
Kullandigim dijital materyaller Tiirkceyi daha hizli1 6grenmemi saglada. 12
Kullandigim dijital materyallerin Tiirkgeyi 6grenmemde ¢ok etkisi oldugunu 3
diistinmiiyorum.
Dijital materyal etkili ama kitap okumanin etkisi cok daha fazla 1

Tablo 8 incelendiginde bazi1 katihmcilarin Tiirkge 6grenirken kullanilan
dijital materyallerin Tiirk¢eyi Ogrenmeyi hizlandirdigini (f=12), bazi
katilicilar ise dijital materyallerin Tiirkceyi 6grenmeyi cok etkilemedigini
(£=3) diisiindiigii tespit edilmistir. Baz1 katilimcilar ise dijital materyallerin
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etkili oldugunu ama kitap okumanin Tiirk¢e Ogreniminde daha etkili

oldugunu (f=1) distindiigii tespit edilmistir.

“Cok biiyiik bir fayda gordiim. Daha hizli 6grendim.” (K1 kodlu katilimer)

“Yabanci insanlara konustugumda veya dilde birbirlerimize yardim
ettigimizde farkli uygulamalarda ¢ok etkiledi.” (K5 kodlu katilimcr)
“Cocunluntan ¢izgi film izemem sayesinde Tiirkcem iyi seviyedeydi burada
ise iletisim vuraran dahada gelistirdim.” (K6 kodlu katilimcr)

“Dijital materyaller 6grenciye ¢cok yardim edebilir, ama kitab okuma daha ¢ok
etkili oldugunu diisiiniiyoriim.” (K13 kodlu katilimcr)

“Cok etkiledi. Dijital materyal olmasa buraya kadar gelemezdim, her seyi
terciime ettigim icin cok etkiledi.” (K16 kodlu katilimc)

“Bence bir par¢a oluyor evet. Ama sadece ondan degil.” (K18 kodlu
katilimcr)

“Sark: dinlerken altyazi Okuyorum ya da film izlerken ayni sey” (K19 kodlu
katilimci)

Tiirkce Ogrenirken Kullandiklar1 Dijital Materyaller

Tablo 9
Tiirkce 6grenirken kullandiklar: dijital materyaller ve uygulamalar

Kod

f

Televizyon (film, dizi ve ¢izgi film izlemek) 10
Bilgisayar (youtube, Google, Netflix, Dizipal 7
Duolingo

Akilli Tahta

Learnturish

Tandem

EBA

Pdf drive
Hellotalk
Uygulama kullanmak yerine kitap okudum

3
2
2
Busuu 2
1
1
1
1
1

Tablo 9 incelendiginde aragtirmaya katilan Tiirkge 6grenicilerinin farkl

uygulamalar ve dijital materyaller yardimiyla Tiirkge Ogrendikleri
(televizyon f=10, bilgisayar f=7, duolingo =3, akilli tahta f=2, learnturkish
{=2, busuu f=2, tandem f=1, eba f=1, pdf drivef=1, hello talk f=1) tespit
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edilmistir. Arastirmaya katilan bazi katihmcilar ise dijital materyaller
yerine Tiirkce 6grenimindekitap okumay1 (f=1) tercih etmektedirler.

“Film ve dizi izlemek i¢in Netfilx uygulamasini kullaniyorum. Netfilx aylik
iicreti olan farkli teklifler sunarak para verip en giincel film, belgesel, ¢izgi
film izleyebileceginiz platformdur.” (K6 kodlu katilimci)

“Film ve dizi izlemek i¢in dizipal, netflix gibi, uygulamalar: kullandim.” (K7
kodlu katilimcr)

“Televizyon dizi (Arka  Sokaklar) Cizgi filmler (yumurcak tv,
Cartoonetwork)” (K8 kodlu katilimcr)

“Bilgisayar kullandim. Bilmedigim seyler Google ya da youtube’'den
bilmedigim seyler 6grendim.” (K11 kodlu katilimcr)

“Duolingo, Busu, Tandem, (digerleri unuttum). Bi de whatsapp ta insanlarla
¢ok konustum” (K18 kodlu katilimcr)

“Japonya’da uzaktan Tiirkiye'deki Tiirkce ders katliyordum ve bu PDF olarak
aldim. Uzaktan olursa da kitap bakalak Tiirkce ders yapabiliyordu. Hem para
hem — de  zaman  harcamadim.  *https://www.pdfdrive.com/yeni-
h%C4% B0t% C4%B0t-1-yabanc% C4%B1lar-%C4%B0%C3%A7in-
t%C3%BCrk%C3% A7e-ders-kitab% C4%B1-with-audio-e163544543.html
*hitps:/[www.busuu.com/ja Bu da ise yaradi. Tiirkce ogrenmek icin bir
aliskan kazandim. https://ja.duolingo.com/ Biraz denedim ama zaten cogu
ogrendigim bilgi oldugu icin cok kullanmadim.
*https://apps.apple.com/jplapp/hellotalk % E3 %83 %8F %o E3%83 % AD%E3
%83%BC%E3%83%88%E3%83%BC%E3%82 % AF-
%E8%8B%B1%E8%AA%IEY%EI%IF%93%E5%9IBY%BD%ESEY% AA%I
E-
%E9%81%B8%E3%81%B9%E3%82%8B%E5 % AD%A6%E7 % BF %92
%E8%A8%80%E8%AA%IE/id557130558. lyi ve ciddi bir sekilde dil
ogrenen insanlar ile tamsti§im icin ¢ok ise yaradi. Tiirkce konusmaktan
korkmamaya bagladim. Ve giinliik hayatta kullanilan ifadeleri cok 6grendim.”
(K20 kodlu katilimct)

International Journal of Language and Education Research
Volume 5/Issue 2, August 2023


https://www.pdfdrive.com/yeni-h%C4%B0t%C4%B0t-1-yabanc%C4%B1lar-%C4%B0%C3%A7in-t%C3%BCrk%C3%A7e-ders-kitab%C4%B1-with-audio-e163544543.html
https://www.pdfdrive.com/yeni-h%C4%B0t%C4%B0t-1-yabanc%C4%B1lar-%C4%B0%C3%A7in-t%C3%BCrk%C3%A7e-ders-kitab%C4%B1-with-audio-e163544543.html
https://www.pdfdrive.com/yeni-h%C4%B0t%C4%B0t-1-yabanc%C4%B1lar-%C4%B0%C3%A7in-t%C3%BCrk%C3%A7e-ders-kitab%C4%B1-with-audio-e163544543.html
https://www.busuu.com/ja
https://ja.duolingo.com/
https://apps.apple.com/jp/app/hellotalk%E3%83%8F%E3%83%AD%E3%83%BC%E3%83%88%E3%83%BC%E3%82%AF-%E8%8B%B1%E8%AA%9E%E9%9F%93%E5%9B%BD%E8%AA%9E-%E9%81%B8%E3%81%B9%E3%82%8B%E5%AD%A6%E7%BF%92%E8%A8%80%E8%AA%9E/id557130558
https://apps.apple.com/jp/app/hellotalk%E3%83%8F%E3%83%AD%E3%83%BC%E3%83%88%E3%83%BC%E3%82%AF-%E8%8B%B1%E8%AA%9E%E9%9F%93%E5%9B%BD%E8%AA%9E-%E9%81%B8%E3%81%B9%E3%82%8B%E5%AD%A6%E7%BF%92%E8%A8%80%E8%AA%9E/id557130558
https://apps.apple.com/jp/app/hellotalk%E3%83%8F%E3%83%AD%E3%83%BC%E3%83%88%E3%83%BC%E3%82%AF-%E8%8B%B1%E8%AA%9E%E9%9F%93%E5%9B%BD%E8%AA%9E-%E9%81%B8%E3%81%B9%E3%82%8B%E5%AD%A6%E7%BF%92%E8%A8%80%E8%AA%9E/id557130558
https://apps.apple.com/jp/app/hellotalk%E3%83%8F%E3%83%AD%E3%83%BC%E3%83%88%E3%83%BC%E3%82%AF-%E8%8B%B1%E8%AA%9E%E9%9F%93%E5%9B%BD%E8%AA%9E-%E9%81%B8%E3%81%B9%E3%82%8B%E5%AD%A6%E7%BF%92%E8%A8%80%E8%AA%9E/id557130558
https://apps.apple.com/jp/app/hellotalk%E3%83%8F%E3%83%AD%E3%83%BC%E3%83%88%E3%83%BC%E3%82%AF-%E8%8B%B1%E8%AA%9E%E9%9F%93%E5%9B%BD%E8%AA%9E-%E9%81%B8%E3%81%B9%E3%82%8B%E5%AD%A6%E7%BF%92%E8%A8%80%E8%AA%9E/id557130558
https://apps.apple.com/jp/app/hellotalk%E3%83%8F%E3%83%AD%E3%83%BC%E3%83%88%E3%83%BC%E3%82%AF-%E8%8B%B1%E8%AA%9E%E9%9F%93%E5%9B%BD%E8%AA%9E-%E9%81%B8%E3%81%B9%E3%82%8B%E5%AD%A6%E7%BF%92%E8%A8%80%E8%AA%9E/id557130558

Giilden FENERCI & Fatih KANA

Tiirkce Ogrenirken Kullanilan Dijital Materyallerin Derse Olan lgiyi ve
Calisma Siiresini Etkilemesi

Tablo 10
Tiirkge Ogrenirken kullanilan dijital materyallerin derse olan ilgiyi ve
calisma stiresini etkilemesiyle ilgili goriigleri
Kod
Derste anlamadiklarimi dijital materyaller yardimiyla 6grendim.
Tiirkgemi gelistirdi.
Dijital materyaller yazili materyallerden fazla olunca olumsuz etkiliyor.
Herhangi bir etkisi olmadi.

= W U1 |~

Tablo 10 incelendiginde arastirmaya katilan Tiirkce 6grenicilerinin Tiirkce
ogrenirken kullanilan dijital materyallerin yardimiyla 6grendikleri (f=8),
dijital materyallerin Tiirkgelerini gelistirdigi (f=5), dijital materyallerin
herhangi bir etkisi olmadig1 (f=1), dijital materyaller fazla olunca ise
olumsuz etkilendikleri (f=3) tespit edilmistir.

“Derste anlamadiklarimy dijital materyallerden yardim alarak 6grendim.”
(K1 kodlu katilimcr)

“Cok kullanmadigim icin bilmiyorum.” (K5 kodlu katilimcr)

“Tiirkgem gelistirdi” (K10 kodlu katilimcz)

“Olumlu olarak etkiledi. Dijital materyal kullanarak Tiirkce daha hizli
ogrendim.” (K 11kodlu katilimci)

“Iyi etkiledi ciinkii derslerimi hep internetten cikartarak Ggreniyorum.
Kitaptan her ciimleyi terciime ederek okuyorum, o yiizden ¢ok iyi oldu.” (K16
kodlu katilimcr)

“Aslinda bazen onlardan biktim. Bi an boyunca daha ok kitaplarda okudum,
sonra dijital ile...” (K18 kodlu katilimcr)

Tiirk¢e Ogrenim Siirecinde Dijital Materyallerin Etkisi

Tablo 11
Tiirkce Ogrenim stirecinizde dijital materyallerin etkisi hakkindaki

gorisleri
Kod f
Tiirkge 6grenim siirecimde dijital materyallerin faydali oldugunu diistiniiyorum. 12
Tiirkge 6grenim siirecinde dijital materyaller 6grenmemi kolaylastird. 3
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Tiirkge 6grenim siirecimde dijital materyalleri kullanmadim. 1

Tablo 11 incelendiginde arastirmaya katilanlarin biiytik bir kisminin Tiirkge
ogrenim siirecinde dijital materyallerden faydalandig: (f=12), bazilariin
Tirkce Ogrenim  siireclerini  dijital materyallerle Ogrenimlerini
kolaylastirdigini (f=3), bazilarminsa 6grenim siirecinde dijital materyalleri
kullanmadiklari (f=1) tespit edilmistir.

“Cat etkili olduklarim diisiiniiyorum.” (K4 kodlu katilimcr)

“Tiirkge 6§renim siirecimde ¢cok kullanmadim ama mesela Ingilizce 6grenim
stirecimde ¢ok etkili ve iyi oldugunu diisiiniiyorum.” (K5 kodlu katilimcr)

“Pozitif yonde etkili , kolay ve ulasilir olmas:” (K8 kodlu katilimci)

“Intiyacimiz  olan  kelimeleri daha fazla goriib, dil kapasitemizi
gelistirebiliriz.” (K9 kodlu katilimcr)

“Ne kadar Tiirkce anladigim, kag kelime 6grendigim ve nelerde hata yaptigim
konusunda mevcut durumu anlamama yardimci oluyor. Dijital ogrenme
materyalleri, Japonya’da bu dili 63reten az sayida kurum oldugu icin Tiirkce
ogrenmek isteyen kisilerin Tiirkce O0grenme firsatina sahip olmasin
kolaylastiriyor.” (K20 kodlu katilimc)

TARTISMA VE SONUC

Calismaya katilan yabanci dil olarak Tiirkce 6grenenler bilisim teknolojileri
hakkinda yeterince bilgiye sahip olduklarini belirtmislerdir. Katilimcilarin
gunliik hayatlarinda teknolojiyi; ders galismak, iletisim, 6dev yapmak, bos
vakitlerini degerlendirmek, e-kitap okumak, Tiirkce 6grenmek ve aligveris
yapmak i¢in kullandiklari tespit edilmistir. Adiyaman ve Adiyaman (2020)
calismalarinda BIT’in Tiirkgenin &gretilmesinde dort temel beceri igin de
kullanilabilecegini, BITin dogru kullaniminin eglenerek ogrenmeyi
sagladigini, BiT’in yanlis kullaniminin ise zaman kaybina ve yanhs
ogrenmelere neden olabilecegini belirterek Ogrenicilere etkin ve verimli
bilgi iletisim teknolojilerinin nasil kullanilacagmin ogretilmesi gerektigi
belirtilmistir.

Arastirmaya katilanlarin medya okuryazarligr hakkinda kendilerince bir
tanimlama yapabildikleri, bazi katihmcilarin ise bu kavram hakkinda
bilgilerinin olmadig1 tespit edilmistir. Ayrica bazi katihmcilar medya
okuryazarligi terimini internette duydugunu dile getirirken, baz1
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katimailar ise medya okuryazarhigimin egitim siireci icin ¢ok Onemli
oldugunu dile getirmektedir. Arastirmaya katilanlarn medya
okuryazarli$1 hakkinda kendilerince bir tanimlama yapabildikleri tespit
edilmistir. Ayrica bazi1 katilimcilar medya okuryazarlig: terimini internette
duydugunu dile getirirken, bazi1 katihmcilar ise medya okuryazarliinin
egitim siireci igin ¢ok 6nemli oldugunu dile getirmektedir. Tiirkiye Maarif
Vakf1 Yabanca Dil Olarak Tiirkce Ogretimi Programi’nda Dinleme/izleme
A1/A2 diizeylerinde; 21.ylizy1l okuryazarlik becerileri kapsaminda bilgi
okuryazarlig1 (17 kazanim), gorsel okuryazarlik (10 kazanim) ve medya
okuryazarhig1 (7 kazanim) becerilerine yer verildigi gortlmistiir. Gorsel
okuryazarlik ve medya okuryazarlig1 becerilerinin gelistirilmesi, yabanci
dil olarak Tiirkge 6gretimi agisindan biiytik bir gerekliliktir (Kilig, 2021, s.
180). Bu arastirmada yabanc dil olarak Tiirkge 6grenen 6grencilerin medya
okuryazarhigr ile ilgili goriigleri incelenmesine ragmen medya
okuryazarligiyla ilgili yabanci dil olarak Tiirkge 6grenen gortislerini iceren
teorik ve uygulamali arastirmalar yoktur.

Katilimailarin Tiirkge 6grendikleri kurumdan teknolojik anlamda internet,
bilgisayar, akilli tahta destegi disinda vyeterli teknolojik imkani
gormedikleri imkanlarin kisitli oldugu ve teknik alt yapinin yetersiz oldugu
ve online calismalarla Tiirk arkadaslarla giivenli ortamlarda goriisme
imkani saglanmasini bekledikleri goriilmiistiir. Oztiirk ve Uslu'nun (2019)
arastirmalarindaki bulgulardan biri yabanci dil olarak Tiirk¢e 6gretiminde
yenilik¢i  teknolojilerden  yeterince yararlanilamadigi  konusudur.
Calismada teknoloji kullaniminin yabanci dil olarak Tiirk¢e 0gretiminde
onemli bir yere sahip oldugu fakat 6grenicilerin teknoloji kullanima tizerine
bilgi ve beceri diizeylerinin esit seviyede olmadig1 ve bu sebeple teknoloji
kullanim diizeylerinin ilerletilmesi gerektigi belirtilmistir.

Arastirmaya katilan katilimcilarin Tiirkge 6grenme siirecinde 6greticileri ve
arkadaslariyla telefonla iletisim kurarak, bilgisayar ve sosyal medya
tizerinden, Google translate sayesinde iletisim kurabildikleri, dijital sozliik
ve hello talk ile iletisime gegtikleri goriilmektedir. Baz1 katilimcilarin ise
Tiirkge Ogrenme siirecinde Ogreticileriyle ve arkadaslariyla iletisime
gecebilmek icin dijital materyal kullanmadiklar: tespit edilmistir. Caliskan
(2021) calismasinda arastirmaya katilanlara Tiirkge 6grenimi igin en ¢ok
hangi teknolojik aracglar1 kullandiklar1 soruldugunda kendi telefon ve
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bilgisayarlariyla ders ¢alismanin daha kolay oldugunu dile getirmislerdir.
Telefon tercihini her yerde rahatlikla kullanimi agisindan yapilirken
bilgisayarin tercih nedeni biiyiik ekranda g¢alisma kolaylig1 olmustur.
Oztiirk ve Uslu (2019) calismalarinda yabancilara Tiirkge Ogretimi igin
¢oklu ortam materyalleri hazirlanirken ve hazir materyaller kullanilirken
ogrencilerin cep telefonlar1 ile rahat¢a wulasabilecegi kaynaklardan
yararlandiklarini belirlemislerdir. Baz1 katilmcilarin Tiirkce dgrenimleri
sirasinda iletisim materyalleri kullanmadiklari, bazilarinin ise Tiirkge
ogrenirken kullandig1 dijital iletisim materyallerini daha o©nce de
kullandiklar1 tespit edilmigtir. Bunlarin yaninda Tiirkge ogrenimleriyle
daha once kullanmadiklar1 dijital iletisim materyallerini kullanan
katilimailarin da oldugu goriilmiistiir.

Arastirmaya katilan 6grenicilerin dijital yolla iletisim sirasinda kendilerini
givende hissetmek ve kisisel verilerini korumak adina kendi cabalariyla
korunma yontemlerini 6grenen, kendince yontemler gelistiren, cevresinden
ogrenen katilimcilar oldugu tespit edilmistir. Arastirmaya katilanlar
arasinda kendini dijital platformlarla iletisim kurdugunda giivende
hisseden ve giivende hissetmeyenlerin oldugu goriilmiistiir. Keskin (2010)
calismasiyla Ogretimde iletisim ortamlar1 araciligiyla Ogrenicilerin
iletisimine izin verilmesi, simiilasyon ve oyunlarla sanal 6grenme ortamlari
hazirlanmasinin kullanicilart motive ettigi ve eglenceli bir 6grenim ortami
yarattig1 boylece performanslarini da artirdiginmi belirtmistir. Arastirmaya
katilan Tiirkge ogrenicilerinin bir kisminin ise dijital platformlar {izerinde
kisisel verilerini nasil koruyacaklarini bilmedikleri tespit edilmistir.
Katilimcilardan biiyiik ¢ogunlugunun Tiirkge 6grenim ortamlar: disinda
online ortamlarda Tiirkge 6grenirken kaygi duymadiklari, kayg: duysalar
bile Tiirkge 6grenmek icin pek ¢ok uygulama kullandiklari, Bir kismu ise
ogrenim ortami disinda dijital materyallerin faydasi olmadigim
diistindiikleri tespit edilmistir. Tas ve Ugurlu (2019) calismalarinda
genglerin iletisim ve sosyal iliskiler i¢in sosyal medyay1 kullandigini bu
durumun hem Tiirkiye hem de diinyada hizla arttigini ve sosyal medyanin
kullaniminin dil ediniminde yararlanmak adina egitim sistemine dahil
edilip gelistirilmesi gerektigini belirtilmistir.

Arastirmaya katilan katihmcilarin Tiirkge Ogrenirken kullanilan dijital
materyallerin Tiirkgeyi 0grenmeyi hizlandirdigini, bazi katihmcilar ise
dijital ~materyallerin =~ Tirkceyi  Ogrenmeyi ¢ok  etkilemedigini
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diistindiiklerini belirtmistir. Baz1 katilimcilar ise dijital materyallerin etkili
oldugunu ama kitap okumanin Tiirk¢e 6greniminde daha etkili oldugunu
diisiindiigii tespit edilmistir. Tiirkce 6grenicilerinin farkli uygulamalar ve
dijital materyaller yardimiyla Tiirkce 0grendikleri (televizyon, bilgisayar,
duolingo, akilli tahta, learnturkish, busuu, tandem, eba, pdf drive, hello
talk) tespit edilmistir. Goksu ve Bolat (2020) akademik basarinin
teknolojinin Ogretim alaninda kullanilmasiyla arttigina deginmis ve
teknolojinin 6gretimde kolay ulagilabilir olmasi gerektigini dile getirmistir.

Arastirmaya katilan bazi katilimcilar ise dijital materyaller yerine Tiirkge
ogreniminde kitap okumayi tercih etmektedirler. Yabanci dil olarak Tiirkce
ogrenicilerinin Tiirkce Ogrenirken kullanilan dijital materyallerin
yardimiyla o6grendikleri, dijital materyallerin Tiirkgelerini gelistirdigi,
dijital materyallerin herhangi bir etkisi olmadigi, dijital materyaller fazla
olunca ise olumsuz etkilendikleritespit edilmistir.Aragtirmaya katilan
Tirkce Ogrenicileri katildiklari dijital materyallerle hazirlanan sinavlari
kolay bulduklari, zor bulduklari, yapilan sinavlarda kopya cekilebilecegi
endisesini yasadiklar tespit edilmistir.

Arastirmaya katilan katilimcilardan biyiik bir kismmin dijital
materyallerin yazili materyallerin yerine gecebilecegini diistindiikleri, bir
kisminin ise dijital materyallerin yazili materyal yerine gecemeyecegini dile
getirdikleri tespit edilmistir. Ayrica iyi bir 6grenme icin dijital materyaller
ve yazili materyallerin birlikte kullanilmasi gerektigini diisiinenlerin de
oldugu tespit edilmistir. Calismalarinda yazili materyalleri tercih eden ya
da boyle bir kiyaslamaya dahil olmak istemeyen katilimcilarinda oldugu
gortilmiistiir. Tiryaki ve Karakus (2019) calismalarinda Tiirkge 6gretmeni
adaylarmin okuma becerisinde dijital materyal kullanimmin olumlu
sonuglar1 oldugu ozellikle kadin 6gretmen adaylarinin dijital uygulamalar
sayesinde okudugunu anlama konusunda daha basarili olduklarini tespit
etmislerdir. Karalok (2020) ¢alismasinda klasik yontemlerle dijital oykii ile
yabanci dil Ogrenimini kiyaslamis ve dijital Oykiiniin okuma
motivasyonunu gelistirdigini tespit etmistir.

Tirkce Ogrenenlerin dijital materyallerin uygulamisi hakkinda faydali
olduklari, derslerini kolaylastirdiklar1 goriisiinde olduklar1 tespit
edilmistir. Ayrica dijital materyallerin uygulanisiyla ilgili goriisii
olmayanlarin da oldugu tespit edilmistir. Tiirkge Ogrenicilerinin bir
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kisminin dijital materyal hazirlayabilecekleri, bir kisminin dijital materyal
hazirlayamayacagi, bir kisminin ise dijital materyal hazirlayabilmek igin
eksiklerini gidermesi gerektigi tespit edilmistir. Kalayc1 ve Durukan (2019)
arastirmalarinda yabanci dil olarak Tiirkce 6grenimi sirasinda kullanilan
mobil cihazlarin dilinin Tiirkgeyle degistirilmesinin stirece olumlu katkilar:
oldugunu tespit etmis ve kelime oOgrenim hizim1 artirdigini ortaya
¢ikarmistir. Ugar (2019) calismasinda yabanci dil olarak Tiirkge 6grenen
ogrencilerin Tiirk¢e 6grenimleri i¢in mobil uygulamalar kullanmaya istekli
olduklarini ve bu uygulamalarin dil becerilerine olumlu etki yarattigini
diistindiiklerini ortaya koymustur.

Arastirmaya katilanlarin dijital materyalleri kullanirken karsilastiklar:
sorunlarda Ogretmenlerinin yardimcr olabildigi, dijital materyal
kullaniminda herhangi bir problem yasamadigi, dijital materyallerle ilgili
sorunlarimi  kendi kendine c¢ozebildigi, dijital materyallerle ilgili
sorunlarinda Ogretmenlerinden rehberlik alamadig1 tespit edilmistir.
Arastirmaya katilanlarin biiyiik bir kismimin Tiirk¢e 6grenim stiirecinde
dijital materyallerden faydalandigi, bazilarinin Tiirkge 6grenim stireglerini
dijital materyallerle 6grenimlerini kolaylastirdigini, bazilarininsa 6grenim
siirecinde dijital materyalleri kullanmadiklar: tespit edilmistir. Katilanlarin
biiyiik ¢ogunlugunun kullandiklar: dijital materyallerdeki yonergeleri
anlamakta sorun yasamadiklari, bazi katihmcilar ise kullandiklar: dijital
materyallerin yonergelerinin anlasilmaz oldugunu diistindiikleri tespit
edilmistir. Baz1 katilimcilar ise kullanilan dijital materyallerin dogru dil
seviyelerinde hazirlanmadigini diistinmektedirler. Tiirk¢e Ogrenme
stireglerinde Ozellikle telefondan kullanilabilecek kolay ulasilabilir dijital
materyaller gormek istedigi, kullanilacak dijital materyallerin telaffuz
pratigine katkisi olasmi istedikleri, kullamilacak dijital materyallerin
tizerinde not alinabilecek sekilde diistiniilmesi gerektigi, kullanilacak dijital
materyalin farkli kategorilere ayrilabilmesi gerektigi ve kullanilan dijital
materyalin kullanana dizin olusturma kolaylig1 saglamasi gerektigi
hakkindaki fikirleri tespit edilmistir. Bazi katilimcilar ise Tiirkge
ogreniminde nasil bir dijital materyal tasarlanmasi gerektigiyle ilgili
herhangi bir fikir dile getirememistir. Katilimcilarin bir kisminin baska
yabanci dillerde kullanilan dijital materyallerin Tiirkge Ogrenirken de
kullanilabilecegini diistintirken bir kismmin ise bagka yabanci dilde
kullanilan dijital materyallerin Tiirkce Ogrenimine uygun olmadig:
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hakkinda goriigleri tespit edilmistir. Temizylirek ve Unlii (2015)
calismalarinda dijital gogmenlerin her alanda dijital yerlilere egitim ve
ogretim vermesi igin iginde bulundugumuz dijital devre uygun yontemler
ve materyallerle 6grenme ortamlarini yeniden diizenlemeleri gerektigini
dile getirmistir. Gilintimiizde geleneksel egitim uygulamalar1 yerine
yapilandirmaci  egitim ve Ogretim yontemiyle birlikte egitim
uygulamalarina teknolojinin daha kolay entegre edildigi belirtilmistir.

Oneriler

1. Yabana dil olarak Tiirkge Ogrenecek Ogreniciler farkli bilgi alt
yapilarma sahip olabilir bu durum g6z oOntine alinarak dijital
materyallerin daha saglikli kullanimi i¢in 6grenicilere bilgi iletisim,
medya okuryazarhigi, kisisel verilerin korunmasi, yonergelerin
okunmasi hakkinda ayrintili bilgi verilmelidir.

2. Yabana dil olarak Tiirkce 6greticisi dersleri sirasinda ve 6grencilere
pekistirme yaparken kullanilabilecek dijital yontemler uygulamali
olarak 6grenicilere 6gretilmeli ve kendilerini bu platformlarda nasil
korumalar gerektigi de 6gretilmelidir.

3. Cevirimi¢i kullanilmas1 gereken dijital materyallerin hangi
platformlarda ve kimler tarafindan goriilebildigi Ogrenicilere
bildirilirse sanal ortamdaki giivenlik kaygilar1 azalacaktir.

4. Hazirlanan dijital materyallerin ¢evirimi¢i ya da c¢evirimdis

kullanilip kullanilamayacag1r ogrenicilere ayrintisiyla aciklanmp
bildirilmelidir.

5. Yabancr dil olarak Tiirkge Ogreticileri teknolojik olarak materyal
hazirlamak konusunda hizmetici egitimler almali ve Ogrencilere
bilgilerini aktarmalidir.

6. Ogrenicilere  yararlanabilecekleri  interaktif ~web  sayfalari
tanitilmalidir.
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