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ONSOZ
Degerli Akademisyenler ve Geng¢ Arastirmacilar,
Hepinizi en kalbi duygularimla ve muhabbetle selamliyorum.

Gazi Universitesi olarak “1. Uluslararas1 Dil ve Uygulamali Dilbilim Caligmalari Konferansini”
organize etmekten biiyiik memnuniyet duyuyoruz. Ozellikle, bu konferansin farkli dillerde
sunumlarla gerceklestiriliyor olusu dil 6gretim alaninin ne denli genis ve zengin oldugunun bir
gostergesidir. Kokleri 100 yillik bir gegmise dayanan tiniversitemizin, bilhassa egitim alaninda sadece
iilkemizde degil uluslararasi boyutta da 6nde gelen tiniversitelerden biri olusu hi¢ kuskusuz ki yabanci

dil 6gretimi alaninda da etkisini gdstermektedir.

Bununla birlikte, yabanci dilin 6neminin her gecen giin kiiresel ¢apta biraz daha arttig1 giiniimiizde
arastirma {iniversitesi niteligindeki Universitemiz igin, uluslararasilasma, bilginin iiretimi ve
paylasimi gibi konularda yabanci dilin etkisi yadsinamaz bir boyuttadir. Bu baglamda, Gazi
Universitesi mezunlarinin donanimli bir yabanci dil yeterlilik seviyesine ulasmasi adina son yillarda
titizlikle calismalar yiiriitmekteyiz. Alan bazli program akreditasyon siireglerinin, yabanci dil
ogretimi konusunda da iiniversitemizde Yabanci Diller Yiiksekokulumuz tarafindan yiiriitiiliiyor
olusu bu calismalara &rnek niteligindedir. Inaniyorum ki Yiiksekokulumuzda gerceklestirilen “1.
Uluslararasi Dil ve Uygulamali1 Dilbilim Calismalar1 Konferansi” bu siireclere sadece kurum bazinda
katki saglamakla kalmayacak, tiniversitemizin misyonu dogrultusunda ulusal ve uluslararasi ¢apta

yabanci dil 6gretimi alanina farkli bakis agilar1 da kazandiracaktir.

Bilhassa, yabanci dil 6gretimi catis1 altinda farkli dillere iliskin gergeklestirilen ¢alismalarin bu
konferansta bir arada sunulmus olusu etkinligin derin bir bilimsel bakis acis1 yaratmasina katki
saglamistir. Bu baglamda sunulan ¢alismalar genis bir yelpazede ¢esitlilik arz ederken bu ¢alismalarin
derlendigi tam metin bildiri kitab1 da inantyorum ki bu ¢alismalarin daha genis kitlelere ulasmasina

vesile olacaktir.

Bu organizasyonun gercgeklestirilmesinde emegi gecen herkese ve siz degerli katilimcilara tesekkiir

eder, calismalarin geng arastirmacilara yeni bakis agilar kazandirmasini dilerim.
Saygilarimla.

Prof. Dr. Musa Yildiz
Rektor



ACILIS KONUSMASI

Sayin protokol tiyeleri ve degerli katilimcilar hepinizi saygiyla selamliyorum.

Gazi Universitesi Yabanci Diller Yiiksekokulu olarak 1. Uluslararasi Dil ve Uygulamali Dilbilim
Calismalart Konferansin1 diizenlemekten ve bu alanda caligmalarini yiiriiten bilim insanlarini
Yiiksekokulumuzda agirlamaktan biiyiik bir mutluluk duymaktay1z.

Yiiksekokulumuz, misyonu dogrultusunda sadece 6grencilerine uluslararasi diizeyde yabanci dil
becerisi kazandirmakla kalmayip, ayn1 zamanda 6gretim elemanlarinin mesleki gelisim siireclerine
katkida bulunmak ve yabanci dil 6gretimi alaninda gergeklestirilecek disiplinlerarasi ¢alismalari
desteklemek amacindadir. Bu ama¢ dogrultusunda atilan adimlardan biri olma niteligi tasiyan
konferansimiz, ulusal ve uluslararasi katilimcilarin akademik ¢alismalarin1 ve kiymetli tecriibelerini
bizlerle paylasma olanagi sunmasi bakimindan 6nem tasimaktadir. Her bir dilin ayni kavramlara ve
olgulara farkli bir bakis agisi, farkli bir pencere actig1 diisiiniilerek, konferansimizda sunulacak
bildiriler Tiirkge’nin yam sira  Almanca, Arapca, Fransizca ve Ingilizce dillerinde
gerceklestirilecektir. Bu farkliligi alanimizin zenginliginin bir gostergesi olarak kabul etmekle
birlikte farkli dillerin odagindaki ¢alismalarin da uygulamali dilbilim catisi altindaki yabanci dil
Ogretim alanina yeni bakis agis1 katabilecegine inaniyoruz.

Dilin sadece akademik bir alan olmakla kalmayip ayni zamanda bireyin sosyal ve kiiltiirel
kimliginin de bir yansimasi oldugu gerceginden hareketle, konferansimizda sanatsal faaliyetler ve
sosyal bilgilendirme sunular1 da yer almaktadir. Amacimiz dilin, kiiltiiriin ve sosyal hayatin da bir
parcasi oldugunu geng¢ meslektaslarimiza hatirlatmaktir.

Konferansimizin gerceklesmesinde, her zaman oldugu gibi Yiiksekokulumuzdan destek ve
tevecciihiinli esirgemeyen konferansimizin onursal bagkani Rektoriimiiz Sayin Prof. Dr. Musa
Yildiz’a huzurlarmizda tesekkiirii borg biliriz. Basta Rektoriimiiz olmak iizere Universitemizin iist
yonetimine desteklerinden 6tiirii minnettariz.

Yine bugiin etkinligimizin ger¢ceklesmesinde bize destek olan kurum ve kuruluslara, basta British
Council ve ABD Egitim Ataseligi olmak {izere, MacMillan’a, Momentum Global’e, ETS Global’e,
Blackswan Publishing’e, MRC’ye, PEN Professional English Network’e ve National Geographic
Learning’e katkilarindan 6tiirii cok tesekkiir ediyoruz.

Konferansimizda bilgi ve tecriibelerini bizlerden esirgemeyen ana konugmacilarimiz Prof. Dr. A.
Amanda YESILBURSA, Aysen GUVEN, Carole Anne ROBINSON, Roger COHEN ve Prof. Dr.
Yasemin KIRKGOZ’e huzurlarmizda bir kez daha tesekkiir etmek istiyoruz. Ozellikle yogun
programlarina ragmen davetimizi geri ¢evirmeyip bu iki giin siireyle bizlerle birlikte olmalarindan
dolay1 kendilerine minnettariz.

Ayrica konferansimizin bugiin gergeklesiyor olusunda biiyiik emekleri olan bilim kurulumuza ve
konferans diizenleme kurulumuza da ayri ayri tesekkiir etmek istiyoruz. Kendilerinin 6zverili
destekleri ile bugiin bu konferansi gergeklestirmenin mutlulugunu yasiyoruz.

Tabi ki siz degerli katilmcilarimiza etkinligimize gostermis oldugunuz ilgiden &tiirli ¢ok
tesekkiir ediyor ve tiim katilimcilarimiz igin verimli ve keyifli bir konferans olmasini diliyoruz.

Ogr. Gor. Dr. Mustafa Akin Giingor
Yiiksekokul Miidiirii
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Arapca Ogrenen Tiirk Ogrencilerin Arapca Harfleri Dogru Seslendirmelerine Yonelik

Yontem Onerisi

Dr. Hayrullah CETINKAYA'!

Ozet
Dil insanlar arasindaki iletisim araglarinin en temeli ve en Onemlisidir. Dil ile iletisim kurma
sirasinda, anlatma ve anlamada seslerin gostergeleri yerli yerinde degilse anlasma saglamanin zor
olacag herkesin kabul edecegi bir husustur. Dogru anlatma ve dogru anlamanin temelini dogru
telaffuz olusturmaktadir. Farkli dil ailelerine mensup Arapg¢a ve Tiirk¢ede bulunan bazi sesler
ozellikle de Arapcaya has Tiirkgede var olmayan ve bogaz harfleri olarak bilinen seslerdir. Arapga
ogrenen Tiirk 6grenciler bu seslerin telaffuzunda zorlanmakta ve bu sesleri Tiirkgede var olan en
yakin seslerle telaffuz etme yoluna gitmektedirler. Bu durum bazen anlam degisikliklerine de neden
olabilmektedir. Boylece sdylenen séz, amaglanan gostergeyi ifade etmekten uzak kalmaktadir. Dil
O0grenim siirecinde amag; dinleme, konusma, okuma ve yazma olan temel dil becerilerinin
kazanilmasidir. Bu becerilerin kazanilmasi silirecinde yapilacak olan telaffuz hatalarinin dil
becerilerinin tamamini etkilemesi s6z konusudur. Hatal1 dinleme hatali konusmaya ve hatali yazmaya
neden olabilecektir. Telaffuz hatalar1 sdylenenin anlasilmasinin yeterli olusuyla gérmezden
gelinebilir. Ancak bu durum Arapga 6greticileri agisindan goz ardi edilmemesi gereken énemli bir
konudur. Bu ¢alismada Arapc¢a harflerin ve seslerinin dogru 6gretilmesine yonelik olarak tarama
modeli ve igerik analizi ile birlikte teorik bir ¢alisma yapilmistir. Son zamanlarda yabanci dil 6gretim
stirecinde elde edilen deneyim ve tecriibelere gore kayda deger diizeyde denilebilecek yeni yontem
ve teknikler gelistirilmektedir. Bu ¢aligmanin amaci, kolaydan zora dogru olacak sekilde dnce ana dil
Tiirkce ile hedef dil Arapca arasindaki ortak sesler, sonra yakin sesler son olarak da uzak seslerin
dogru telaffuzunun Ggretilmesinde bir yontem Onerisinde bulunmaktir. Bu ¢alismanin Arapca
ogrenen ve daha sonra Arapca 6gretmeni olacak olan Tiirk 6grencilerin Arapga sesleri dogru telaffuz

etmelerine yardimei olacagi ve destek verecegi diisiiniilmektedir.

Anahtar Kelimeler: Arap Dili, Ses, Mahreg, Gosterge, Telaffuz.

Summary

Language is the most basic and most important means of communication between people. It is an

1 Ogr. Gor. Dr, Gazi Universitesi, Yabanci Diller Yiiksekokulu, Ankara, hayrullahcetinkaya@gazi.edu.tr
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issue that everyone will accept that it will be difficult to reach an agreement if the indicators of the
sounds are not in place while communicating whit the language. Correct pronounciation forms the
basic of correct understanding. Some of the sounds found in Arabic and Turkish belongingto different
language families, Especially those that do not exist in Turkish specific to Arabic are known as throat
letters. Turkish students learning Arabic have diffeculty in pronouncing these sounds and they try to
pronounce these sounds with the closest sounds in Turkish. This situation can sometimes cause
changes in meaning. Thus, the spoken Word stays away from expressing the intended sign. The aim
of the language learning process is to acquire basic language skills, which are listening, speaking,
reading and writing. It is possible that the pronounciation mistakes that will be made in the process
of acquiring these skills will affect all language skills. Incorrect listening can use cause erroneous
speech and erroneous writing. Pronounciation errors can be ignord with sufficient understanding of
what is being said. However, this is an important issue that should not be ignored for Arabic teachers.
In this study, a teoretical study vas carried out with scanning model and content analysis fort he
correct teaching of Arabic letters and sounds. Recently, new methods and techniques, which can be
said to be significiant, have been developed according to experience gained in the foreign language
teaching process. The aim of this study is to propose a method in teaching the correct pronounciation
of the common sounds between the mother tongue Turkish and the target Arabic, then the near sounds
and finally the distand sounds, from easy to difficult. It is thought that this study will help and support
Turkish students who learn Arabic and who will later become Arabic teachers, to pronounce Arabic

sounds correctly.

Keywords: Arabic Language, Sound, Mahrec, Indication, Pronounciation

Telaffuz/Seslendirme

Telaffuz, genel anlamiyla konugma dilinde bulunan seslerin agiz icerisinde dogru bigcimde
olusturulmas1 ve kullanilmasidir. Konusma iyi bir telaffuz becerisi gerektirir ¢iinkii telaffuz
konusmanin nasil olmasi gerektigine odaklanir. Konusma etkinligi i¢inde birey, istedigi mesaj1 kars1
tarafa dogru, akici ve anlagilir bir bi¢imde iletmek zorundadir (Simsek, Karal, 2014, s. 44). Telaffuzun
dogrulugu, hitabetin vazgecilmez sartidir (Daglar, 2008, s. 188).

Telaffuzda amag ses ile anlama arasindaki uyumun saglanmasidir. Buna ses sembolizmi
denmektedir. Ses sembolizmi, en kisa ifadesiyle ses ve anlam arasindaki uyumdur. Yani sesleri
olusturan sesbirimlerle veya ses dizgesiyle sozciliglin insan zihninde beliren anlamsal boyutu
arasindaki iliskidir (Akyildiz Ay, 2017, s.19). Bu iliskinin sorunsuz olugmasi telaffuzun dogru ve

anlasilir olmasina baglidir. Diger bir ifadeyle mesajin muhataba saglikl1 bir sekilde ulasmasi sesin
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dogru telaffuzunu gerektirmektedir.

Arapca harflerin mahreg (¢ikis yerleri) ve diger 6zelliklerinin yanlis telaffuz edilmesi pek ¢cok
kelimenin anlaminin farklilagmasina, anlagilmazligina ve kelimenin asil anlaminin degismesine Yol
acmaktadir. Bu nedenle, sdylenen s6ziin anlagilmasi i¢in sese ciddi olarak énem verilmis (el-Bar,
2018, s. 161) ve harflerin ¢ikis yerlerinden ¢ikarilmasi anlamina gelen Tecvid ilmi (el-‘Ummant,
2006, s. 72) Arapga telaffuzunun asirlarca muhafazasina yardim etmistir (Kahyaoglu, 2006, s. 86).

Bu nedenle dilin ses sistemini, dildeki sozciikleri olusturan seslerin nicelik ve niteliklerini
ogrenmek icin bir egitimden gegmek, baska bir deyisle, sz konusu dilin fonetigini 6grenmek
konusmay1 daha net daha agik ve daha giizel hale koyacaktir (Selen, Nevin, 1976, s. 97-98). Bu da
ifadenin, manay1 tam karsilayabilmesi; maksadi ifade etmede yeterli olmasini gerektirmektedir (el-
Kelbi, 2019, s. 102).

Dogru telaffuzun elde edilmesinde duyup-konusma metodu, diger bir ifadeyle “duy-seslet”
yontemi dogru telaffuzu 6gretmede yarali bir yontem olabilir. Ayrica dinle ve yinele, izleme ve
canlandirma aligtirmalart 6gretmen yapilabilir (Demirezen, 2005, s.183).

Dogru telaffuzun gerekliligine yonlendirme agisindan Arapga egitimi veren kurumlarda sozli
siavlarin 6lgme ve degerlendirilmesinde telaffuzun dogru olmasina 6zen gosterilmelidir (Demirel,
2011, s. 132).

Emrullah Isler’in (2001) “Tiirklerin Arapg¢anin Unsiizlerinde karsilastiklart Sorunlar ve
Coziim Onerileri” adli calismas1 Arapgadaki seslerin tanitimi, seslendirilme dzellikleri ve seslerin
cikis yerlerini ele almasi agisindan 6nemlidir. Bu ¢alismada Isler, Tiirk 6grencilerin en ¢ok hemze/,
$8'/&  hA'/z, ZAl/Y | sAd/ o=, dad/u=, tA'/h , 78’/ b, ‘ayn/ g, gayn/g, kaf/G seslerinin telaffuzunda

zorluk yasadiklar tespitinde bulunmustur.

Bir baska ¢alismay1 Cihaner Akgay (2016) Arapca Dinledigini Anlama Ogretiminde Hata
Coziimlemesi ve Degerlendirmesi adiyla yapmistir. Bu calismasinda Akgay, 6grenciler: ha’/ ¢,
sad/ o=, gaynlg, ha'/ &, hd'/ ¢, ‘ayn/ g, 78’/ L, dad/o=, kaf/ & seslerini ¢ikartmada zorluk

yasamiglardir.

Bu caligmalara gore Tiirk 6grencilerin Arapga Ogrenim siireclerinde telaffuzunda zorluk
yasamadiklar1 sesler: ba’/«, tA’/<& | cim/z, dal/> |, rd’/o, zay/ ), sin/os , sin/Jk, fa’ /<, kKaf/d, 1am/d,

mim/a, niin/o, ha’/=, ya’'/cs sesleridirt.

Bu c¢alismada su sorulara cevap aranmistir:

! Bu ¢alismada kullamlan Arapga harflerin transkripti icin bknz: Abdullah Demir, ISNAD Atif Sistemi 2. Edisyon
(Ankara: Kalkan Matbaacilik, 2019), 60).



1- Arapca Ogrenen Tiirk oOgrencilerin seslendirilmesinde zorluk yasamadiklar1 sesler
hangileridir?

2- Arapca 6grenen Tiirk 6grencilerin seslendirilmesinde zorluk yasadiklari sesler hangileridir?

3- Arapga Ogrenen Tiirk 6grencilerin seslendirilmesinde zorluk yasadiklari sesler kolaydan
zora dogru nasil bir yontemle 6gretilebilir?

Arapga Ogrenen Tiirk Ogrencilerin seslerin telaffuzunda zorluk yasamalar1 dogaldir. Bu
seslerin dogru telaffuzu siireci duruma ve konuma gore uzun bir siirece de yayilabilir. Burada 6nemli
olan sonu¢ alinabilir bir yontem izlenmesidir. Bu baglamda bu calismanin yararli olacag

disiinilmektedir.

Arapca Harflerin/Seslerin Ogretimi

Arapga harflerin dogru seslendirilmesi/telaffuzunun  6gretilmesinde su asamalar
uygulanabilir:

a- Oncelikle biitiin harfler sozliiklerde yer alan siraya gore ve harfin okunusuna gére verilir:
G- el y- eslm oedldadadhoaela i cela iz e oz celio el - el - el )

SO m e - J oS oalE s el s Gt - f egpe - f cella o Ja el - da cdlia - (g cdia - (a el
sh-sls- sl -a s

Bu harflerin sirasiyla Ogretilmesi siirecinde harflerin telaffuzu diger bir ifadeyle
seslendirilmesi konusunda 6grencilerden dogru bir telaffuz beklenmemesi 6nemlidir.

b- Harflerin sirasiyla 6gretilmesinin ardindan harekelerin 6gretimine gecilebilir. Bu siirecte
Arapcga ve Tiirkcede ortak harflerin segilmesi gereklidir. Yapilan arastirmalara gore Arapca ve
Tiirkgede ortak ve seslendirilmesinde zorluk bulunmayan harfler sunlardir: </b, </t z/c, J/d, U/r, Jlz,
ols, /s, <, ik, I, o/m, oin, »/h, ¢ly.

Arapcadaki Harekelerin Ogretimi

Arapgada sesli harf yoktur. Bu harfleri sesli hale getirmek i¢in birtakim isaretler konur. Bu
isaretlere hareke denir (Yildiz, Avsar, 2018, s. 69). Bu isaretler harfin iizerine ve altina konan
isaretlerdir (Ozay, 2016, s. 111). Bu isaretler fetha (=) Tiirkgede e, a sesi, damme (=) Tiirkcede u
sesi ve kesre (=) Tiirkgede i sesleridir (Akdag, 1989, s. 25).

Bu harekelerin isimlerin sonuna eklenerek ¢ift sekilde yazilmalar1 ve n sesiyle
seslendirilmelerine niin’lama diger bir ifadeyle tenvin denir (Yildiz, Avsar, 2018, s. 87). Bu isaretler
fetha igin (=) Tirk¢ede en, an sesi, damme i¢in (=) Tiirkgede un sesi ve kesre (=) Tiirk¢ede in
sesleridir.

Bu harekelerle birlikte sedde ve sdkin harekeleri de 6rnek kelimelerle verilmelidir. Sedde,
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harfin iizerine konan ve ayni cinsten iki harfin birbirine katilmasidir. (=) isareti seddenin simgesidir.
Sékin ise, harfin tizerine konan ve iizerine kondugu harfte durmamizi saglayan isarettir. Bu isaret (—)
simgesiyle gosterilir (Yildiz, Avsar, 2018, s. 72).

Arapga Ogrencilerine harekelerin ve uzatma harflerinin Ogretilmesi siirecinde Oncelikle
harekeler daha sonra uzatma harfleri anlamli kelimeler icerinde 6gretilmelidir. Bu siirecte Arapca ve
Tiirkcede ortak ve seslendirilmesinde sikinti olusturmayan harflerden olusan kelime ornekleri
hazirlanmalidir. Bu kelimelerin giincel ve giinliik dilde kullanilan kelimeler olmasina da dikkat
edilmelidir. Zira giinliik dilde kullanilmayan kelimelerin kalicilig1 olmayacaktir. Bu boliimde Arapca
ve Tiirk¢ede ortak olan /e, w/b, </t z/c, Jd, Jir, 3z, s, Sils, <lf, Sk, I, o/m, oin, »/h, sly, siv
harflerinin/seslerinin se¢ilmesi uygun olacaktir. s/v sesini w sesiyle seslendirmek dogru bir yontem
olacaktir. Burada 6nemli olan alt dudagin {ist dislere degmeden seslendirme yapilmasidir.

a- Harekelerin 6gretilmesi siirecinde kullanilabilecek kelime 6rnekleri sunlar olabilir:

Sulbetera, Jiyse’ele, Guv/denise, <aliftelife, aa/cesume, Hidlyesura, as/yewm, J3/mawzun
kelimeleri gibi.

1 5%fyusran, | &X%/sukran, <ii/beytin, auofresmin, “&/kufrun, “X&/sukrun gibi.

/medde, J%/selle, Swa/messe, SS/kerre, Ss/menne, SS/tebbe gibi.

Arapcadaki Med Harflerinin Ogretilmesi

Arapgada harflerin seslendirilmesinde kullanilan uzatma harfleri vardir. Bunlara med/uzatma
harfleri denir. Bunlar uzun fetha (//elif) Tiirk¢ede 4 sesi , uzun damme (s/vav) Tiirkgede i Sesi ve
uzun kesre (¢/ya) Tirkcede 7 sesleridir (el-Htli, 2017, s. 21). Uzatma harflerinin Arapgada énemli
bir yeri vardir. Zira uzatilmasi gereken bir harf uzatilmadiginda kelimenin anlami degisebilmektedir.
Ornegin: J«5/camele kelimesi dalkavukluk yapmak anlamina gelirken bu kelimedeki uzatma harfi
olan Velif telaffuz edilmediginde kelime J«3/cemele olacak ve anlami1 toplamak seklinde degisecektir.
Bu da mesaj alicisina yanlis bir aktarimda bulunma olasilig1 olusturacaktir. Med harflerinin 6gretimi
stirecinde su ornekler verilebilir:

Cal&/katibun, A/salimun, & sy/nlinun, éﬁ/fﬁmun, Cs/sinun, &a/cimun gibi.

Arapcada harflerin harekeleri ve med harflerinin telaffuzu Tirk¢edeki ortak seslerle
ogretildikten sonra Tiirk¢ede olmayan ancak Arapca 6grene Tirk 6grencilere zor gelmeyecegi
diistiniilen harflerin/seslerin telaffuzunun 6gretilmesine gecilebilir.

Bu ve bundan sonraki tim harf/se telaffuzu Ogretimi siireclerinde; ogretilmesi planlan
harfler/sesler kesinlikle sakin hareke ile telaffuz edilmelidir. Sakin hareke ile dogru telaffuz
yerlestikten sonra telaffuzu Ogrenilen harf/ses fakli harekelerle tekrar edilmelidir. Herhangi bir

harfin/sesin telaffuzu net olarak saglanmadig stirece diger bir harfe/sese gecilmemelidir.
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Arapcada Var Olup Tiirk¢cede Bulunmayan Fakat Seslendirilmesi Tiirk Ogrencilere Zor
Gelmeyecek Harflerin Ogretilmesi

Bu siirecte Arapcada var olup Tiirkgede bulunmayan fakat seslendirilmesi Tiirk 6grencilere
zor gelmeyecek harflerin peltek/dis arasi sesler olduklar1 diisiiniilmektedir. Bu harfler sunlardir: </ s,
Y g, B/ 7. B/ z sesinin ¥ z sesinden daha kalin bir ses oldugu unutulmamalidir.

Bu seslerin dgretimi igin su ornekler verilebilir: <2i&/teksifun, Q)ié/yegribu, “a/cezrun,
&X/kizbun, 2:8/kezmun.

Peltek seslerin 0gretimi siirecinde Arapg¢adan Tiirkgeye gecmis ve ses degisimine ugramis
kelime ornekleri verilmemelidir. Zira ilk bakista 6grencilere kolay gelecegi diisiiniilse de telaffuz
calismalarinda Ogrencilerin telaffuzlar1 kendi dillerinde kolay olan sese kayabilme olasilig

[ &
- ol

bulunmaktadir. Ornegin: &\-fﬁyispat, J&sfistismar, Eudiftespit.

Arapcada var Olup Tiirk¢ede Olmayan Harflerin/Seslerin Ogretimi

Tiirkcedeki seslere yakin olan harfler

Bu siirecte Arapgada olup Tiirkgede bulunmayan fakat seslendirilmesi Tiirk 6grencilere hafif
bir ses degisimiyle zor gelmeyecek harflerin telaffuzuna gegilebilir. Bu harfler sunlardir: u=/s sesi
Tiirkgedeki s sesinin biraz daha kalin halidir. o=/d sesi Tiirkgedeki da, du, di seslerinin kargiligidir.
L/t sesi =/d sesinin dilin {ist damaga yapistirilip ¢ekilmesi durumunda g¢ikan sestir. Bu seslerin
telaffuz calismalarinda su rnekler verilebilir: Cuaymisfun, Jas/maslun, (=S /rakeda, ¢ »a/dirsun,
Ji'Lé/batsun, k“.—\Li’»'/satbun.

Bu seslerin 6gretimi siirecinde Arapcadan Tiirk¢eye gegmis ve ses degisimine ugramis kelime
ornekleri verilmemelidir. u=/d sesi Tiirkceye z ses doniisiimiiyle ge¢mis bir sestir. ilk bakista
ogrencilere kolay gelecegi diisiiniilse de telaffuz ¢alismalarinda 6grencilerin telaffuzlart kendi
dillerinde kolay olan sese kayabilme olasiligi bulunmaktadir. Ornegin: (ial/asil, a8 /kasit,

3 alzarar, aab/hazim, Slsad/hitap, <ada/liituf.

Tiirkce lehgedeki seslere yakin olan harfler

Bu siiregte Arapgada olup standart Tiirk¢ede bulunmayan ancak bazi bolge lehgelerinde
kullanilan seslerin telaffuzuna gecilebilir. Bu sesler sunlardir: ¢/ h sesi 6zellikle I¢ Anadolu
bolgesinde ¢ok duyulan bir sestir. Yoh, tarah, yatah kelimelerinde oldugu gibi. Diger bir ifadeyle
horlama sesini andiran bir sestir. £/g sesi de yerel dilde kullamilmaktadir. Ozellikle Dogu Anadolu
bolgelerinde ¢ok duyulan bir sestir. Yagmur, yogurt, aga kelimelerinde oldugu gibi. &/ k sesi de daha
cok yerel olarak kullanilmaktadir. Ozellikle I¢ Anadolu ve Dogu Anadolu bdlgelerinde ¢cok duyulan
bir sestir. Kirikkale, kar, karinca seslerinde oldugu gibi.
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Bu seslerin telaffuz calismalarinda su Srnekler verilebilir: J3/buhlun, <ie/mihlebun,
3¢ jzagrede, 5 l/igteraba, Cain/sakfun, Cwils/ taksun.

Bu seslerin 6gretimi siirecinde Arapgadan Tiirk¢eye gecmis ve ses degisimine ugramis kelime
Srnekleri verilmemelidir. Ornegin: G=3&/sahis, J=Daljihlas, Sle/galip, <u /garip, Su<idiktisat,
OSEListiklal.

Tiirkcedeki seslere uzak olan harfler

Bu siirecte Arapcada olup Tiirkgede bulunmayan seslerin telaffuzuna gecilebilir. Bu sesler
sunlardir: I/ sesi harekeli oldugunda e, a sesleriyle seslendirilir. Sakin oldugunda ise Tiirk 6grencilere
seslendirilmesi kolay olamadig: diistiniilen bir sestir. z/h ve g/ sesleri bogazdan ¢ikan bir seslerdir.
Bu seslerin 0gretilmesi siirecinde su kelimeler 6rnek olarak verilebilir: éj-i/me’zil_(, J 351-4/ me’kal,
Sad/sahnun, A/ fahmun, &xi/sa‘bun, Cl¥/sa‘lebun.

Bu seslerin 6gretimi siirecinde Arapgadan Tiirk¢eye gecmis ve ses degisimine ugramis kelime
ornekleri verilmemelidir. Ornegin: jji&/memur, &»eeii/tesis, Jaias/muhtemel, zis-A,Aalsihhat,
e fibadet, S itibar.

Sonuc ve Oneriler

Yapilan aragtirma ve caligmalara gore Tiirk 6grenciler Arapga seslerin telaffuzunda zorluk
yasamaktadirlar. Bu zorluklart agsmak elbette belli bir zaman ve yontem gerektirmektedir. Arapgadaki
harfler kendi siralamasi igerisinde verildiginde bu zorluklarin yasanmasinin ka¢inilmaz oldugu ve
devam edecegi disliniilmektedir.

Yabanci bir dil 6grenmenin temel amaci o dili kullananlarla saglikli bir iletisim kurmaktir.
Telaffuz hatalar1 bu iletisimi dogru kurmada bir engel olusturabilecek, istenilen gosterge elde
edilemeyecektir. Bunu asmanin ve mesaji muhataba dogru bir sekilde iletmenin yolu dogru
telaffuzdan gegmektedir. Konugmanin akisindan ne demek istendigi anlasilir anlayisindan hareketle
telaffuzu geri planda diisiinmek dogru degildir. Dogru olmayan bir telaffuz sadece konusmay1 degil
dilin dort temel becerisi olan dinleme, konusma, okuma ve yazmayi da etkileyecektir.

Bu c¢alismanin Arapca 6grenen Tiirk 6grencilerin Arapga sesleri dogru telaffuz etmelerine

katki saglayacagi umulmaktadir.

Oneriler
1- Arapga Ogrenen Tiirk Ogrencilere Arapca sesleri Ogretitken Once ortak seslerin
ogretilmesinden baglanmalidir.

2- Arapga sesler 0gretilirken bir ses tam olarak 6gretilmeden diger sese gegilmemelidir.



3- Arapca sesler ogretilirken seslerin dogru telaffuzlari saglanincaya kadar sesin kendisi sakin,
bir onceki sesin harekeli olmasina dikkat edilmelidir.

4- Arapca Ogreten kurumlarda telaffuz caligmalarin 6nem ve 6zen gosterilmelidir.

5- Arapca 6greten kurumlarda dogru telaffuz, 6lgme ve degerlendirme kapsaminda ele
alimmalidir.

6- Arapca Ogreten kurumlarda dogru telaffuz calismalar i¢in basli basina ayr1 bir ders saati

belirlenmelidir.
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Assessing Pragmalinguistic Accuracy for Professional Court Interpreters in Remote

Settings: A Brief Review of Literature

Ran Yit

Abstract

In court interpreting, both the propositional content and the manner in which the propositional
content is expressed are equally important. Existing studies have revealed that one of the common
challenges professional interpreters encounter is counter-intuitively unrelated to the message but
achieving the pragmalinguistic equivalence of the utterances in their interpretations. However, most
of the existing literature concentrates on face-to-face courtroom interactions in European languages.
Little has been explored in remote interpreting, which has been accelerated by the COVID-19
pandemic. With these gaps in mind, this article presents a systematic review of the literature on the
less-investigated English-Mandarin Chinese interpretations of pragmalinguistic features by
professional interpreters in court-related remote settings. This article intends to inform future

pedagogical practice and improve interprofessional collaborations.
Keywords: accuracy; court interpreting; remote interpreting; pragmatics; professional interpreters

1. Introduction

Historical records have testified to the socio-professionally underpinnings of interpreting as an
ancient human practice that predates written translation. However, it was not until the twentieth
century that interpreting has been broadly recognised as a profession (P6chhacker, 2022). Contrasting
the interpreting performed by bilinguals without special training, interpreting conducted by

professional practitioners is predominantly characterised by several distinctive features.

The accuracy of interpreting is of paramount significance to the quality of professional
interpreting. However, scholarly research has pinpointed the linguistically and culturally nuanced
nature of accuracy, as reflected by controversies over overwhelmingly diverse understandings of
accuracy inextricably embedded in socio-cultural, situational, and institutional constraints (see Berk-
Seligson, 2002/2017; Hale, 2004; Jacobsen, 2004, 2008; Ng, 2018; Cho, 2022). To demystify the

complexity of accurate interpreting, this article systematically reviews relevant literature on the
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accuracy of interpreting, firstly as an interaction in general settings and then in the courtroom setting.
Considering the increasing use of technology-enabled interpreting in remote settings, this article also
reflects relevant scholarly discussions on the merits and limitations of remote interpreting on the

accuracy of interpreting.

Accuracy of Interpreting by Professional Interpreters
2.1 Accuracy of Interpreting as an Interaction

Interpreting has traditionally been considered ‘a branch of translation studies’ (Hale, 2007, p.20).
Differing from other translational activities, interpreting is ‘most succinctly performed here and now
for the benefit of people who want to engage in communication across barriers of language and
culture’ (P6chhacker, 2022, p.10). It can be further categorised in accordance with the specific social
context within which the interpreting activities occur. For example, court interpreting is regarded as
interpreting in an intra-social institutional context within which members of heterolingual or cultural

communities entered into triad contact for some particular purpose.

In general settings, the purpose or intention of translational activities is, according to Vermeer &
Reiss (1984/2014)’s skopos theory, to convey in the target language the same meaning as the original
utterances in the source language, and provide a faithful representation of the original, specific to the
genre of the text’ (p.166). Similarly, the aim of interpreting activities is, as stated by House (1977),
to ‘achieve equivalence of pragmatic meaning, if necessary, at the expense of semantic equivalence’
(p.28). These arguments seem to suggest that in order to achieve accuracy, interpreters are expected
to strive for a pragmatic reconstruction of the original utterances specific to the context of the
communicative events, including reproducing both the message (or propositional content) and the

manner in which the communicative intention is conveyed in the original interaction.

Moreover, it is worth noting that a number of existing studies have underscored the presumption that
the accuracy of interpreting is associated with the mode of interpreting in both spoken and sign
language (see Russell, 2005; Hamidi & Pochhacker, 2007; Mikkelson, 2010; Cox & Salaets, 2019).
Therefore, it might also be helpful to examine the effect of the mode of interpreting on the accuracy
of interpreting. Generally speaking, the mode of interpreting describes ‘the way in which interpreters
practice’ (Pochhacker, 2022, p.13). There are two modes of interpreting that interpreters commonly
work in: simultaneous interpreting (as the source utterance is being presented) and consecutive
interpreting (after the source utterance). This next section examines the differences of expectations
or requirements on accuracy between interpreting in general settings and interpreting in the

courtroom.
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2.2 Accuracy of Interpreting in the Courtroom

As a cross-linguistic and intercultural interaction, interpreting cannot be viewed in isolation from its
language communities, social contexts, interactional scenarios, and institutional settings. As a branch
of interpreting, courtroom interpreting is ‘conducted when speakers of different languages have to
communicate in legal or paralegal settings’ (Stern, 2012, p.325). Similar to other specialised fields of
interpreting, court interpreting is very complex, as it requires familiarity with a number of domain
knowledge such as law, translation and interpreting theories, forensic linguistics, intercultural
communication, anthropology, and psychology (Hale, 2020). As explained by Hale (2007), as
compared with private encounters in other community settings, interpreting in the courtroom setting
is liken to ‘a public forum with its rules, traditions, ritualistic procedures and protocols’ (p. 90). In
such ritualised institutional settings, a high level of accuracy is required, particularly in the adversarial

system that is adopted in countries such as the United Kingdom, the United States, and Australia.

Contrasting the inquisitorial procedures usually associated with the civil law system operating in most
continental European countries, one of the most prominent features of the adversarial system is the
contentious procedure between two opposing parties, as evidence is presented by opposing counsels
favourable to their side and subject to challenge by the other party (see Finkelstein, 2011; Jolowicz,
2003; Koppen & Penrod, 2003; Van Caenegem, 1999; Solan, 2010). As codified in statutory laws
and regulations, the right to a qualified interpreter is a matter of equity and access to social justice, as
it is concerned with the right to fair representation for linguistic minorities (see Angermeyer, 2015;
Ng, 2022). In the adversarial courtroom, as the name suggests, evidence is adduced via questions and
answers in the courtroom examinations primarily conducted by opposing counsels representing the
conflicted interests of two or more different parties. Orality is essential to the judicial outcome, as
each party strives for a favourable representation of facts to their side of interests, which are
constantly challenged by the other party. In such settings, questions that are often phrased tactically
by counsels and the style in which answers are given have impacts on the power dynamics embedded
in the language used in court. To be more specific, questions are, on the one hand, strategically used
by opposing counsel to elicit favourable versions of facts before the court (Coulthard, 2017; Gibbons,
2003; Woodbury, 1984). Testimonies are, on the other hand, provided by witnesses and assessed by
the judge or jurors based on what is said and how it is said (O’Barr, 2014; Hale, 2004; Loftus, 2019).

The accuracy of interpreting in courtroom settings is significant to a just outcome in the adversarial
courtroom. However, due to the intricacies of court language and nuances of socio-cultural
interpretations, a convincing body of research has underscored many cross-linguistic and intercultural

challenges encountered by interpreters related to achieving pragmalinguistic accuracy in the highly
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specialised institutional settings, as evidenced by systematic disregard, addition, omission, or
distortion in the interpreted utterances (see Berk-Seligson, 2002/2017; Hale, 2004; Lee, 2009, 2015;
Liu, 2020). These evidence-based studies have revealed that inadequate interpreting is detrimental to
the counsel's questioning techniques and the credibility of witnesses' testimonies, further influencing
the outcome of a case. As Hayes and Hale (2010) revealed, 284 appeals were filed on the basis of
incompetent interpreting between 2006 and 2009 in Australia. It is thus reasonable to assume that the

demand for accuracy of interpreting in courtroom settings is different from that in general settings.

As such, due to the subtlety of language used in the courtroom and the severity of its impact on
judicial outcomes, it is important to maintain a high requirement for accuracy in interpreter-mediated
courtroom interactions. However, controversies exist over the interpretation of the meaning of
accuracy in courtroom interpreting. On the one hand, some scholars in the legal professional
community argue for the necessity of verbatim courtroom interpreting, whereas other scholars
disagree based on its unachievability in reality (Angermeyer, 2015; Hale, 2004; House, 1977;
Jacobsen, 2004; Laster & Taylor, 1994; Morris, 2008). One justification for such infeasibility of
literal rendition is that it restricts interpreters’ use of techniques that exceed the referential use of
language (Morris, 1995). The other explanation for the unrealistic word-for-word translation is the
cross-linguistic structural difference at lexical and grammatical levels (Angermeyer, 2015). Another
consideration is the negative impact on the procedural aspect of legal communication, as ‘the sensible
and logical statement will sound ridiculous when translated literally’ and potentially be ‘damaging to
the witness’ (Stern, 1995, p.29).

On the other hand, it is generally agreed in interpreting scholarship that the accuracy of interpreting
should relay both the propositional content and the speech style (Berk-Seligson, 2012; de Jongh,
1992; Hale, 2004, 2007; Laster & Taylor, 1994). This approach to the pragmatic accuracy of
interpreting, which advocates the inclusion of pragmatic considerations while construing renditions
in courtroom settings, has been widely acknowledged by many scholars in interpreting studies. For
example, Jacobsen (2004) argues that pragmatic considerations should be taken into account when
interpreting courtroom examinations to reveal the speakers’ intentions so that effective
communications can be achieved between interlocutors. Moreover, Hale (2007) advocates the
adequate reproduction of both the propositional content and speech style features such as discourse
markers, tone of voice, and register that insinuate the speakers’ intention. In a more recent study in
remote interpreting settings (see Yi, 2022), fifty certified professional interpreters were surveyed
about their views, perceptions, strategies, and professional decisions related to the rendition of

stylistic features. Findings have revealed that although the interpreters’ prior knowledge of these
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stylistic features varied, they were able to adopt appropriate strategies to render discourse markers,

tone of voice, register, and other speech style features to achieve pragmalinguistic accuracy.

Pragmalinguistic Accuracy: Theoretical Framework and Professional Guidelines
3.1 Pragmalinguistic Accuracy: Theoretical Framework

As discussed in an earlier section, the pragmatic approach to accuracy in courtroom interpreting has
been widely advocated by both research and professional communities (Berk-Seligson, 2002, 2017;
Hale, 2004, 2007). To understand the concept of pragmatic accuracy, it is important first to
comprehend the linguistic term “pragmatics”. The term “pragmatic” is defined as ‘the study of the
relationship between signs and their interpreters’ (Morris, 1938, p.6), ‘linguistic adaptation’
(Verschueren, 1987), and ‘choice of language in social interaction and the effects of these choices on
others’ (Crystal, 1987). According to Thomas (1983), pragmatics deals with the meaning in
interactions, including the speaker’s meaning, which is also known as the intention or force of an
utterance (Leech, 1983; Sperber & Wilson, 1986), and contextual meaning, which is also known as
the utterance interpretation in a contextualised communicative settings (Levinson, 1983). The
dynamic process of meaning interpretations also involves implicatures, presuppositions, intentions,

and inferences.

In interpreting studies, pragmatic accuracy refers to the pragmatic approach to understanding the

accuracy of interpreting. As defined by Hale (2007), a pragmatically accurate interpretation is

“to render the meaning of the utterance at the discourse level, taking into account the pragmatic
dimension of language, transferring the intention behind the utterance and attempting to produce
a similar reaction in the listeners in response to such utterance, as the original would have...by
taking into account the lexical, grammatical, syntactic, and possible cross-cultural differences

across the two languages (p.42).”

In this research, the definition of pragmatic accuracy is adopted to analyse pragmatic difficulties in
interpreting the manner of speech by practitioners. To address this research aim, it is important to
first comprehend the notion of pragmatic failures. According to Thomas (1983), pragmatic
competence refers to ‘the ability to use language effectively in order to achieve a specific purpose
and to understand language in context” (p.92). Pragmatic failure is ‘the inability to understand ‘what
is mean by what is said’ (ibid). It can be further organised into two types of failure: pragmalinguistic
and sociopragmatic failure. The pragmalinguistic failure refers to the situation when ‘speech act
strategies are inappropriately transferred from L1 to L2’ (p.99), whereas the sociopragmatic failure

refers to ‘social conditions placed on language in use’ (ibid). The former deals with the inappropriate
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use of linguistic forms and is considered relatively easy to overcome. For example, in Mandarin
Chinese, the second person pronoun “ni”” would not be considered impolite when used among close
friends, whereas in former addresses to people with higher status “nin” is used as a more
pragmatically appropriate marker of politeness. The shifting politeness may also imply the speaker’s
attitude or respect for the listener, as an indicator of power dynamics in social interactions. The latter
results from a lack of sociocultural knowledge and cross-culturally different perceptions of what
constitutes appropriate linguistic behaviour. It has been found that these pragmatic failures may
induce situations in which ‘the hearer perceives the force of the speaker’s utterances as other than the
speaker intended’ (Jaworski, 1994, p.42). Therefore, it is paramount for interpreters to aim for

pragmatic accuracy and overcome these barriers.

In interpreting studies, pragmalinguistic failure occurs when the words and expressions are
transferred without considering the original pragmatic meaning. Searle and Vanderveken (1985)'s
proposal of illocutionary act, which underscores seven different elements in the composition of
illocutionary acts: 'preparatory conditions, the mode of achievement of its illocutionary point, the

degree of strength, its propositional content, its sincerity, and the degree of strength of sincerity'
(p.20).

Based on the illocutionary speech act model above, this research concentrates on the illocutionary
point and the force in the analysis of the interpreted manner of speech by professional court
interpreters in remote settings. Since the focus of this research is the way Australia-based professional
interpreters interpret the manner of speech in court, it is deemed necessary to distinguish the practice
of practitioners from that of non-professionals such as trainee interpreters or bilingual aides. As
professional interpreters, bound by code of ethics, they are expected to interpret everything that has
been said in the courtroom, including the propositional content and the manner. The following section

discusses the concept of accuracy codified in the interpreting protocols and recommended guidelines.

3.2 Pragmatic Accuracy and Professional Guideline

Despite the calls for recognition of the complex nature of accuracy in highly specialised court
interpreting activities (Christensen, 2008), ‘the need to raise the bar for professional court interpreters
as specialised experts has been widely advocated among the interpreting research community for the
benefits of both the service users and providers’ (Hale, 2020, p.485). Like many professionals,
interpreters are expected to comply with a certain set of protocols in order to adequately perform their
professional duties up to the highest possible standard. In Australia, the latest version of the Australian
Institute of Interpreters and Translators (AUSIT) Code of Conduct (2012) reflects the growing
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acknowledgment of pragmatic accuracy in the expected and accepted professional interpreting
practice. To begin with, the prerequisite to becoming a professional court interpreter is a high level
of bilingual competence, which basically requires practitioners to ‘develop a native or near-native

level of competence in at least two languages in a variety of genres and registers’ (Hale, 2020, p.489).

As the AUSIT Code of Conduct (2012) stipulates,

“In order to practise, interpreters and translators need to have particular levels of expertise for
particular types of work. Those who work with interpreters and translators are entitled to expect
that they are working with appropriately qualified practitioners. Practitioners always represent
their credentials honestly. Where formal training or accreditation is not available (e.g. in less
frequently used language combinations and new and emerging languages), practitioners have an
obligation to increase and maintain skills through their own professional development or request

employers, agencies or institutions to provide it (p.5).”

To be more exact, in interpreting in the courtroom, practitioners should be familiar with the varied
court-related contexts, the court system and its institutional structures, legal terminology, and
genres of the areas in the court assignments they accept (see Clause 3.2 Competence, AUSIT
Code of Conduct, 2012, p.9). In addition, if they find the competence required by an assignment
is beyond their expertise, they are expected to inform the client(s) immediately and work to
resolve the situation by either withdrawing from the assignment or following another acceptable
strategy (see Clause 3.4 Competence, AUSIT Code of Conduct, 2012, p.9).

In addition, the Code also expects a high level of accuracy, which requires interpreters to use their
best professional judgement in remaining faithful at all times to the meaning of texts and messages.
As stated in the Code of Conduct,

“(professional interpreters) should provide accurate renditions of the source utterance or text in
the target language. In this case, accurate means (1) optimal and complete; (2) without distortion
or omission; (3) preserving the content and intent of the source message or text (see Accuracy
Principle, AUSIT Code of Conduct, 2012, p.5).”

To be more specific, interpreting practitioners should be able to provide an accurate and complete
rendition of the source message using the skills and understanding they have acquired through
training and education (see Clause 5.1), not adding to, altering, or omitting anything from the content
and intent of the source message (see Clause 5.2). In case of any interpreting mistakes, professional

interpreters are expected to acknowledge and promptly rectify these mistakes (see Clause 5.3) and
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ask for clarification, rephrasing, repetition, or explanation if anything is unclear where circumstances

permit (see Clause 5.4, p.10).

In summary, interpreters should relay accurately and completely everything that is communicated to
ensure the same access to all that is said or signed by all parties involved in the trial (see Int2), use
the first person (see Int3), maintain the emotions of the speakers and not soften or enhance the force
of messages conveyed or language used in courts, including maintaining incoherence, hesitations,
and unclear statements (see Int4), and conveying in the exact same manner as presented (see Int5,
p.14).

2.4 Accuracy of Interpreting in Remote Settings

Since the covid-19 has been declared a global pandemic by the World Health Organisation, the use
of remote interpreting has been accelerated. According to Braun (2015), remote interpreting refers to
‘the use of communication technologies to gain access to an interpreter in another room, building,
town, city or country’ (p.352). As discussed above, the accuracy of interpreting cannot be independent
of the setting where the interpreting activities take place and the mode of interpreting. The above
literature review mostly addressed on-site interpreting. In the context of remote interpreting,
interpreters are also expected to provide adequate interpreting by understanding the purposes of the
use of these technologies and the way in which these technologies shape communication in
accordance with any institutional protocols or requirements (Int13, AUSIT Code of Conduct, p.15)
and familiarising themselves with the use of technology, including telephone, video and internet
interpreting, and diverse recording/transmitting devices (AUSIT Remote Video Interpreting
Protocols, p.3). In addition, interpreters are also expected to act professionally at all times during the
meeting. They should interpret everything being said and, when interpreting via platforms with visual
input, use the ‘raise hand’ function or write a comment on the chat board while seeking clarification,
ask for repetition, or report any technical issue (p.5). These recommendations are also mirrored in the
telephone interpreting protocols (see AUSIT Telephone Interpreting Protocols, p.1-2). This section
deals with the meaning of accuracy concerning the visual access to the speakers and the proceedings.

2.4.1 Audio-Only Interpreting
A few survey-based studies (e.g. Rosenberg, 2007; Wadensjo, 1999) have compared telephone

interpreting with face-to-face mode by conducting small samples of discourse analyses of interpreting
performance. Findings have revealed several difficulties that interpreters encounter while interpreting
with audio-only access. For example, Ko (2006) studied the perceived fatigue and stress level in
relation to the attention span in prolonged sessions of telephone interpreting over four weeks. The
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same study also indicated improved performance related to the familiarity and experience of
interpreting via telephone. In another study, Rosenberg (2007) assessed the performance of
interpreting via the telephone in medical and business settings in the United States over a period of
14 months. The findings have identified factors such as the lack of briefing and introduction, the lack
of visual cues, poor sound conditions, and the interpreter’s shift to third-person pronouns at times for
clarification purposes. The lack of visual access in telephone interpreting is also reflected by Lee
(2007), which analysed the profiles of twenty Korean interpreters in Australia based on telephone
surveys and highlighted that the lack of visual cues and contextual information may affect the quality
of interpreting over the telephone.

2.4.2 Audiovisual Interpreting

With the limitations of telephone interpreting in mind, video remote interpreting has the added benefit
of making some visual cues available to the parties. Existing research (e.g. Braun, 2018, 2020; Hale
et al., 2022; Seeber et al., 2019) has shown that performance improves with the addition of visual
input. However, other studies such as Skinner et al. (2018) pinpointed the undecided impact of lack
of presence on the accuracy of interpretations in different modalities, as discrepencies exist between
subjective ratings of performance and actual interpreting performance, weighted against the benefits

of practice and experience.

Apart from the benefits and shortcomings of audio-only and audiovisual remote interpreting, studies
also reveal no significant difference between these two conditions of visual access. Roziner &
Shlesinger (2010) revealed no significant differences between the objective assessments and
subjective assessments of the accuracy of two conditions of remote interpreting performed by 36

conference interpreters working in official European languages in remote settings.

In summary, a consensus has not been reached on which condition of remote interpreting is more
favourable. Those who endorse the presence of visual cues in remote interpreting (e.g. Hale et al.,
2022) argue that the optimal conditions in which the existing studies on remote interpreting were
conducted do not simulate working conditions in domestic legal settings. They contend that domestic
settings are less likely to enable such working conditions. In domestic settings such as courts,
interpreters work alone and operate mostly in dialogic or monologic settings. The complexity of the
dialogic nature of courtroom interactions challenges the interpreters’ ability to render the content
accurately and the manner of utterances, compounded by the absence of visual cues in the remote

options.
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2.5 Summary

This article has briefly reviewed relevant literature in the field of court interpreting and forensic
linguistics, particularly focusing on the issue of pragmalinguistic accuracy in remote settings. It first
explored the concept of interpreting accuracy in general and in courtroom settings. In this section,
possible explanations for pragmatic failures were provided, and the subsequent need for pragmatic
accuracy of both content and manner was highlighted. Then the article moves on to the theoretical
framework and professional guidelines for pragmalinguistic accuracy. This section first outlined the
pragmatics with a special focus on the speech acts theory developed by Austin (1975) and Searle
(1976). Then it discussed the components of the illocutionary acts framework proposed by Searle and
Vanderveken (1985) and argued for the significance of pragmalinguistic accuracy in highly
specialised court interpreting. Lastly, this article concentrated on the scholarly debates on the
accuracy of interpreting in technology-enabled remote settings. With the increase in the use of
videoconferencing technologies and virtual hearings, the issue of accuracy is of paramount
importance. Given its significance, literature on achieving accuracy was reviewed, drawing on the
strengths and limitations of visual access to the speaker and proceedings. However, due to the aim
and scope of this article, only a few selected studies that were published recently were critically
reviewed. Further discussions are needed to expand the existing scholarly understanding of the
pragmalinguistic accuracy of court interpreting in remote settings. This article intends to inform
pedagogical practice and foster interprofessional collaborations.
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6 Subat depreminde kaybettigimiz Fatma DODURKA ve kiz1 Alara’nin anisina...

Be the Voice of Girls: A different approach to teaching English! Institutes: Be the Voice of
Girls, Turkey and Burlington English, USA

Dodurka, F. & Holtman, C.

Abstract

Imagine a program where you empower yourself by learning English through arts. While learning
English and Arts, you gradually build confidence and take a step to become a global citizen of the
world. All the skills you learn help you become who you are and take leadership roles within your
community as in the example of Ms. Dodurka who is now the coordinator of Be the Voice of Girls.
You might be curious and ask yourself how this is possible! How can you empower one by teaching
English through arts? You know what you are right but there are times when dreams come true! Our
dream came true with the support of RELO, Turkey. Our true story of empowerment turned into a
project called Be the Voice of Girls, which is a success in the country with its second cohort in 2022-
2023. This article will tell you more about our story and help us show this miracle of Applied

Linguistics and how we want to scale it up.

Keywords: English, arts, empower, leadership, confidence.

BE THE VOICE OF GIRLS
Welcome to Be the Voice of Girls: A different approach to teaching English.

This is the true story of Be the Voice of Girls. Let us introduce the team and tell you the whole story:
Fatma Dodurka: ESL teacher, Founder of Be the Voice of Girls

Carl Holtman: Co-founder of Be the Voice of Girls,
Higher Education and assessment specialist at Burlington English

Alara (Deniz) Dodurka: Peer support and assistant at Be the Voice of Girls
A fine arts student with a rich portfolio in English and Arts
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The birth of Be the Voice of Girls!

It all started with Fatma Dodurka’s daughter, Alara Deniz. When Ms. Dodurka became a mom, she
and her husband decided to raise the baby as bilingual in English and Turkish. Having recently
finished her graduate studies in Boston, Ms. Dodurka got in touch with her professors and fellow
teachers from the Simmons College community to get advice on teaching English to her baby. They
sent her books and CDs to use; however, there wasn't much to use for teaching English to babies at
the time. So, she started making her own materials and developing her own methodology. While
growing up, Alara Deniz started showing interest and ability in various art forms. The family started
enjoying art everywhere while also practicing Turkish and English naturally. Then Russian came to
the scene, and the family followed the same approach for her to learn Russian. They hired Russian-
speaking teachers and volunteers to teach their daughter. Bingo! In a few months, Alara Deniz started
not only speaking but also reading and writing in Russian. This art and English approach helped Ms.
Dodurka make an impact on her teaching career, and she started to grab attention from various

platforms.

How did this come to life?

This is when dreams come true, thanks to the U.S. Embassy and the Regional English Language
Officer (RELO) in Turkey! Upon submitting a successful proposal, the initial Be the Voice of Girls
started in Iskenderun, Turkey. It aimed at fostering ties between the U.S. and Turkey by teaching
English through arts to twenty girls from various cultural and linguistic backgrounds. It was a 36-

week program that offered in-person and virtual sessions with various learning activities and events.

What made us successful?

It is the magic of English and arts that has become the true spirit of this program.

Combining English and Art allows us to create mixed-ability groups that generally might not be
together if we focused on only one aspect (i.e., only English or only Art). For example, in the initial
group, we had some very beginning level English ability girls in our group, yet they had massive art
talent. Those girls were able to express themselves artistically (being the voice through art) while also
improving their English skills by being exposed to others who were more advanced linguistically.
Likewise, girls who were not the most artistically inclined were able to be the voice through their
English abilities (storytelling, etc.), so together we made the group stronger by the end of the 36-week

project.
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To make this work, we built a unique approach where we integrated various types of arts, U.S. culture
and life in addition to spoken English. These three parts have become the essential components of the

program.

First of all, the girls were exposed to different types of arts, from storytelling to food art, from
journalism to handcrafts and many more, which helped the girls gradually build confidence and
helped them become who they are now. For example, while doing art of the interview and journalism,
we organized an event called ** Ask the Mayor!!!” Here the girls had the chance to ask questions to
the mayor of Iskenderun. In this particular event, they asked smart questions and made comments
with confidence with the skills they had gained during the art of journalism. Another example would
be the podcasts and picture stories at storytelling. And how could we skip the food workshops by
well-known chefs and the food art presentations by the participants? Each unit with a unique art focus
just made learning fun and engaging.

Learning about life and culture in the U.S. from Andrew McCrea, an American who has rich
experience as the director of the American Countryside radio show, made a huge impact on the
learners because they could ask and interact with the host and get answers right away. Sharing real
stories simply made learning more fun and more realistic. They enjoyed learning in an interactive

way.

Taking on the challenge to teach spoken English, Ms. Dodurka built her own lesson plans, which
included role-plays, dialogues, mini podcasts, workshops, acting and many more practice-based
activities. Offering hands on learning activities and interactive games kept the learners engaged and
improved the quality of learning. Doing classes in real venues to practice English provided
unforgettable experiences. For example, going to a café, visiting an art center, visiting a museum, art
of design at the riding club, and workshops at a professional kitchen just to name a few.

On top of that, partnering with a U.S.-based English school, All Ears English, to teach American
slang and phrases made learning English more engaging. As is seen, Real Life Real English made a
difference!

The other side of success is the teacher. A strong curriculum would not be complete without a
dedicated teacher. Having obtained a Master of Art in TESOL and completed her internships at K-12
public schools in the U.S., Ms. Dodurka was familiar with language and arts. Having been inspired

by her daughter‘s diverse art skills, she just added new methods to her way of teaching and improved
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herself while developing a language through arts curriculum. A teacher with the love of language and

arts is the one that can make a difference in this program.

Outcomes

Before | tell you how we plan to develop the capacity of the program for the second cohort, | would
like to focus on the outcomes.

Our findings show that participants improved their English language skills, in particular spoken
English skills. They gained confidence in speaking English, which in turn improved their self-esteem.
The keyword repeatedly used in the testimonials was ‘confidence.” By learning English through arts,
they actually overcame the fear of speaking English. It is great to see that the participants empowered
themselves by learning English and various art forms. English through arts is a fun way to learn!
Findings also note that BVG has rich effects both socially and emotionally on the participants. First
of all, they made new friends just like them who have an interest in English and the arts. They had
dreamed of a new community of friends, and now they had it. They enjoyed coming to the sessions.
We always had high attendance rates. BVG offered group work activities, which are less likely to be
offered at schools. As like-minded peers, they took advantage of learning with and from each other
and enjoying the company and joint work. They were happy because they achieved things together.
Because they started socializing at BVG, they also became more sociable at school and took

leadership roles in classes where they could display what they learned during BVG classes.

Adding to the social outcomes, we heard the participants say that they are not afraid or scared to talk
or speak up. As a matter of fact, they want to be the voice of girls wherever they are and take it to
their community to support the future of BVG. We hope to build upon this and start an alumni network

that will create a platform for our graduates.
What comes next?

Now it is time to scale this up. What do we plan to do to turn this into a program that can be used for

future generations?

First of all, we have a new, state-of-the-art testing system supported by one of our partner institutes.
For us, testing is not just a one-time thing. It is part of the learning process. We believe monitoring

progress makes a difference in learning.
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As bookworms, we are updating our competitive book club. Our new club will be run by a partner
institute specializing in book clubs. There will be virtual lessons once a week to support live

storytelling, reading comprehension, and discussions in addition to in-person book review sessions.

While revising our curriculum with its major components, we plan to design a manual so that our

lessons can be done anywhere worldwide.

Having seen that an energetic teacher is key to making the curriculum stronger, we are looking for
excited teachers who would like to be our ambassadors within their regions. By building a network

of teachers, we hope to offer BVG everywhere possible.

Remarks

This unique program translates the vision of a right to quality education with language and arts at its

core into reality.

With its rich outcomes and ongoing impact in the region, it has come to prove once again that
language is a power, a power to communicate, and arts is an excellent way to promote self-expression.
Given the proven success of English and arts, Be the Voice of Girls must enable the global youth to

speak up and strive to ensure lifelong learning for all!
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Biligsel Dilbilimi A¢isindan Metonimi: Tiirkce ve Japonca Dilleri Acisindan Kisa Bir

Inceleme

Tiirkan OZKAN!
Ozet

Bu calismada bilissel dilbilim ag¢isindan metoniminin anlami ve tanimlari, unsurlari, metafor ile olan farklar1 lizerinde

durulmaktadir. Ayrica hangi amaglar i¢in kullanildigina kisaca deginilmekte ve daha sonra tiirleri tanitilmaktadir. Son

olarak, kimi 6rnekler tizerinden Japonca ve Tiirkge dilleri metonimik yapilanma bakimindan karsilastiriimaktadir.
Anahtar Kelimeler: biligsel dilbilim, metonimi, metafor, metonimi tiirleri, Japonca ve Tiirk¢e dillerinde

metonimiler.
Giris

Metafor ve metonimi?, bilissel dilbilimin en 6nemli konularindandir. Metafor kadar tizerinde
calisilmamis olsa da metonimiyle ilgili literatiir a¢ig1 son yillarda giderek kapanmaktadir.® Bu
egilimin bir nedeni, genellikle birlikte ele alinan bu iki kavram arasinda, artik daha belirgin bir ayrim
¢izilmesi ve bunun sonucunda metoniminin, metafordan bagimsiz bir bi¢imde ele alinmaya baslamis
olmasidir.

Tanimlamalar ve Metonimi ile Metafor Arasindaki Farklar

Metonimi, kavramsal bir varligin diger bir kavramsal varliga zihinsel erisimini saglayan bir
biligsel ve dilbilgisel bir siirectir.* Baska bir ifadeyle, bir kavrami anlatmak i¢in bagka bir kavrama
basvurulmasina dayanan bir siirectir. Bu kavramlardan ilkine ‘referans noktasi’ ya da ‘arag’,
ikincisine ‘kastedilen nokta’ ya da ‘hedef” denmektedir. Burada 6nemli olan husus, iki kavramsal

fenomen arasindaki iligkinin niteligidir.

.1 Ankara Universitesi Dil ve Tarih-Cografya Fakiiltesi, Japon Dili ve Edebiyat: Boliimii, Lisans Ogrencisi; BAIBU, Uluslararasi
Iliskiler, Arastirma Gorevlisi-Tiirkiye.

2 Metonimi kavrami yerine Tiirkcede ‘diiz degismece’, ‘ad aktarmas1® ve ‘mecazi miirsel” gibi farkli ifadeler
kullanilmaktadir. Ote yandan, yabanci dillerde ‘metonymy’, ‘metonym’ ve ‘metonymies’ ifadelerinin kullanildiginm
gormek miimkiin. Biligsel dilbilimde genel kullanim ‘metonymy’ oldugu i¢in bu ¢alismada onun ¢evirisi olarak
‘metonimi’ ifadesi tercih edilmistir.

% Metonimi konusundaki kuramsal ¢alismalarin kisa bir incelemesi igin bkz. Jeannette Littlemore (2015). Metonymy:
Hidden shortcuts in language, thought and communication (s. 42-65). Cambridge Univ. Press.

“# Ronald W. Langacker (1993). Reference-point constructions. Cognitive linguistics, 4(1), s. 30.
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Yakinhk Iliskisi

Metaforda farkli nesne ve kavramlar karsilastirilip aralarinda bir iligki tesis edilirken
metonimide daha yakin bir iligki, bitisiklik iligkisi bulunmaktadir.! Metafor benzerlige dayanmaktadir
ve bir seyi digeri yoluyla anlama siirecidir. Metonimi ise yakinliga dayanir. Bir varligin bilinen
gonderimi yerine, onunla ilgili baska bir seye gonderimde bulunulmasi siirecidir.? Metonimi
kavramlar arasinda dogrudan baglantilar igcerdiginden, metaforun sembolizminden ayrilir ve
gerceklikle dogrudan iligkilidir.> Bu nedenle metonimi, metafordan daha dogal goriiniir.*
Ortak Bilissel Alan ya da Idealize Edilmis Bilissel Model

Metonimide kullanilan her iki kavramsal fenomenin (hedef ve arag) Sekil 1’de gosterildigi
lizere, ayni kiiltiirel ve anlamsal temele dayanan bir biligsel alanda ya idealize edilmis biligsel
modelde® ya da ortak deneysel alanda® yer almas: tizerinde durulmaktadir.”
Sekil 1

Ortak bilissel alan ya da idealize edilmig biligsel model

A B

(referans noktasi/arac) (yakinlik/bitisiklik) (kastedilen varlik/hedef)

! Daha ayrmtili bilgi i¢in bkz. William Croft (1993). The role of domains in the interpretation of metaphors and
metonymies. Cognitive Linguistics, 4(4), s. 347; Peter Koch (1999). Frame and contiguity: On the cognitive bases of
metonymy and certain types of word formation. K.-U. Panther & G. Radden (Eds.), Metonymy in language and thought.
John Benjamins Publishing Company, s. 144-49.

2 George Lakoff ve Mark Johnson (1980). Metaphors we live by. Chicago University Press, s. 5 ve s. 18.

SAKk.,s. 39.

4 Bununla birlikte metafor ve metoniminin i¢ i¢e gectigi yapilar ve kavramlarla ¢cok sik karsilasilabilmektedir. Nitekim
Goossens bunun i¢in ayr1 bir kavram gelistirip ‘metaftonimi’ demistir ve bu yap1 da ‘metaforik temelli metonimi’ ve
‘metonimi temelli metafor’ olarak ikiye ayrilabilir. Bkz. Louis Goossens (1990). Metaphonymy: the interaction of
metaphor and metonymy in expressions for linguistic action. Cognitive Linguistics, 1(3), s. 323-340’tan aktaran Gonca
Varoglu (2016). “Hara”, “kokoro”, “mune” sozciikleriyle olusturulan Japonca deyimlerde metaforik ve metonimik
yapilanma [Yaymlanmamis Doktora Tezi]. Ankara Universitesi Sosyal Bilimler Enstitiisii, s. 71-72.

> Kavram Ve tiirleri i¢in bkz. George Lakoff (1987). Women, fire and dangerous things: What categories reveal about
the mind. The University of Chicago Press.

& William Croft (2002). The role of domains in the interpretation of metaphors and metonymies. R. Dirven & R. Porings
(Eds.), Metaphor and metonymy in comparison and contrast (s. 161-205). Mouton de Gruyter; Antonio Barcelona
(2002). Clarifying and applying the notions of metaphor and metonymy within cognitive linguistics: An update. R.
Dirven & R. Porings (Eds.), Metaphor and metonymy in comparison and contrast (s. 207-278). Mouton de Gruyter.

7 Giinter Radden ve Zoltan Kdvecses (2007). Towards a theory of metonymy. V. Evans, B. K. Bergen & J. Zinken
(Eds.), The cognitive linguistics reader, Equinox, s. 336-7.
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Ornegin, arabanin gesitli parcalarindan, araba siirmek i¢in gerekli nitelikler ve kurallar toplamindan,
araba yollariyla ilgili tiirlerden, ¢esitli araba modelleri ve onlar1 ¢evreleyen kiiltiirden ya da insan
tipolojisinden, arabalara alternatif ulasim vasitalarindan olusan bir biitiin, yani arabalarla ilgili olarak
idealize edilmis biligsel bir model olusturulabilir. Buradan hareketle de arabalar ve yakin iligki
icerisinde oldugu diger kavramlar arasinda metonimik bir iliski kurulabilmektedir.
Kavramsal Bir Yapiya Sahip Olma

Tanimdaki bir diger husus olan metoniminin kavramsal bir yapiya sahip olmasinin anlami ise
metoniminin insan deneyimine dayandiginin, giinliik yasamdaki diisiinme bigimini etkilediginin,
genel ve sistematik ilkelere tabi oldugu ve insanlarin diisiince ve eylemlerini bigimlendirdiginin kabul
edilmesidir.*
Ara¢ Kavram (A) ve Hedef Kavram (B) Toplamindan Olusma

Metoniminin tanimlanmast konusunda vurgulanmasi gereken son bir husus, bu biligsel
diizenegin birbiri yerine kullanilan iki kavramdan ibaret olmayip onun 6tesinde bir iliski kurdugudur. ?
Baska bir ifadeyle, ara¢ kavrami(A), hedef kavramin(B) yerine kullanilan, ona biligsel olarak
ulasildiginda ortadan kalkan bir muadil degildir. Bunun yerine metonimik iliski, ara¢ kavram (A) ve
hedef kavram (B) toplamindan olusan bir iligkidir ve yerine ge¢me ya da birbirini ortadan kaldirma
s6z konusu degildir.3

Metoniminin Kullanilma Amacglari

Metonimide temel amag, daha karmasik ya da soyut bir kavramin daha basit ya da somut bir

kavrama basvurularak anlatilmasidir. Bir bilgi yiginindan, 6nemli goriilen bir kismi1 vurgulayarak ya

da 6ne ¢ikararak geri kalan kismi arka planda tutmak i¢in de metonimiden yararlanilabilmektedir.

1Ak, s. 335.

2 Metoniminin sozliiklerdeki anlamma bakildiginda, baska bir ifadeyle geleneksel anlaminda, arag ve hedef arasinda bir yer
degisimi ve yerine gegme iliskisi varsayilmaktadir. Bkz. 6rn. Tirk Dil Kurumu. (t.y.). Mecazimiirsel. Tiirk Dil Kurumu
Sozliikleri. Erigim tarihi 18.01.2022, https://sozluk.gov.tr/; Glossary of Linguistic Terms. (t.y.) Metonymy. SIL Glossary
of Linguistic Terms. Erisim tarihi 18.01.2022, https://glossary.sil.org/term/metonymy. Oysa bilissel dilbilimdeki son
caligmalar bunun dogru olmadigini gostermeye yonelmistir.

% Radden ve Kovecses, a.g.m.
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Ayrica anaforik bir gonderme (artgénderim) vasitasiyla bagiti kurulmasi ve tutarlilik/mantiksal
uyum saglanmasi da metoniminin kullamlma amaglarindandir.® Ornegin, asagidaki ii¢ ciimle arasinda
tutarlilik olusturacak, metonimik bir neden-sonug iliskisi ortaya koyacak sekilde anlasildiginda anlam
ifade etmektedir.

A kral olmayi istemistir.

A beklemekten yorulmustur.

A arsenik zehrinin ise yarayacagini diistinmiistiir.

(Kral olmayi isteyen ancak beklemekten yorulan A, zehir igerek intihar etmistir.)

Metin digindaki kompleks bilgiye yapilan gdndermeler, kiigiik bir grubun kendine 6zgii diline
yapilan gondermeler, dolayli anlatim ve nezaket katmak icin kibar bir anlatim; bunlarin sonucunda
da ortak bir bilgi paylasimma dayali séylem topluluklar1 kurmak ve iligki gelistirmek, metonimi
kullanmanin diger amaglaridir.?

Metonimi Tiirleri

Metoniminin kullanimina birgok amag eslik etmektedir ve bunlar metoniminin islevlerini
belirlemektedir. Buradan hareketle de metonimi bir¢ok farkli tiire ayrilmaktadir. Bu taksonomilerden
en bilineni, Lakoff ve Johnson’in simiflandirmasina gore, metonimi ¢esitli iligkiler iizerinden
kurulmaktadir:3

“Biitiin yerine Par¢a®: Projede bazi iyi beyinlere ihtiyacimiz var. (Bedenin bir pargasina
isaret edilerek aslinda tiim beden, yani insanlar kastedilmektedir.)

Uriin yerine Uretici: (O) bir Ford ald1. (Alinan arabanin iireticisine basvurarak alinan araba

kastedilmektedir.)

1 Ayrintili bilgi i¢in bkz. Littlemore, s. 75-81.

2 Ayrmnt1l bilgi ve metoniminin iletisim alanmindaki islevleri igin bkz. a.k., s. 65-123.

3 Lakoff ve Johnson, a.g.k., s. 38-39.

4 Parca-biitiin iliskisine dayali metonimi tiiriine ‘sinekdok’ da denmekte ve bu konuyu, metafor ve metonimiyle birlikte
mecaz anlatimin ti¢iincii bir unsuru olarak degerlendiren gorisler de bulunmaktadir. Ancak Lakoff ve Johnson’in

sablonu temel alindiginda, parga-biitiin iliskisini metonimi bashiginda gostermek daha uygun diismektedir. Bkz. a.k., s.
36.
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Kullanici yerine Nesne: Saksafon bugiin hasta. (Arag¢ kavram olan nesne, onu kullanan, yani
calan kisi yerine kullanilmaktadir.)

Kontrol edilen yerine Kontrol eden: Ozawa diin gece berbat bir konser verdi. (Orkestrayi
ifade etmek i¢in onu kontrol eden sefe atifta bulunulmaktadir.)

Sorumlu/yetkili insanlar yerine Kurum: Exxon, fiyatlarini tekrar arttirdi. (Bu sirketteki
kisilerin edimi, kurumun kendisine mal edilerek ifade edilmektedir.)

Kurum yerine Mekan: Kremlin, SALT goriismelerinin bir sonraki turunu boykot etmekle
tehdit etti. (Rus yonetimi/hiikiimeti hedef kavrami yerine, onun mekani olan ara¢ kavrama
basvurulmustur.)

Nesne yerine Oz/Materyal: Profesér Maria Lucia Coutinho Colen fildislerini tingirdatt:
(tickle the ivories: piyano tingirdatmak). (Hedef kavram olan piyanoya dogrudan bagvurmak
yerine, dolayli yoldan, yapildig1 malzemeye basvurulmustur.)

Olay yerine Mekdan: Tayland’in baska bir Vietnam olmasina izin vermeyelim. (Hedef
kavram olan bir olay1 (Vietnam savasi) anlatmak i¢in savasin gegtigi mekan (Vietnam), arag
kavram olarak kullanilmaktadir).”

Bu tasnif disinda Radden ve Kovecses’in tasnifi de yaygin kullanilanlardan biri olup genel

planda biitiin ve parga ile parca ve parga ayrimina dayanmaktadir.! Bunlardan ilkinin alt-kategorileri

biitiin yerine parga, tiim Olgek yerine uglar, nesne yerine materyal/6z, tiim olay yerine alt-olay,

kategori yerine kategori iiyesi, kategori yerine belirgin bir 6zellik kullanimi olarak 6rneklenebilir.

Parca ve parca metonimi tiirleri ise sayica daha da ¢oktur. Eylem yerine zaman (dilimi), alg1 yerine

algilanan nesne, neden yerine etki, iiriin yerine iiretici, kontrol edilen yerine kontrol eden, sahiplik

yerine sahip olunan (nesne), igerik yerine kap, meskunlar (yerlesik halk) yerine mekan, onlar1 ifade

eden kavramlar yerine kelimeler, orijinal bi¢cim yerine degistirilmis bicim bunlara 6rnek olarak

gosterilebilir.

! Radden ve Kdvecses, a.g.m.
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Kimi Orneklerle Tiirkce ve J aponcanin Metonimik Yapilanma Bakimindan Karsilastirilmasi

Bu son boliimde, genis kapsamli bir incelemeden ziyade kimi metonimi tiirlerini 6rnekleyen
Japonca ve Tiirk¢e ifadeler lizerinden bir karsilagtirma yapilmastir.

Bicim-Oz/Materyal Tliskisi: $ffl (hagane): Diiz anlam olarak ‘celik’ icin kullanilan hagane,
celikten yapilan kiliglarin da yerine gegmis ve ‘kili¢’ i¢in de kullanilmaya baslamistir. Dolayisiyla
nesnenin yapildigt materyal ya da 6z araciliyla nesnenin kendisi, yani son bi¢imlenmis hali
anlatilmaktadir. Tiirkgede celik ve kili¢ arasinda bdyle bir metonimik iliski olmamakla beraber, buna
benzer bir iligkiyl ‘mermi’ i¢in ‘kursun’ kullaniminda gérmek miimkiindiir: kursun sikmak. Burada
da 0z, bigimi anlatacak sekilde kullanilmaktadir.

Sebep-Sonu¢ Iliskisi: MZ¥ETTAY (mune o na de orosu): Japoncada ‘gogiis’ ve
‘stivazlamak, oksamak’ kelimelerinden olusan bu ifade, ‘rahatlamak’ anlamina gelmektedir.
Rahatlama duygusunun bedende yarattig1r etki tasvir edildiginden, ‘rahatlamak’ ve ‘gdgsiinii
sivazlamak’ arasinda sebep-sonuca dayali metonimik bir iligki kurulmaktadir.! Tirk¢ede bununla
birebir ortiisen bir deyim yoktur ancak ‘i¢i rahatlamak’ deyiminden olusan metaforik bir kullanim
bulunmaktadir.

Nesne-Mekdn Iliskisi ve Mekdn-Kisi Iliskisi: 7 (mikado): Japoncada sayg1 6neki olan ‘mi’
ve ‘kado’ (kapi) kelimelerinden olusan bu kelime, diiz anlam olarak ‘imparatorluk kapilari’ anlamina
gelir. Buradan yakinlik iligkisine dayali olarak ‘imparatorluk mekani’, yani ‘saray’ ve ‘imparator’
anlamlarinda kullanilir. Dolayistyla nesne-mekan ve mekan-kisi iliskisine dayanarak metonimi
kurulmaktadir. Tiirk¢ede buna benzer bir kullanimi ‘Bab-1 Ali’ ifadesine gérmek miimkiindiir.?
Ancak Bab-1 Ali kapisinin, sadaret ve kimi nezaretlerin bahgesine agildigindan, saltanati degil de
‘yliriitme organi’ni ya da ‘hiikiimet’i ifade ettigi belirtilmelidir. Ayrica civarinda yayin organlarinin

bulunmasi nedeniyle, Bab-1 Ali’nin sonradan gazeteler ya da gazeteciler i¢in de kullanildigini

! Gonca Varoglu, a.g.e., s. 279.
2 Basil Hall Chamberlain (2015). A handbook of colloquial Japanese. Cambridge University Press, s. 33.
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belirtmek gerekir.! Boylece mekanin, kisiler (gazeteciler) i¢in kullanildigi metonimik bir iliski de
kurulmustur.

Ol¢cek-Uclar Iliskisi: 3= (enkin): Japoncada ‘uzak’ ve ‘yakin’ kanjilerinden (Cin kokenli
yazi karakterleri) olusan bu ifade, ‘mesafe’ anlamma gelmektedir. Iki farkli ya da zit u¢ kullamlarak
tiim Olcegi ifade edecek sekilde metonimik bir iliski kurularak olusturulmustur. Oysa Tiirk¢ede buna
en yakin olabilecek deyim ’6te beri’, mesafeyle hig ilgisi olmayan bir ifadedir.

Mekin-Olay lliskisi: {85 %# YR /SN B% (Fukushima o kurikaesu/wasureru nal)
‘Fukugima’y1 tekrar etme/unutma!” anlamma gelen bu climledeki mekan, aslinda Mart 2011 tarihinde
gerceklesen ve Japonya’nin en biiyiik depreminin gergeklestigi olayr anlatmaktadir. Dolayisiyla
buradaki mekan metonimik bir yer degistirmeyle belirli bir olaya atifta bulunmaktadir. Tiirk¢cede
mekan-olay iliskisine dayali metonimiler yaygin goriinmektedir (-Soma, y1ldoniimiinde anildi.) ancak
deprem 6rnegi lizerinden gidersek Tiirkiye’deki en yikict depremlerden birinin bir tarihle anildigini
goriiyoruz: ’17 Agustos’u unutma! Buradaki metonimik iligki mekan {iizerinden degil, bir tarih
iizerinden bir olay1 anlatmaktadir. Buna benzer ifadeleri Japoncada da gérmek miimkiindiir. Nitekim
Fukusima depremi ayni zamanda 3.11° (11 Mart) olarak da amilmaktadir®; 3.11° (11 Mart)
Japonya’nin yasadigi en biiyiik depremlerdendir.

Kap-Malzeme Iliskisi: 253k % (hara ga haru) Japoncada ayr1 ayr1 ‘karmn’ ve ‘kaplamak,
yaymak’ sozciikleri, deyim halinde kullanildiginda ‘karnim1 doyurmak’ anlami tagimaktadir. ‘Karin’
ve ‘mide’ arasindaki yakinlik dolayisiyla kap-malzeme metonimik iliskisi kurulmakta; ikinci
asamada ise ‘kaplamak’ ve ‘doymak arasinda’ icinin dolmasi anlaminda metaforik bir iligki
kurulmaktadir.® Dilimizde de ‘karin’ ve ‘mide’ arasinda metonimik bir iliski kurulmaktadir: Karnimi

doyurmak.

1 Bkz. Tiirk Dil Kurumu. (t.y.). Babiali. Tiirk Dil Kurumu Sozliikleri. Erigim tarihi 18.01.2022. https://sozluk.gov.tr
2 Nami Arimitsu (2015). Analyzing the place for the event-type metonymies from the perspective of negative
evaluative factors. Revista Brasileira de Linguistica Aplicada, 15(2), s. 489.

3 Varoglu, a.g.e., s. 94.
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Sonug¢

Metonimi, biligsel dilbilimin temalarindan sadece biridir. Diger temalardan farklilasmasini,
kullanim amaglarin1 ve tiirleri lizerinde yapilan ¢alismalar sayesinde giderek daha yakindan ele
alimmaktadir. Bir dilin gelisimi ve zenginliginin serimlenmesi acisindan oldugu gibi, yabanci dile
yapilan ¢eviriler bakimindan da metoniminin nasil ele alinacagi tizerinde durmak elzemdir.

Biligsel dilbilime gore dil, diinyay1 nasil kavramlastirdigimizla ilgilidir. Dolayisiyla dilin
kullanicilar1 da dilin sekillendirilmesinde etkin rol oynarlar. Bodylece deneyimin nasil
kavramsallastirildigi konusu, dillerin kavramsal sistemlerini de bigimlendirmektedir. Bu husus, belirli
bir dilin gelisimini sekillendirdigi gibi, farkl iki dil arasindaki terciimeler agisindan da gecerlidir.

Bu baglamda Japonca ve Tiirk¢e acisindan iizerinde durulan bazi 6rneklerin de gdsterdigi
iizere, metonimik yapilanmalar her iki dil agisindan da mevcut olmakla, birlikte tam bir ortiisme s6z
konusu degildir. Anadil konusucusu, dilin gelisiminde katkida bulunan diger kisilerle beraber bir
kiiltiirlin i¢inde sekillendiginden dolayi, kendi dili konusundaki metonimik iligkisellikleri dogdugu
giinden beri tanimaya baslar. Ancak yabanci bir dil s6z konusu oldugunda, metonimik ifadeleri,
bunlarin iizerine kuruldugu yakinlik iligkisini tammak i¢in o kiiltiiri tanimak ve tecriibe etmek
gerekmektedir.
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Corpus analysis of word combinations and lexico-grammatical choices in research articles

in Engineering

Buse UZUNER", Assoc. Prof. Dr. Ali Siikrii OZBAY", Tugba CITLAK*

The use of technical terminology in EAP setting offers a significant challenge in terms of lexico-
grammatical aspects of the English language and the efficient use of word combinations in the form
of cluster and N-gram structures. Moreover, academic writing or "article writing" in EAP setting can
be a source of further difficulty for novice graduate students who have not yet been exposed to
structured lexical patterns (special jargon) and the most frequent lexical combinations (word
structures) in their specific fields, which may create a sense of an "inefficient language user profile"
on their parts. Thus, this contrastive corpus-based study investigated the most frequently used specific
terminology with one engineering field (mechanical engineering) and compared it to a larger
framework through a general engineering reference corpus. The study compared a small mechanical
engineering article corpus (MecEnCorp) to the general engineering corpus (GenEngCorp) to find out
various shared lexical properties of a specific engineering field against the larger one. We also aimed
to determine the extent of mutual correspondence between the two corpora in terms of lexico-
grammatical aspects of the defined field. The findings provided useful insights for the future
implementation of EAP classes in university setting in Turkey and elsewhere in the world so that
EAP-based technical vocabulary, frequent collocates, frequent cluster pairs, and various N-gram
groups are sufficiently known and used by EAP writers. The results were discussed along with their
pedagogical implications, and the relevant suggestions/recommendations were made regarding the

successful implementation of future EAP classes in Turkish universities.

Keywords: EAP, corpus, writing, lexical aspects, article
* Karadeniz Technical University, Trabzon, Turkey

1. Introduction

The use of technical terminology in English for Academic Purposes (henceforth EAP) setting
offers a significant challenge in terms of lexico-grammatical aspects of the English language as well
as the efficient use of word combinations in the form of cluster and N-gram structures. Academic
writing or “article writing” in EAP setting can be a source of further difficulty for novice graduate
students who have not yet been exposed to structured lexical patterns (special terminology) as well

as the most frequent lexical combinations (word structures) in their specific fields, which may create
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a sense of an “inefficient language user profile” on their parts. An inadequate understanding of
terminology can be solved with EAP programs tentatively designed (Evans & Green, 2007).
Therefore, EAP offers help to people who learn technical and academic aspects of the English
language related to their disciplines (Gillet, 1996). Since English for Specific Purposes (henceforth
ESP) is inclusive of EAP, the academic needs of students are investigated and included in the
teaching program (Gillet & Wray, 2006; Hyland & Hamp-Lyons, 2002). It provides students with
various language situations related to the disciplines and fields to make them overcome the difficulties
they are encountering in terms of both language and study skills (Storch et al., 2016). Thus, one of
these difficulties can be the use of terminology and collocations that are specifically used in the field.

In this regard, the use of terminology and collocations specific to the field can be seen in
engineering. Moreover, each engineering sub-discipline has a different use of terminology and
language needs (Gholaminejad, 2022). As Hyland and Hamp-Lyons (2002) put it, EAP deals with
the “understanding of the cognitive, social and linguistic demands of specific academic disciplines”
(p. 2); thus, terminology use, and collocations can be the main contributors to this aim to make
engineering students more competent in their academic works and studies. In addition, since most of
the vocabulary used in EAP engineering is technical, engineering students can start learning this
technical vocabulary, collocations, and terminology before learning general English words (Ward,
1999). Through the technical language in engineering, the students can have a sense of belonging to
the discourse community in engineering; therefore, technical phrases should be taught to make
engineering students more competent in their field (Thiruchelvam et al., 2018). Overall, engineering
students can be taught genre-based and discipline-specific vocabulary specifically used in the field to
be more proficient in their academic fields. Furthermore, since every branch of engineering has
specific terminology, it seems that there is a further need for more investigations to be conducted in
the field.

Similarly, engineering students learning English should be introduced to discipline-specific
academic words and word combinations so that they can be more comfortable and professional while
writing in English for academic purposes. Therefore, the studies conducted in this area can make
engineering students aware of the terminology used for EAP in their specific areas. Especially,
different branches of engineering may have partly different terminologies used in English
(Gholaminejad, 2022); thus, students from other branches of engineering can specifically focus on

seeing the nuances, differences, or similarities compared to more general engineering.

As one of the branches of engineering that has special terminology, mechanical engineering
students can see the difference between their terminology and the terminology used in a larger
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framework through general engineering to find out various shared lexical properties of a specific
engineering field against the larger one. Thus, mechanical engineering students can learn technical
vocabularies and collocations specific to their field to make themselves more professional in the field.
However, few studies so far have focused on corpus-based research comparing a branch of
engineering, namely mechanical engineering, to general engineering to examine the lexical properties
they share and the extent of mutual correspondence between them regarding lexico-grammatical

aspects. To that end, the present study attempts to address the following research questions:

1. What are the various shared lexical properties of mechanical engineering corpus against
general engineering corpus?
2. To what extent is there a mutual correspondence between the two corpora in terms of lexico-

grammatical aspects of the defined field?
2. Review of Literature

Although the studies comparing the lexical properties that mechanical engineering and general
engineering have in common are few, there are several other studies focusing on vocabulary teaching
and creating wordlists, especially in ESP and EAP, in the field of engineering (Durovic, 2021; Todd,
2017; Ward, 2009). There are also studies that focused on identifying and teaching technical
vocabulary through corpus-based data-driven learning (Nekrasova-Becker et al., 2019). One of them
was conducted by Otto (2020), who investigated the words that are both an essential part of
engineering and difficult for the students to acquire in addition to the words’ liabilities to use teach
them via data-driven learning. Thus, the researcher selected a civil engineering context and used civil
engineering students’ essays and a professionally written corpus for comparison. It was found that
there were 18 specialized words applying these criteria in the related context. In that sense, he found
the specialized words that are both difficult for civil engineering students and applicable to data-

driven learning activities.

A similar study was conducted by Ward (2007), who examined the technicality of collocations
used in engineering. He used an undergraduate textbook on chemical engineering for creating a
corpus. For comparing this corpus with the other branches of engineering, he selected civil, electrical,
industrial, and mechanical engineering fields. It was seen in this study that complex noun phrases
were common in engineering, and collocations were specialized and specific to the discipline. Thus,
he maintained that the technicality of the phrases can be due to difficultness and specialness of the
collocations to that discipline. In that sense, he suggested a specialized discourse on engineering and
reading programs in EAP.
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Another study conducted by Nekrasova-Beker and Becker (2019) investigated the lexical
bundles by comparing a general engineering corpus with the texts from a teaching material in an
engineering course for ESL, and texts from a teaching material for advanced ESL learners from an
intensive English course. They found the pedagogical materials used in an engineering course were
representative of the general engineering corpus in terms of lexical bundles. In addition, they observed
that the lexical bundles found in the engineering corpora were specific to the course materials that

could be discovered and taught during the courses.

Another study focusing on the language that is used in civil engineering was conducted by
Gilmore and Millar (2018). They investigated a specialized corpus of civil engineering research
articles to find out the words specific to civil engineering and valued for pedagogical reasons. The
words extracted from their corpus were compared to the other wordlists, and they categorized the
keywords extracted from the corpus. The categories were created as (1) commonly used keywords in
general English, (2) commonly used keywords in academic English and the (3) keywords that are not
presented in other wordlists. Moreover, it was found that keywords found in civil engineering sub-
disciplines were heterogeneous. In addition, keywords and word combinations were found and
identified as they were mainly used to imply cause and effect, compare/contrast, quantify, use deixis,

and imply the stance of the writer.

A similar study conducted by Thiruchelvam et al. (2018) investigated the most frequently
used words in introductory engineering textbooks and identified a wordlist for civil engineering and
the language of civil engineering. In that sense, these studies showed the specialized words,
collocations, and clusters to make engineering students aware of the specific use of words according
to their sub-disciplines and made them focus on these collocations to be more competent in academic

purposes.

To focus on the EAP for engineering students, a study conducted by Wood and Appel (2014)
examined the EAP textbook and compared it with the business and engineering textbooks used in the
university for first-year students in terms of multiword construction. According to the comparison,
they found multiword constructions in the textbooks used for the university were rarely presented in
the EAP textbook. Also, the ones that were presented were not put in the pedagogical framework. In
that sense, it can be concluded EAP textbooks should be inclusive in terms of collocation, phrases,

multiword contraction, and words that are all used specifically in the field.

Consequently, several studies focused on creating wordlists that include collocations,

technical vocabulary, and terminology, and on how to teach technical vocabulary, creating
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dictionaries for technical vocabulary, and making engineering students more competent in the field.
However, there is a limited number of studies that investigated the lexical properties of a specific
engineering branch, i.e., mechanical engineering, and general engineering, to find out the extent of
mutual correspondence between the two corpora and various shared lexical properties of a specific

engineering field in terms of collocations, n-grams, and technical words.
3. Data Collection

The method used in this study was designed to be used by EAP instructors to teach specific
vocabulary in their target field such as regenerative braking which is also used as representative data
in this study. Two corpora were used in this study to extract the most up-to-date discipline-based
terminology for EAP/ESP writers in MSc and PhD levels in mechanical engineering to provide a new
dimension for raising their awareness of academic writing in English. The analyses were done using

Sketch Engine and AntConc which are two of the most popular corpus analysis tools.

General Engineering Corpus (GenEngCorp) is a teacher-built discipline-specific corpus. The
corpus contains 1051 texts with collected from different engineering fields such as civil engineering,
computer engineering, industrial engineering, and mechanical engineering (see Table 1). The main
purpose of using the general engineering corpus was to compare the two corpora to establish a sample

list for post-graduate students who have difficulty in their writing.
Table 1

Lexical characteristics of GenEngCorp

Discipline-specific corpora Number of texts Corpus size
Architecture 74 529.222
Biology 174 1.257.046
Civil engineering 46 307.164
Computer engineering 161 1.321.595
Electric-electronic engineering 28 166.487
Food chemistry 10 73.166
Forest management 45 326.779
Geology 12 174.855
Geomatics engineering 30 153.153
Industrial engineering 35 198.622
Landscape architecture 29 198.743
Marine - fishery 60 383.021
Maritime transportation engineering 122 972.029
Mathematics 31 217.307
Mechanical engineering 129 1.224.499
Metallurgy engineering 20 801.114
Urban and regional planning 45 425.391
Total 1051 8.730.193
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Mechanical Engineering Corpus (MecEngCorp) is a genre-specific corpus consisting of
almost 60,000 words from 10 academic articles about Regenerative Braking, which is a sub-field of
mechanical engineering. The regenerative braking field was chosen as a representative for this study
to avoid repetitive data. Furthermore, the purpose of using genre-specific corpus was to establish a

list of salient words in the field for MA and PhD students to improve their academic writing.
Table 2

Breakdown of Mechanical Engineering Corpus

Corpus Sub-field Number of Average length of Total number of
texts texts words
MecEngCorp Regenerative 10 6.252 62.524
braking

Normalized (standardized) frequencies were calculated to compare the two corpora as both
corpora have different sizes and that their raw frequencies do not provide proportional data (Ozbay
& Aydemir, 2016). Raw frequencies can be normalized to per million, per thousand, and the data
were normalized to per ten thousand for this study based on the following formula (McEnery &
Hardie, 2012):

Normalized frequency= (number of occurrences of the word in the whole corpus/size of

corpus) x base of normalization (10,000)
3.1 Lexical Analysis

Lexical analyses were done using Sketch Engine and AntConc interchangeably to detect the
word frequency, n-grams, and genre-based lexical features in mechanical engineering articles. As
Sketch Engine has a word limit (1 million) in its free version, AntConc was also used to compare
both corpora. Frequency lists of verbs and nouns were generated for both General Engineering and
Mechanical Engineering. N-grams for sizes 3 and 4 were analysed to show the most frequent
multiword expressions (MWES) in the target fields. On the other hand, Sketch Engine provided a
keywords function to extract terminology for a specific field. Using the keywords function, which
compares the selected corpus to a reference corpus, in Sketch Engine, terminology lists were
established to identify the special words in the selected corpus. The data gathered from both software
were compared and tabulated in the following parts.
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4. Findings

This study aimed to raise MSc and PhD mechanical engineering students' awareness in
academic writing establishing a genre-specific terminology list based on the articles published in the
mechanical engineering field. General engineering corpus was also used to compare the frequent
verbs, nouns, and multi-word expressions. In the analysis of the corpus data, normalized frequencies

were extracted for comparison to show the possible similarities and differences.
4.1 Analysis of the most frequent verbs

Table 3 shows the first ten most frequent verbs in MecEngCorp and GenEngCorp. These verbs
may also occur in both corpora. It is seen that verbs such as brake and drive are the most frequent
verbs used in mechanical engineering articles; on the other hand, the base is the only verb common

in both corpora.
Table 3

A contrastive corpus analysis of top-frequency verbs (MechEngCorp /GenEngCorp)

Mechanical engineering f General engineering f
Brake 214.67 Cid 120.21
Drive 18.65 Increase 5.92
Base 13.26 Base 5.41
Improve 11.64 Obtain 4.58
Propose 11.26 Compare 4.03
Accord 9.01 Develop 3.78
Design 7.26 Reduce 3.28
Compare 6.38 Propose 3.16
Charge 6 Determine 3.05
Calculate 6 Define 2.96

4.2 Analysis of the most frequent nouns

As shown in Table 4, in the first ten most frequent nouns in both corpora, it is seen that energy
has the highest normalized frequency (nf=102,14 per ten thousand) in MecEngCorp while the model
has the highest value (nf=14,61 per ten thousand) in GenEngCorp. An observation of the table reveals

that energy and system are found the only common nouns in the two corpora.
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Table 4

A contrastive corpus analysis of top frequency nouns (MechEngCorp /GenEngCorp)

Mechanical engineering f General engineering f
Energy 102.14 Model 14.61
Vehicle 90.87 Study 11.88
Strategy 69.97 Energy 11.76
Control 56.45 Datum 10.84
Torque 54.2 Value 9.84
Brake 51.19 Building 9.68
Motor 50.82 Analysis 9.63
Force 49.94 Result 9.51
System 38.30 System 9.30
Wheel 37.8 Design 8.87

4.3 N-gram analysis

Normalized frequencies for 3 and 4-grams were calculated in order to compare their usage
patterns in the two corpora. In Table 5 below, it is seen that regenerative braking has the highest
normalized frequency value in mechanical engineering. The relative richness in the use of 3-grams in
MecEngCorp may be given to the fact that mechanical engineering articles used in this study have

more tendency to use multiword expressions.

Table 5

N-Gram Analysis (3) (MechEngCorp /GenEngCorp)

Mechanical engineering f General engineering f
The regenerative braking 13.14  Heating energy consumption 0.42
Front and rear 12.01  The heat transfer 0.38
Braking force distribution 9.01 Wind power capacity 0.31
Regenerative braking system 6.75 The physical environment 0.27
Regenerative braking control 6 Heating and cooling 0.27
Braking control strategy 5.13 Wind power generation 0.25
Braking energy recovery 5.13 The studied plutons 0.25
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Regenerative braking force 4.75 Heat transfer enhancement 0.25
Energy consumption of 4.50 The equalizing variable 0.24
Regenerative braking torque 4.13 The building envelope 0.23

The seemingly rare use of 4-grams in GenEngCorp points out that mechanical engineering
articles prefer using such multi-word expressions which may also contribute to MSc and PhD students
while transferring such word combinations into their articles. An examination of Table 6 indicates
that the greatest occurrence happens with the front and rear and front and rear wheels which

relatively have the normalized frequency of 7,38 and 5,63 per ten thousand.
Table 6

N-Gram Analysis (4) (MechEngCorp /GenEngCorp)

Mechanical engineering f General engineering f
The front and rear 7.38 Heating energy consumption of 0.17
Front and rear wheels 5.63 Value of residential properties 0.13
Regenerative braking control strategy 4  Vision for the waterfront 0.12
The regenerative braking force 3.12 Buildings from the construction 0.11
Consumption of a vehicle 3 The spatial distribution of 0.11
The baseline control strategy 2.62 Human and organizational factors 0.11
The braking force distribution 2.50 Annual heating energy consumption 0.11
The energy consumption of 2.37 Agility and perceived price 0.11
The regenerative braking system 1.75 Staggered block buildings from 0.11
Braking and hydraulic braking 1.75 Role of corporate agility 0.1

4.4 Extracting terminology lists

Sketch Engine provides a keyword and term extraction function which compares two corpora
to extract what is unique in a corpus rather than the reference corpus. In the analysis that follows (see
Table 7), especially MecEngCorp provided the backdrop against using single and multi-word
expressions belonging to the regenerative brake field in article writing.
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Table 7

Terminology List of MechEngCorp (Regenerative Braking) and GenEngCorp

MechEngCorp GenEngCorp

Single-words Multi-words Single-words Multi-words
Brake Regenerative brake Building Service quality
Regenerative Braking force Activity Wind power
Torque Electric vehicle Rock Heat transfer
Axle Braking torque Food Volcanic rock
Downshifting Braking system Waterfront Urban design
Pedal Hydraulic brake Resveratrol Safety culture
Deceleration Rear heel Site Eastern pontides
Rear Braking force Distribution Solar Suspended sediment
Wheel Driving cycle Zircon Renewable energy
Accumulator Braking control Transport Trace element

5. Discussion

This study focused on the most frequently used lexical combinations with mechanical
engineering articles. These combinations were compared to a larger reference corpus (general
engineering corpus) of about one million words. The main purpose of the comparison was to find out
the mutual correspondence between the two corpora and the use of specific terminology in mechanical

engineering which contributes to MSc and PhD students' academic papers in a positive way.

The findings of this study revealed that technical words may not always be common in all
engineering fields. Hsu (2014) also stated that knowing technical words belonging to the general
engineering fields might be irrelevant for any engineering student in a specific field. In this study,
Table 7 showed the terminology lists for mechanical engineering and general engineering
departments. For example, torque and braking force were found unique to the mechanical engineering
field when compared to the general engineering corpus. Knowing the genre-based most frequent word
families is likely to contribute to MSc and PhD engineering students' academic writing quality. As a
result, they might not need to spend extra time learning unnecessary words which are no longer their
priority (Coxhead, 2000).

Coxhead and Hirsh (2007) highlighted the efficiency of using a specific vocabulary in a
specific context as it served the students’ needs. Frequency tables created in this study revealed that
discipline specific word choices may increase the communicative aspects of academic texts and
reduce the pressure on MSc and PhD students while publishing international journals (Chen &
Flowerdew, 2018).
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6. Conclusion and Pedagogical Implications

The main aim of this contrastive corpus-based study was to investigate the most frequently
used specific terminology in engineering and to compare it to a larger framework through a general
engineering reference corpus. Additionally, we aimed to find out the extent of mutual correspondence
between the two corpora in terms of lexico-grammatical aspects of the mechanical engineering field.
Two corpora were used in the data analysis, and the lexical analysis included the use of Sketch Engine
and AntConc tools. Findings indicated the need to teach EAP-based technical vocabulary, frequent
collocates, frequent cluster pairs, and various N-gram groups which are not sufficiently known and
used by EAP writers. We believe that the analysis of these word patterns between the two corpora is
a significant contribution that emphasises important discipline-specific lexical patterns used in

academic writing.

Finally, the use of computerized corpus tools presents huge potential for providing precise,
accurate and genre-based, and discipline-specific data on terminology in professional contexts. The
increase in the availability of a greater number of genre-based and specialized corpora offers new
opportunities in the analysis of ESP data as well as holds great potential for a better understanding of
the nature and lexical preferences of each academic discipline in a comparative manner for ESP and
EAP learners, transforming the pedagogic focus from ready-made and prescribed word lists to corpus
analysis of discipline-specific terminology, which is fully compatible to inductive learning and
learner autonomy. There is much room for future research to search for discipline-specific vocabulary
with computerized tools. The next step may be the to create corpus-based and content-specific

teaching materials to be effectively used in future ESP/EAP classrooms.
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Bringing Narratives to Life: Digital Storytelling in Foreign Language Classrooms

Dr. ibrahim Halil Topal1

“We tell ourselves stories in order to live”

Joan Didion

Abstract

Evidence suggests that human beings have been telling stories for thousands of years, with the earliest
in the form of cave drawings found in Lascaux and Chavaux, France (National Geographic Society,
2020). Also referred to as narratives and tales, stories are fictional or nonfictional series of
interconnected events or experiences described in sketches, scripted or spoken forms for a variety of
purposes including but not limited to entertainment, information, and education. Stories are, by all
means, not solely accounts of what happened, but more about the construction of meaning,
preservation of culture, and delivery of moral values. In this sense, “If you wish to influence an
individual or a group to embrace a particular value in their daily lives, tell them a compelling story”
(Simmons, 2011, p. 22). The art of storytelling has assumed a new shape in congruence with
technological advancements, now called digital storytelling (DS) referring to the creation of stories
through such digital artifacts as images, audios, and texts by way of digital platforms (Robin &
McNeil, 2019). DS has acquired functional significance with the provision of the P21 Framework for
21st Century Learning (Battelle for Kids, 2019), which requires learners of this age to be equipped
with learning (i.e., critical thinking, creativity, collaboration, and communication), literacy (i.e.,
information, media, and technology), and life skills (i.e., flexibility, leadership, initiative,
productivity, and social skills) to promote such interdisciplinary themes as global awareness. More
precisely, learners might actively be involved in today’s world and develop and harness 21° century
skills to tackle global issues by creating digital stories. Given the manifold benefits that might be
reaped from DS, including but not limited to meaningful learner engagement (Castafieda, 2013) and
self-construction of meaning (Jonassen et al., 1999), this workshop intends to present practitioners
with the steps of DS creation and gain them hands-on experience by conducting a small-scale, guided

demonstration of conceiving digital stories about four global issues (i.e., migration, climate change,
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food waste, and pollution) highlighted on the UN’s website (https://www.un.org/en/global-issues).

To this end, concise background information about DS is initially provided. The steps of creating
digital stories are subsequently explained. The workshop attendees are next divided into four
following an opinion poll conducted electronically. The group members are then provided with the
necessary materials prepared in advance for time-saving purposes. They are last asked to collaborate
on DS creation by sharing the tasks with the group members. Ultimately, the workshop aims to raise
awareness about DS and produce four digital stories created by the attendees on four global issues as
an end product. As the author Robin Moore once said: “Inside each of us is a natural-born storyteller,
waiting to be released.” Accordingly, it is hoped that the attendees will have a productive,
constructive, and practical experience wherein they reveal their undiscovered storytelling talents and

reflect on their prospective teaching practices.

Keywords: Digital storytelling, workshop, 21st-century education, educational technology,

digitalization

Dando vida a las narrativas: Narracion digital en aulas de idiomas extranjeros
“Nos contamos historias para vivir”

Joan Didion

Resumen

La evidencia sugiere que los seres humanos han estado contando historias durante miles de afos, y
las primeras en forma de dibujos rupestres encontrados en Lascaux y Chavaux, Francia (National
Geographic Society, 2020). También conocidas como narraciones y cuentos, las historias son series
ficticias o no ficticias de eventos o experiencias interconectados que se describen en bocetos, guiones
o formas habladas para una variedad de propodsitos que incluyen, entre otros, entretenimiento,
informacion y educacion. Las historias son, por supuesto, no solo relatos de lo que sucedi6, sino mas
bien sobre la construccion de significado, la preservacion de la cultura y la entrega de valores morales.
En este sentido, “Si desea influir en un individuo 0 un grupo para que adopte un valor particular en
su vida diaria, cuéntele una historia convincente” (Simmons, 2011, p. 22). El arte de contar historias
ha asumido una nueva forma en congruencia con los avances tecnologicos, ahora llamado narracion

digital (DS) que se refiere a la creacion de historias a través de artefactos digitales como imagenes,
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audios y textos a través de plataformas digitales (Robin & McNeil, 2019 ). DS ha adquirido
importancia funcional con la provision del Marco P21 para el Aprendizaje del Siglo 21 (Asociacion
para las Habilidades del Siglo 21, 2007), que requiere que los estudiantes de esta edad estén equipados
con aprendizaje (es decir, pensamiento critico, creatividad, colaboracion y comunicacion) ,
alfabetizacion (es decir, informacién, medios y tecnologia) y habilidades para la vida (es decir,
flexibilidad, liderazgo, iniciativa, productividad y habilidades sociales) para promover temas
interdisciplinarios como la conciencia global. Mas precisamente, los alumnos pueden participar
activamente en el mundo actual y desarrollar y aprovechar las habilidades del siglo XXI para abordar
problemas globales mediante la creacion de historias digitales. Dados los multiples beneficios que se
pueden obtener de DS, incluidos, entre otros, la participacion significativa del alumno (Castafieda,
2013) y la autoconstruccion de significado (Jonassen et al., 1999), este taller tiene la intencion de
presentar a los profesionales los pasos de DS y gane experiencia practica al realizar una demostracion
guiada a pequefia escala de la concepcion de historias digitales sobre cuatro problemas globales (es
decir, migracidon, cambio climatico, desperdicio de alimentos y contaminacion) destacados en el sitio

web de la ONU (https://www.un.org/en/global-issues). Con este fin, se proporciona inicialmente una

informacion basica concisa sobre DS. A continuacion se explican los pasos para crear historias
digitales. A continuacion, los asistentes al taller se dividen en cuatro después de una encuesta de
opinion realizada electronicamente. Luego, los miembros del grupo reciben los materiales necesarios
preparados con anticipacion para ahorrar tiempo. Se les pide por ultima vez que colaboren en la
creacion de DS compartiendo las tareas con los miembros del grupo. En tltima instancia, el taller
tiene como objetivo crear conciencia sobre DS y producir cuatro historias digitales creadas por los
asistentes sobre cuatro temas globales como producto final. Como dijo una vez el autor Robin Moore:
“Dentro de cada uno de nosotros hay un narrador nato, esperando ser liberado”. En consecuencia, se
espera que los asistentes tengan una experiencia productiva, constructiva y practica en la que revelen

sus talentos narrativos no descubiertos y reflexionen sobre sus futuras practicas docentes.

Palabras clave: Narrativa digital, taller, educacion del siglo XXI, tecnologia educativa, digitalizacion

Introduction

Storytelling has been with us since the dawn of the human language, even before that. Remember the
cave paintings that you see on the web or news. It has been reported that the pictures that the cavemen

drew dates back to more than 40 thousand years (Thompson, 2019). And then we have the storytelling
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practices of indigenous people like the Native American who passed down their culture, beliefs,
legends, customs, and rituals through expressive narratives usually told by the chief of the tribe, with
tribespeople gathered around a bonfire. We also have the stories of Little Red Riding Hood or
Cinderella that our mothers used to tell us as a child. Those and others were our favorite bedtime
stories. From a pictorial way of expression to oral practices and written expression, the practice of
storytelling has evolved over the years. With the inventions of camera, the internet, and social media
platforms, the scope of storytelling has considerably expanded. Now stories have become more
accessible to people from all around the world. We can communicate our messages with just one
click.
So why do we tell stories? Despite the presence of various reasons, we basically tell stories to foster
connection, empathy, and understanding between people. Other than that, we sometimes enhance
abstract concepts and clarify complex messages through stories. It is also well-established that stories
promote and shape our ideas (Lin et al., 2013; Falk, 2021). They also bring people together through
a sense of commonality in a world divided by a multitude of things. In addition, stories inspire and
motivate people by affecting their emotions and exposing both the good and the bad. If we look back
on the stories that we were told, we can see that they had some qualities in common: amusing,
credible, unforgettable, planned, relatable, and didactic. In addition to these qualities, stories also
revolve around such elements as characters, conflict, resolution, plot, and context.
In the wake of pictorial, written, oral, and auditory (e.g., podcasting) forms of storytelling, DS has
emerged as a novel way of telling stories. Digital stories come in a combination of manifold media,
such as audio, pictures, video, animation, and texts. In a way, they have incorporated the previous
means of storytelling and made the practice of storytelling more interactive and effective. Dana
Atchley, a pioneer in digital storytelling, expressed the following about storytelling:
...digital storytelling combines the best of two worlds: the "new world" of digitised video,
photography and art, and the "old world" of telling stories. This means the "old world" of
PowerPoint slides filled with bullet point statements will be replaced by a "new world" of
examples via stories, accompanied by evocative images and sounds (Reynolds, 2011, p. 94)
Just like the form and shape of storytelling, the world itself has also evolved. Our problems in the
past have become different from the ones we have now and will have in the future. Nowadays we are
globally dealing with such problems as human migration, global warming, different types of
pollution, poverty, food shortage and waste, gender equality, and human rights, just to name a few

(https://www.un.org/en/global-issues). In this sense, the purpose of storytelling has now become more

active participation than just passive reception. In other words, people create digital stories to take

actions about such global issues in the 21 century. In fact, these issues were also included in the
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framework of 21% century learning proposed by the Partnership for 21st Century Skills (Batelle for
Kids, 2019). This framework, also known as the P21 framework, was developed with input from
educators, education experts, and business leaders to define and illustrate the skills, knowledge,
expertise, and support systems that students require to succeed in work, life, and citizenship (Batelle
for Kids, 2019). It includes interdisciplinary themes related to the 21% century issues, such as global
awareness, environmental literacy, health literacy, and civic literacy. In a way, the framework posits
that 21 century learners should not only be equipped with the academic awareness, knowledge, and
skills, but also social, local, and global issues that surround their communities and the world.

As a way of attending to raising awareness about these global issues, this workshop intends to
introduce the practice of DS and help the participants create their own digital stories about four global
issues: human migration, climate change, food waste, and pollution. Following the presentation of
background information about the DS, the participants will be grouped into four based on their
preference for the global issues. Each group will then be provided with the audio, text, video about
the global issues, and basic software to create digital stories. The groups will be asked to share tasks
between members. The workshop ultimately aims to raise the participants’ awareness about DS by

assisting them to create four digital stories about the global issues.

Background

Characterized as the communication of ideas, messages, and information through multimedia
materials embedded in a video, DS might provide meaningful experience to learners from all
education levels (Lambert, 2013). It has often been associated with learning since creating stories is
deemed equal to creating meaning (Matthews-DeNatale, 2008). The elements of DS were described
by Lambert (2006) as in Table 1.

Table 1

The Components of Digital Stories

Elements Description

Point of view The central theme of the story

Dramatic question A query that captivates the audience’s attention
Emotional content The contemplative issue that comes to life in the story
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The gift of voice The author’s voice used to narrate the story and underscore
the emotional content to help the audience understand the
content

The power of the soundtrack ~ The music that supports, embellishes, and adds emotion to
the story

Economy of language The use of adequate content to tell the story and the
exclusion of unnecessary details

Pacing The speech rate at which the story is told, not too quickly

or too slowly

The elements were later renamed as (1) owning your insights, (2) owning your emotions, (3) finding
the moment, (4) seeing your story, (5) hear your story, (6) assembling your story, and (7) sharing
your story (Lambert, 2007, 2013). Shelton et al. (2017) listed the benefits of DS as follows: the
requirement for minimal learner technology, affordability, dissemination of learning with relevant
public audience, displaying learner understanding through creative combination of multimedia, the
support for emotional connection with locally and globally complex concepts, the encouragement of
productive and individualized learning, and the acquisition of knowledge and meaning through
relevant situations.

Working with diverse artifacts in a DS project helps support the development of English learners’
multimodal design abilities as they learn to purposefully utilize different modes to produce meaning,
as evidenced by Vinogradova et al. (2011). Lenette et al. (2015) declared that DS might be used as
an effective tool for self-representation. In their review study, Wu and Chen (2020) listed five
orientations (i.e., appropriative, agentive, reflective, reconstructive, and reflexive) and eight outcomes
(i.e., affective, cognitive, conceptual, academic, technological, linguistic, ontological, and social) of
educational DS.

Previous studies have revealed supporting evidence for the use of DS in language learning and
teaching. For instance, Hung et al. (2012) found that DS could foster learning motivation, problem-
solving skills, and learning achievement. Castafieda (2013) implemented DS in a language class with
high school seniors and held that DS is applicable and results in meaningful learner engagement.
Johnson and Kendrick (2017) demonstrated that DS could be utilized for expressing difficult
knowledge by refugee children. Shelton et al. (2017) embedded DS in a pre-service teacher training
course and indicated positive feedback from the prospective teachers, stating that DS can be “a salient

demonstration of engaging with interdisciplinary topics via relevant technological mediums” (p.58).

58



Demirbas and Sahin (2020) examined the studies conducted on DS in Turkey and revealed that DS

was favored for it helped increase motivation, critical thinking, and problem-solving skills.

Guided DS Demonstration

Morra’s (2013) eight-step framework (Figure 1) was utilized to create digital stories. Each step and

the actions taken were explained below.

Step One:
Come up with an idea
l Write a Proposal \
Step Eight: Step Two:
FFeedback and Reflect Research/Explore/Learn
:
f Digital N
Step Seven: St()]'\’tcll] n g Step Three:

. o

Share Write/Script

‘ Process ¢

Step Six: Step Four:
Put It All Together Storyboard/Plan

Step Five: K
Gather/Create Images

Gather/Create Audio i
Gather/Create Video S

Figure 1. The Processes of Digital Storytelling (Adapted from Morra, 2013)

Step 1: Idea Formation/Proposal Submission

All stories are connected with specific ideas. To put differently, all stories have morals to
communicate to people. In this workshop, the morals were determined based on the United Nation’s
global issues: human migration, climate change, food waste, and pollution. These issues were
identified according to their scale of impact. The number of issues was limited to four so that the
workshop would be as effective as possible. Human migration is described as the “permanent change
of residence by an individual or group; it excludes such movements as nomadism, migrant labour,
commuting, and tourism, all of which are transitory in nature” (Britannica, T. Editors of
Encyclopaedia, 2022, n.d.). This human movement is performed due to numerous reasons, such as

economic opportunities, family reunion, and study, etc. Referring to the long-term changes in
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temperatures and weather patterns, climate change might be caused by natural (e.g., shifts in solar
cycle) and human activities (e.g., burning fossil fuels). Food waste, according to FAO (2013), “refers
to food deemed appropriate for human consumption being discarded, regardless of whether it is kept
beyond its expiry date, or left to spoil” (cited in Kilibarda et al., 2019, p.135). Last but not least,
pollution is “the addition of any substance or any form of energy to the environment at a rate faster
than it can be dispersed, diluted, decomposed, recycled, or stored in some harmless form” (Nathanson,
2022, n.d.). Following the provision of definitions, the participants are polled about their preference
for the global issue. In other words, four global issues are distributed among the participants based
on their preferences determined via electronic polling system. The group members gather around a

computer they will work with.

Step 2: Research/Exploration/Learning

As the name suggests, the participants do some research about the global issue they have selected.
However, the researcher provides some background information and handy materials prepared
beforehand due to time-saving purposes. In this material pack, the participants are given information
sheets, images, videos, audios, and links to model stories for each global issue. Using these materials,
they are asked to collaborate with each other to create their digital stories. The information sheets
were compiled from various websites, including those of United Nations, United Stated
Environmental Protection Agency, The Royal Society, World Health Organization, National
Geographic, Encyclopedia Britannica, Harvard School of Public Health, Food and Agriculture
Organization of the United Nations, United Nations Environment Program, the World Bank, and Live
Science. The images were retrieved from Google Images, but more specifically from such sites as
National Resources Defense Council, World Atlas, NASA, China Dialogue Ocean, National
Geographic Kids, Zurich, Anadolu Agency, Washington State University Insider, Water Europe, The
Lutheran World Federation, TRT World, Supermarket Guru, Rabobank, Food & Drink Business, The
Council of Europe, and The World. The videos were gleaned from OECD, UN Environment Program,
Food and Agriculture Organization of the United Nations, and the Royal Society. Finally, the links
to the example stories were gathered from manifold websites, including those of National Geographic,
the Guardian, Global Citizen, BBC, Sky News, NBC News, etc.

Step 3: Writing the Script

This is the step when the participants are asked to write the scripts of their stories. The script is one
of the important parts of a story in that it includes crucial messages and noteworthy statements or
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sometimes mottos about the main issue tackled in the story. For that reason, the group members might
assign a few people for this task or work collaboratively. No matter who is responsible for this task,
they are asked to write their logline (what their story is about), create an outline, build a treatment (a
document presenting the story idea), format their scripts, and revise the whole story. To get a better
understanding of what a story looks like, they are also directed to the model stories, the links of which
are shared with them in advance. When the storytelling practice is performed with students, students
might be given extra time for this step. They might also be informed about the modes of storytelling

(e.g., first-person, third-person, etc.) and the voice of the script (i.e., active or passive voice).

Step 4: Storyboard/Plan

The script is the written component of a digital story. The storyboard, on the other hand, includes the
selection of images, audios, and videos. In a way, it refers to the illustrated version of the story. The
participants choose the multimedia they are going to use for their digital stories in this step. More
time might preferably be allocated for this task if done with students at an opportune time. One thing
that must be reminded here that images and sounds might impact the story considerably. Take the
sound and visual effects in movies. When combined with cutting-edge sound system and state-of-the-
art graphic software, the visuals and sounds might have a substantial effect on the outcome. In this

workshop, the participants use a tool called WeVideo (https://www.wevideo.com/).

Step 5: Gather and Create Audio, Images, and Video

In connection with the previous step, the participants use the multimedia they are provided. However,
when performed with students, this step might take some time. Also, students should be informed
about such concepts as Copyright, Fair Use, and Creative Commons as to their selection of the
multimedia material. In this step, the participants are asked to record themselves while reading out
the stories. During this rehearsal, they might also notice the grammatical mistakes or poor lexical

choice. For audio recordings, the participants might use Audacity (https://www.audacityteam.org/),

Apowersoft Free Online Audio Recorder (https://www.apowersoft.com/free-audio-recorder-online),

or simply their mobile phones for practicality.
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Step 6: Putting It All Together

This is the last step for creating the digital stories. The participants work together to make the final
touches on their product before sharing. They revise the audio, images, and story one last time, blend
images, make transitions, and incorporate sound effects, etc. When done with students, instructors
might provide a rubric so that students know what they are expected to have accomplished as to the
criteria. In this workshop, the participants are provided with an outline of the processes for DS. Some
example rubrics might be collected from ReadWrite Think

(https://www.readwritethink.org/sites/default/files/resources/DigitalStoryRubric Revised.pdf),

RCampus (https://www.rcampus.com/rubricshowc.cfm?code=QX573BW&sp=yes&), and Northern

Arizona University (https://jan.ucc.nau.edu/Isn/educator/edtech/lessons/rubric.html).

Step 7: Sharing

This step is not performed in the workshop due to time limitation, copyright issue, and the likelihood
of incomplete projects. However, students might share their digital stories on YouTube, Vimeo, or
social networking sites (e.g., Instagram, Twitter, and Facebook). The videos might also be shared on
virtual classrooms such as Edmodo, Moodle, and Google Classroom. One of the critical issues before
sharing is to make sure that the projects do not violate any copyrights. Another significant issue to

consider is to ensure that the projects are read for sharing with regard to content and multimedia.

Step 8: Reflection/Feedback

As a final step, the participants are asked to reflect on this demo project and give feedback on each
other and the researcher about this experience. It is assumed that this might be the first time for some
participants to have a DS experience. Accordingly, valuable feedback is expected to be collected.
When done with students, instructors might ask students what they did best and what they would like
to do better next time. Or even the students might give feedback on each other’s performance and
reflect on their experiences. For introverted students or participants, this step might also be conducted

via blind polling (e.g., Google Forms, Survey Monkey, etc.).

Conclusions and Recommendations

This workshop presented the participants with the concept of DS. It first gave background information

about this practice. The participants were then introduced to the steps of creating digital stories. They
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were next grouped based on their preferences for global issues. After that, they were provided with
the pre-prepared materials to create their digital stories. Following all the steps, the participants were
expected to come up with an end product in this workshop. Consequently, their opinions about this
experience were gathered. When performed in actual classrooms with students, the practice of DS
might be allocated more time in each step so that everything is planned well, and good products
emerge. The end products of this workshop were limited to the materials provided by the researcher.
Therefore, there was not much room for participants’ creativity and imagination. However, future
studies or teachers might eliminate this limitation by providing sufficient time for each step. The
themes for global awareness were also selected by the researcher. Hence, the participants’ views were
neglected. However, the reason for their selection was that they were among the global issues
indicated by the UN and among the themes for global awareness in the P21 framework. Additionally,
this workshop intended to gain the participants a glimpse of the DS experience rather than full-fledged
digital stories. In other words, it aimed to increase their awareness about DS and make a small-scale
project. Despite these, their preferences were considered in a restricted way (by allowing them to

choose from the four global issues). This will not be an issue in prospective studies or practices.

References

Battelle for Kids. (2019). Framework for 21st century learning. Battelle for Kids. Retrieved 9.9.2022,
from https://static.battelleforkids.org/documents/p21/P21 Framework Brief.pdf

Britannica, T. Editors of Encyclopaedia (2022). human migration. Encyclopedia Britannica.

Retrieved 9.9.2022, from https://www.britannica.com/topic/human-migration

Castaneda, M. E. (2013). “I am proud that I did it and it’sa piece of me”: Digital storytelling in the
foreign language classroom. CALICO journal, 30(1), 44-62.
http://dx.doi.org/10.11139/cj.30.1.44-62

Demirbas, 1., & Sahin, A. (2020). A systemic analysis of research on digital storytelling in

Turkey. International Journal of Progressive Education, 16(4), 45-65.
https://doi.org/10.29329/ijpe.2020.268.4
Falk, E. (2021). Op-Ed: Why storytelling is an important tool for social change. Los Angeles Times.

Retrieved 9.9.2022, from https://www.latimes.com/opinion/story/2021-06-27/stories-brain-

science-memory-social-change

63


https://static.battelleforkids.org/documents/p21/P21_Framework_Brief.pdf
https://www.britannica.com/topic/human-migration
http://dx.doi.org/10.11139/cj.30.1.44-62
https://doi.org/10.29329/ijpe.2020.268.4
https://www.latimes.com/opinion/story/2021-06-27/stories-brain-science-memory-social-change
https://www.latimes.com/opinion/story/2021-06-27/stories-brain-science-memory-social-change

Hung, C. M., Hwang, G. J., & Huang, 1. (2012). A project-based digital storytelling approach for
improving students' learning motivation, problem-solving competence and learning
achievement. Journal of Educational Technology & Society, 15(4), 368-379.

Johnson, L., & Kendrick, M. (2017). “Impossible is nothing”: Expressing difficult knowledge through
digital storytelling. Journal of Adolescent & Adult Literacy, 60(6), 667-675.
https://doi.org/10.1002/jaal.624

Jonassen, D., Peck, K., & Wilson, B. (1999). Learning with technology: A constructivist perspective.

Prentice Hall.

Kilibarda, N., Djokovic, F., & Suzic, R. (2019). Food waste management—reducing and managing
food waste in hospitality. Scientific journal® Meat Technology", 60(2), 134-142.
https://doi.org/10.18485/meattech.2019.60.2.8

Lambert, J. (2006). Digital storytelling: Capturing lives, creating community (2nd ed.). Digital Diner

Press.

Lambert, J. (2007). Digital storytelling cookbook. Digital Diner Press.

Lambert, J. (2013). Digital storytelling: Capturing lives, creating community (4th ed.). Routledge.

Lenette, C., Cox, L., & Brough, M. (2015). Digital storytelling as a social work tool: Learning from
ethnographic research with women from refugee backgrounds. The British Journal of Social
Work, 45(3), 988-1005. https://doi.org/10.1093/bjsw/bct184

Lin, P. Y., Grewal, N. S., Morin, C., Johnson, W. D., & Zak, P. J. (2013). Oxytocin increases the
influence of public service advertisements. PloS one, 8(2), €56934.
https://doi.org/10.1371/journal.pone.0056934

Matthews-DeNatale, G. (2008). Digital storytelling tips and resources. The educational uses of digital

storytelling. University of Houston. Retrieved 6.9.2022, from
https://digitalstorytelling.coe.uh.edu/articles/Educ-Uses-DS.pdf
Morra, S. (2013). 8 steps to great digital storytelling. In samanthamorra.com. Retrieved 9.9.2022,

from https://samanthamorra.com/2013/06/05/edudemic-article-on-digital-storytelling/
Nathanson, J. A. (2022). Pollution. Encyclopedia Britannica. Retrieved 9.9.2022, from

https://www.britannica.com/science/pollution-environment

National Geographic Society (2020). Storytelling. National Geographic Society. Retrieved 9.9.2022,
from https://education.nationalgeographic.org/resource/storytelling

Reynolds, G. (2011). Presentation Zen: Simple ideas on presentation design and delivery (2nd ed.).

New Riders.

64


https://doi.org/10.1002/jaal.624
https://doi.org/10.18485/meattech.2019.60.2.8
https://doi.org/10.1093/bjsw/bct184
https://doi.org/10.1371/journal.pone.0056934
https://digitalstorytelling.coe.uh.edu/articles/Educ-Uses-DS.pdf
https://samanthamorra.com/2013/06/05/edudemic-article-on-digital-storytelling/
https://www.britannica.com/science/pollution-environment
https://education.nationalgeographic.org/resource/storytelling

Robin, B. R., & McNEeil, S. G. (2019). Digital storytelling. In R. Hobbs & P. Mihailidis (Eds.), The
international encyclopedia of media literacy (pp. 1-8). John Wiley & Sons.
https://doi.org/10.1002/9781118978238.iemI0056

Shelton, C. C., Archambault, L. M., & Hale, A. E. (2017). Bringing digital storytelling to the
elementary classroom: Video production for preservice teachers. Journal of Digital Learning
in Teacher Education, 33(2), 58-68. https://doi.org/10.1080/21532974.2016.1276871

Shelton, C. C., Archambault, L. M., & Hale, A. E. (2017). Bringing digital storytelling to the
elementary classroom: Video production for preservice teachers. Journal of Digital Learning
in Teacher Education, 33(2), 58-68. https://doi.org/10.1080/21532974.2016.1276871

Simmons, A. (2011). The story factor: Inspiration, influence, and persuasion through the art of

storytelling (2nd ed.). Basic Books.

Thompson, A. (2019). Researchers say Indonesian cave art is earliest known record of ‘storytelling’.
In learningenglish.voanews.com. Retrieved 9.9.2022, from
https://learningenglish.voanews.com/a/researchers-say-indonesian-cave-art-is-earliest-
known-record-of-storytelling-/5208768.html

Vinogradova, P., Linville, H. A., & Bickel, B. (2011). “Listen to my story and you will know me”:
Digital stories as student-centered collaborative projects. TESOL Journal, 2(2), 173-202.
https://doi.org/10.5054/tj.2011.250380

Wu, J., & Chen, D. T. V. (2020). A systematic review of educational digital storytelling. Computers
& Education, 147, 103786. https://doi.org/10.1016/j.compedu.2019.103786

65


https://doi.org/10.1002/9781118978238.ieml0056
https://doi.org/10.1080/21532974.2016.1276871
https://doi.org/10.1080/21532974.2016.1276871
https://learningenglish.voanews.com/a/researchers-say-indonesian-cave-art-is-earliest-known-record-of-storytelling-/5208768.html
https://learningenglish.voanews.com/a/researchers-say-indonesian-cave-art-is-earliest-known-record-of-storytelling-/5208768.html
https://doi.org/10.5054/tj.2011.250380
https://doi.org/10.1016/j.compedu.2019.103786

The Effect of Model United Nations as an Experiential Learning Practice on Students’

Motivation and Teachers’ Teaching Skills

Ali KILINC !
ABSTRACT

This study aims to investigate the effects of Model United Nations (MUN) conferences on
students’ motivation and teachers’ teaching skills. The research was conducted on the students who
attended at least one MUN conference and on the teachers who trained and observed their students
during the conferences. A total of 10 students (from Tiirkiye, the USA, Colombia, Bulgaria, and
Germany) and 5 teachers (from Tiirkiye) were included in this study by using purposeful sampling
and snowball sampling. The study was conducted through structured interviews between May 31 and
June 10, 2022, via Google Forms. According to the results of the study, the motivation of the students
who attended MUN conferences and their teachers’ teaching skills, as well as several other skills,

increased positively and noticeably.

Keywords: Model United Nations (MUN), Experiential Learning, Motivation, English for Specific
Purposes (ESP), Teachers’ Teaching Skills.

1. INTRODUCTION
1.1. The Purpose of the Study and the Problem Statement

As several studies on attitudes toward English (Gardner and Lambert, 1972; Sentiirk, 2019)
have pointed out, motivation is one of the key factors shaping students’ attitudes toward English (as
cited in Ipekei, 2021). Thus, this study investigates the effects of MUN conferences on students’
motivation and teachers’ teaching skills and hypothesizes that MUN conferences help students

increase their motivation and teachers increase their teaching skills.
1.2. The Significance of the Study

As Ipekgi (2021, p. 5) highlights in his unpublished master’s thesis, the popularity of MUN
conferences has been rising both nationally and internationally day by day. Students from different

departments attend MUN conferences to develop their language skills and 21st-century skills

1 BA student in English Language Teaching (Gazi University)
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including teamwork, critical thinking, creative thinking, problem-solving, public speaking skills,
knowledge and management skills, digital competence, leadership, cultural awareness, and global
citizenship (Chalkiadaki, 2018, p.6). Despite its year-by-year growing popularity, MUN has been
insufficiently studied to date and there are few accounts of how well Turkish students can acquit
themselves when placed in a challenging negotiation context in which they need to use their second
language. Hence, this study might help educators develop an awareness of the benefits and possible
advantages of MUN conferences and encourage them to integrate MUN training into their current
courses; moreover, these training programs and courses might be added as either elective or
compulsory courses to the curriculum by the educators and the authorities concerned.

The significance of the study is that it has been the second academic study in Tiirkiye on MUN
conferences’ influence on students’ motivation and the first academic study on teachers’ teaching
skills. An earlier study was conducted by Ipekgi in 2021 as an unpublished master’s thesis, and he
investigated the effects of MUN conferences on students’ English-speaking anxiety and their attitudes
toward English. Along with his study, this study will be leading further studies to be carried out in

foreign language teaching in the future.
1.3. Limitations of the Study

For the study to achieve its purpose, students and teachers from various state and private
schools, both national and international, were selected. Not every student and teacher attend MUN
conferences; therefore, purposeful sampling and snowball sampling were used for the study which

was limited to students and teachers who attended at least one MUN conference in their lives.

The second limitation results from a lack of an opportunity to observe the MUN conferences
the participants attended; hence, this study is based on only their post-conference experiences, apart
from the author’s attendance in the Model NATO competition on the Law of Armed Conflict, a.k.a

International Humanitarian Law, for Military Academies in Italy in 2008.

One last limitation results from quite a limited time to collect data from the participants
through purposeful and snowball sampling. A total of 11 days were utilized for data collection;
whereas, the study could have been more comprehensive if there had been more time to have so that

more participants could have been included.
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2. LITERATURE REVIEW
2.1. Experiential Learning

One of the primary justifications for MUN conferences, and other simulations, arises in the
constructivist notion that learners build an understanding of the world, and the language needed to
understand it, through experiences (Adamson, 2016), which is understandable regarding the argument
of an earlier study by Mahoney (2004) that we form mental models of society and our place in it,
through participation and the ordering of our experiences.

2.2. English for Specific Purposes

Kovacikova (2020) defines English for Specific Purposes (ESP) as a “term that has
traditionally been used for courses which aim at teaching the English language needed for specific
situations, mainly related to academic or occupational contexts” (p. 27). Similarly, Hutchinson and
Waters (1993, as cited in Kovacikova, 2020) depict ESP as “one of the branches of English Language
Teaching” (p. 17).

2.3. Model United Nations

Model United Nations have been in practice since 1946, and have become an important part

of experiential learning (Ipek¢i, 2021) and a particular example practiced in terms of ESP.

In Hazen’s article “Model United Nations: Review for first-time instructors and advisors”
published in 2018, some statistics are shared with teachers or instructors preparing students for MUN
conferences. According to the results of the study, each year approximately 700 MUN conferences
are held in the USA. He claims that it is quite beneficial for students participating in MUN
conferences to improve many personal features like solving complicated problems, and developing

negotiation skills, creativity and coordination.
2.4. Motivation and Language Learning

Primarily, ESP is especially impactful due to high student motivation and immediate real-

world application (Staley et al., 2020, p.2).

Secondly, MUN advocates claim that students who participate in conferences practice and
potentially improve and that motivation and a sense of achievement are formidable drivers of
language building (Adamson, 2016).
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2.5. Teachers’ Teaching Skills

Foreign language acquisition is not only seen as a prestigious matter in the eyes of the public
anymore, so much as it has become essential and inevitable. As approaches and methods in language
teaching have changed throughout history (Kovacikova, 2020, p.5), so have teachers’ teaching skills

been affected by these changes.

Teachers experienced in Model UN are typically drawn to the potential for relevant content
learning and the opportunity to build the kinds of skills that successful participation requires -
leadership, consensus-building, diplomacy, and public speaking- the types of attributes normally

demonstrated by actual diplomats in the real world (Adamson, 2016).

3. METHODOLOGY
3.1. The Research Model

This study is a qualitative method study that aims to find out the effects of MUN conferences
on students’ motivation and teachers’ teaching skills along with their opinions about the effects of
MUN conferences on their personal and professional development. MUN conferences as experiential
learning platforms are the phenomenon where students discuss real-world problems (Ipekgi, 2021).
As Turhanoglu et al. (2012, p.113) define pragmatic studies are conducted to evaluate and solve
certain social problems, MUN conferences aim to find solutions to these problems in a way to

contribute to social change; thus; this study can be considered a pragmatic study within this context.

MUN conferences are new phenomena in foreign language teaching and there are few relevant
studies in Tiirkiye. As exploratory research is described by Turhanoglu et al. (2012) as the research
aimed at collecting the necessary data to make a more systematic investigation when the subject is
new in the field or the number of previous studies is insufficient, this study can also be considered as

exploratory research.

The study also has the characteristics of descriptive research, which is conducted in order to
develop a general viewpoint on the research subject, provide a specific situation in its natural

environment, and make a systemic description (Turhanoglu et al., 2012).

Finally, the opinions of the students, as well as teachers, have been taken into account, and

structured interview questions as a data collection method constitute the foundation of this study.
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3.2. Participants and Research Context

The target population of the study comprises students and teachers from various private and
state schools. The sample was determined through purposeful sampling which is one of the sample
selection methods that do not depend on probability. In purposeful sampling, the sample is selected
“based on the information about the characteristics of the population and the purpose of the study”
(Turhanoglu et al., 2012, p.162). On the other hand, in snowball sampling, “researchers usually start
with a small number of initial contacts, who fit the research criteria and are invited to become
participants within the research. The agreeable participants are then asked to recommend other
contacts who fit the research criteria and who potentially might also be willing participants, who then
in turn recommend other potential participants, and so on. Researchers, therefore, use their social
networks to establish initial links, with sampling momentum developing from these, capturing an

increasing chain of participants” (Parker et al., 2019).
3.3. Data Collection Tools

The study was conducted through a qualitative method, and data collection tool as structured
interviews have been utilized. It was conducted with 10 students (from Tiirkiye, the USA, Colombia,
Bulgaria, and Germany) and 5 teachers (from Tiirkiye) who participated in at least one MUN
conference before.

The opinions of the students and teachers about their MUN conference experiences were
collected by sending structured interview questions via Google Forms below:

1. What do you think about your MUN experience?
2. How have the MUN conferences you have attended affected your motivation so far?

3. Do you think that the MUN conferences you have attended developed your skills such as
leadership, critical and creative thinking, problem-solving, cooperation, public speaking, teamwork,

global citizenship, and intercultural communicative competence?

4. Do you think the MUN conferences you have attended contributed to your teaching skills?

If so, could you please explain how they did? (Specific question for teacher participants)

After creating the Google Form for the structured interview questions above, it was pilot-
tested to make sure that the questions are relevant to the purpose of the research and comprehensible
within the concept. The final edition of the interview questions was determined by following the

supervisor’s feedback and advice.

70



4. FINDINGS AND DISCUSSIONS
4.1. Analysis of the Interview Questions

In this part, the answers of students and teachers to the structured interview questions were

examined in a content analysis method.
4.1.1. Question 1: What do you think about your MUN experience?

The answers support the findings remarked on by previous studies. First, as Atas (2015) notes
in her research that most students in Tiirkiye feel anxious while speaking English. The main reasons
behind it can be classified as a lack of proper pronunciation, enough vocabulary, and adequate

grammar knowledge. Speaking in front of others also puts learners in a difficult position.

Second, due to various reading, speaking, listening, and writing activities, MUN conferences
can be considered a language practice environment. Almost all the participants noted that MUN
helped them increase their language skills and personal development, as well as their academic skills
since they are expected to research the agenda item and country policy before the conference (ipekgi,
2021).

4.1.2. Question 2: How have the MUN conferences you have attended affected your

motivation so far?

The answers to the question support the findings remarked on by previous studies. Most
recently, a study conducted in 2017 with 205 participants (174 female and 31 male undergraduate
students) by Mede and Karairmak reveals that the English level and positive learning experiences

concerning using English reduce the level of anxiety and motivate further studies in this regard.

4.1.3. Question 3: Do you think that the MUN conferences you have attended developed
your skills such as leadership, critical and creative thinking, problem-solving, cooperation, public

speaking, teamwork, global citizenship, and intercultural communicative competence?

This question was provided by a frequency bar chart option on the interview form and the

result is illustrated in Table 1 below:
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Table 1
Frequency

12

1
10
9
8
7
6
5
4
3
2
1

Public Speaking Teamwork Critical Thinking  Problem-solving Cooperation Leadership Global Creative Intercultural
Citizenship Thinking Communicative
Competence

Among ten skills that were examined and revealed in the earlier studies in the literature, the
participants of this study put forward public speaking and teamwork skills first. These two skills were
followed by critical thinking, problem-solving, cooperation, leadership, global citizenship, creative
thinking, and intercultural communicative competence skills respectively. Their answers to the first
two questions also supported this result which is also consistent with the previous studies in the

literature.

First, MUN conferences are social and academic activities that include group work and public
speaking, and various interactions among participants (Ipekci, 2021), given that the ability to
negotiate constructive resolutions in the face of conflicts of interest may well be one of the most in-
demand 21st-century skills. Negotiation requires more than just strong language ability. It requires
being able to listen to and communicate with others. This communication may occur with others who
have various language abilities as well as diverse academic, professional, and cultural backgrounds
in what is relentlessly becoming a global society. (Tatsuki & Zenuk-Nishide, 2021). Similarly,
students have the opportunity to represent different countries, discuss international issues, negotiate
solutions to international problems, and learn about international affairs. Through their efforts,
students thus develop skills such as collaboration, decision-making, critical thinking, and verbal

communication; and through the whole process, which includes formal speeches, informal
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interactions, committee discussions, and debates with others, students build confidence in their ability
to communicate, negotiate, and resolve international issues (Ueda, 2021). Kuroda (2021) also
highlights that MUN conference participation fosters an atmosphere of teamwork so that they start to
collaborate. Through this process, they accelerate their learning by doing and experiencing the

principle of working for excellence.

Second, in terms of public speaking skills, according to Zenuk-Nishide (2018), students have
multiple opportunities to give speeches in front of an audience at MUN. Delegates must prepare
different sorts of speeches for the meeting. Also, as there is a strict time limit set per speech in MUN,
each speaker must ensure they prepare and practice to ensure their speech complies with the
regulation. As public speaking is an important part of the MUN (Kuroda, 2021), according to Fan
(2021, p.187), “it should be noted that in MUN simulations, speech making is much more complicated
than a simple presentation since students must apply their English language competence to present

on complex academic topics such as human rights, child labor, and health.”

Third, in terms of critical thinking skills, Lau (2009, as cited in Fan, 2021) defines critical
thinking as not only a means of exposing fallacies and bad reasoning but also as a means of supporting
to enhance language and presentation skills; in this context, MUN conferences are useful platforms
to develop critical thinking skills. By the same token, concerning MUN, Smith (2011) points out the
great importance of critical thinking and MUN experiential learning activities and proves that critical

thinking can be taught by faculty advisors to MUN delegates when they prepare for conferences.

Finally, in terms of global citizenship and intercultural communicative competence, from an
educational approach, MUNSs contribute positively to citizen education in the school, making a
difference in terms of knowledge of public issues, from local to international level, their values and
the motivation to exercise citizen participation, and this type of training is also known as democratic
schooling (Print, 2007). Furthermore, MUNs help students develop language and global
competencies (Tatsuki & Zenuk-Nishide, 2018). Regarding that intercultural sensitivity and English
communications skills are considered to be indispensable key elements for enhancing global
citizenship education (lkuta et al., 2021), by learning to act as diplomats and delegates at UN
conferences, students develop skills in communication, negotiation, networking, consensus building,
resolution drafting, and problem-solving, among others. Many students who participate in MUN
conferences gain the confidence to become effective professionals, leaders, and global citizens
(Kuroda, 2021).
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4.1.4. Question 4: Do you think the MUN conferences you have attended contributed to your

teaching skills? If so, could you please explain how they did?

Teacher participants’ answers reaffirm the findings and key points of previous studies in the
literature. First, the role of role-playing in MUNSs has been highlighted, paying attention to its
usefulness as a “pedagogical tool” (Chasek, 2005, Agarwal, 2014, Kempston, & Thomas, 2014).
Second, according to Marquez Duarte (2019), MUNs are a useful “pedagogic tool” to foster and
practice knowledge about environmental education, environmental impact, international cooperation,
and the 2030 agenda, as well as necessary capabilities for an environmental educator, such as
negotiation, public speaking, formal language, and debate. Third, the teacher participants
acknowledged the assertion by Staley et al. (2020) as “for us educators, this is truly the best learning
environment: students dedicated and motivated to learn as much as they can as quickly as possible,
in order to better help others” (p. 7). Finally, as Ueda (2021) emphasizes, at conferences, certain roles
such as Under-Secretary-General, Chairs, and Assistant Chair are held by students as committee
members, and several preliminary explanatory meetings are organized for students who serve as the
representatives of each country. Before these explanatory meetings, the committee members spend
time ensuring that they understand the conference process and prepare for it with teacher support,

which is a personal motivation for dutiful teachers.
4.2. Discussion

In parallel with the findings in the previous studies in the literature, this study underscores
that MUN is one of the most prominent and effective experiential learning platforms that combine
numerous academic skills at once, and addresses all language learners and teachers who aim to

enhance their multiple skills and capabilities.

As Ipekgi (2021) accentuates, participants, both students and teachers, at the MUN conference
have many chances to observe how delegates in the committees try to find alternative solutions to
real-world problems based on the combination of their observations and experiences, which is
provided by experiential learning. Likewise, MUN conferences enable them to face their primary
reactions to real-world events and to go through a secondary reflection process in order to improve

their perspectives, which leads them to pursue further academic or professional careers.

Finally, recalling the suggestions in the study by Staley et al. (2020), “English teaching
professionals can address ESP needs in their own contexts by following best practices of scaffolding
activities, adapting materials for the needs of each particular student population, and incorporating

feedback into curricular revisions” (p.2), it can be highly recommended that MUN courses and
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training programs should be included in teaching programs and the curriculum of all grades of
schools. A sensible and responsible educational policy would never turn a blind eye to the long-term

benefits of fostering MUN conferences.
5. CONCLUSION

Consequently, It can be concluded that MUN conferences are beneficial for students and
teachers not only in enhancing their motivation and teaching skills but also in improving numerous
skills necessary for a successful academic, professional, and personal life. Most particularly, besides
improving language skills, enhancing motivation, and improving teaching skills, MUN conferences

have been restated to develop participants’ 21st-century skills and social abilities considerably.
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The Relationship between Self-Efficacy, Self-Regulation in Vocabulary and Receptive
Vocabulary Size of Turkish EFL Learners

Dr. Zeynep Ozdem-Ertiirk’

Abstract

This study investigated the relationship between Turkish EFL learners’ receptive vocabulary
knowledge (RVK), self-efficacy in English and self-regulation in vocabulary. More specifically,
the study aimed to investigate the effect of self-efficacy level of Turkish EFL learners and their
self-regulating capacity in vocabulary on their RVK. Descriptive statistics were conducted for
finding the RVK, self-efficacy level and self-regulating capacity of the participants. There was not
a gender effect on RVK, but it was found in their self-efficacy levels. There were also correlations
between the subscales of the self-efficacy, self-regulation in vocabulary and RVK. The subscales

of self-efficacy and self-regulation in vocabulary predicted some part of RVK.

Keywords: EFL self-efficacy; self-regulating capacity in vocabulary learning; receptive

vocabulary size

Introduction

RVK is defined by Nattinger (1988, p. 62) as “the understanding of the meaning of words and
storing words in memory.” Nation also defines RVK as “perceiving the form of a word while
listening or reading and retrieving its meaning” (2001, p. 25). These definitions indicate that RVK
is limited to comprehension of the meaning of words stored in memory when they are encountered
in receptive activities. That is the ability to recognize a word and recall its meaning. In that respect,
this study only focused on the RVK of the participants as they are expected to recognize the words
and recall their meanings in Vocabulary Levels Test.

RVK of the participants can be affected by different factors. The students in the same class,
with the same instructor and the same amount of instruction get different results in terms of

vocabulary learning. This shows that there are some other factors that are involved in the learning
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process. One of them is psychological factors which include learner beliefs, perceptions, and
motivation. Learner beliefs, known as self-efficacy, refers to what a person thinks about their
capabilities concerning the completion of a task and perceived competency level (Bandura, 1977).
Self-efficacy has a vital role in the learning process in terms of increasing or decreasing the
motivation level of learners. When learners come across with a challenging task, the ones who think
that they have the potential to complete it, have high levels of motivation, while the ones who
think that no matter how long they try or what they do, it is impossible to complete this task, have
low levels of motivation.

Another factor that affects the results of learning process is learners’ self-regulation capacity.
Self-regulation refers to the degree to which individuals become metacognitively, motivationally,
and behaviorally active participants in their own learning processes (Zimmerman, 1995). Self-
regulation is viewed as having at least four components; goal setting, self-observation, self-
judgment and self-reaction in three phases of forethought, performance and self-reflection (Bandura,
1986; cited in Hamedani, 2013). Theoretical background of self-regulation shows that learners are
aware of their learning process, and they evaluate their performance or the process itself.
Subsequently, they try to find the effective factors in this process, and they regulate it according to
the results of their evaluation.

Zimmerman (1995) claims that the types of goals selected by individuals and their
commitment to them are affected by their self-efficacy levels. It means that learners with high self-
efficacy levels select more challenging goals and persist in achieving their goals even when they
fail. It means that they are aware of their learning process, they evaluate and regulate their own
learning and try to achieve their goals no matter how difficult they are.

In the light of this theoretical background, the present study aimed to investigate whether there
was a relationship between learners’ self-efficacy levels and their self-regulating capacity in RVK.
Self-regulation is just limited to vocabulary learning to make the participants focus on only one
aspect, otherwise it would have been very broad and difficult to specify. The present study tried to
uncover the RVK of the participants and if it was affected by gender. It also tries to reveal whether
self-regulation in vocabulary or self-efficacy levels of the participants predict their RVK. The

research questions aimed to be answered in the study are;

1. What is the receptive vocabulary size of Turkish EFL learners?

2. Is there a gender-related difference in participants’ receptive vocabulary size?

3. Do female and male participants of this study differ in their self-efficacy in English according
to their RVK?
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4. How well do the self-regulation in vocabulary and self-efficacy in English levels of the

participants predict their RVK?

Methodology
Participants & Setting

The study was conducted at a university in Turkey. They were preparatory class students who
were studying English for general purposes during a complete year before they start their university
education at different departments. 179 undergraduates participated in the study; 122 of them were
males and 57 of them were females. Their ages ranged from 17 to 22, but most of them were 18 or
19. None of the participants had lived in an English-speaking country. They were at pre-intermediate
level when they participated in the study. It was made sure that all the participants were Turkish as

the scales used for the study were in Turkish.

Materials
Vocabulary Levels Test

As a measure of receptive vocabulary size, Version 2 of Vocabulary Levels Test was used in
the present study (Schmitt et al., 2001). This test consists of items from 2,000, 3,000, 5,000, 10,000
and academic word levels. Except the academic word level, which is based on Coxhead’s (2000)
Academic Word List, the levels are based on frequency counts. Each test level has 10 clusters of 6
words with 3 definitions, which makes a total of 30 questions per level. Test takers are instructed to
match the words with correct definitions. The Cronbach’s alpha reliability values for the 2,000,
3,000, 5,000, and academic word levels of Version 2 are reported as .92, .93, .93, .92, and .96
respectively (Schmitt et al., 2001).

In the present study, only half of the items were randomly selected and used because of time
constraint. Every second cluster from each level was selected. Therefore, each level included 5
clusters with 15 questions, and it made 75 questions in total. As half of the items were decided on
to be used, the reliability values of each level were calculated again for making sure that the test was
reliable. In the present study, the Cronbach’s alpha reliability values for the 2,000, 3,000, 5,000,
10,000 and academic word levels of Version 2 were found as .73, .75, .83, .72, and .72 respectively

and proved to be reliable.
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Self-Efficacy in English

To measure the self-efficacy levels of the participants in English, a scale which was developed
for Turkish context was used (Hanci-Yanar & Biimen, 2012). It is a five-point Likert scale including
four subscales as reading, writing, listening, and speaking. Reading subscale has 8 items, speaking
has 6 items, listening and writing both have 10 items. In total, there are 34 items in the scale. Rating
statements go from 1 (strongly disagree) to 5 (strongly agree), therefore the minimum and maximum
scores that could be obtained range from 34 to 170. The Cronbach’s Alpha reliability values for the
reading, writing, listening, and speaking subscales in the present study were .84, .85, .90, and .86,

respectively.

The Self-Regulating Capacity in Vocabulary Learning Scale (SRCvoc)

To measure learners’ self-regulating capacity in foreign language vocabulary learning,
Turkish version of the Self-Regulating Capacity in Vocabulary Learning Scale (SRCvoc) (Tseng et
al., 2006) was used in the study. Turkish version of the scale was translated by three English
instructors, and one Turkish instructor used these three translated versions for designing one Turkish
version of the scale. After that, this Turkish version was back translated by three different English
instructors and an expert formed one back translated version. These translated versions were rated
by a bilingual to see if they matched with each other. They rated it from 1 to 100 and all the items
were rated as 100% except for 2 items which were 95%.

The original version is a six-point Likert type scale including options from “strongly disagree”
(1) to “strongly agree” (6). However, in this study, a five-point Likert type from “strongly disagree”
(1) to “strongly agree” (5) was used. As it was administered with the scale of self-efficacy in English,
they were aimed to be evaluated in line with each other. It has a five-factor structure commitment,
meta-cognitive, satiation, emotional, and environment control and each factor consists of four items.
As it is a five-point Likert scale with 20 items, the total scores range from 20 to 100. The reliability

of the scale in the present study was .91, measured by Cronbach’s Alpha.

Data collection & Analyses

The Vocabulary Levels Test (Schmitt et al., 2001), Self-Efficacy in English scale (Hanci Yanar
& Biimen, 2012) and The Self-Regulating Capacity in Vocabulary Learning Scale (Tseng et al.,
2006) were all administered in a regular class hour. The participants were told not to answer the
questions in Vocabulary Levels Test if they did not know the answer for avoiding the chance factor.
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Every correct answer in that test was rewarded 1 point and consequently the maximum score they
would get from each vocabulary level was 15 points. As there were 5 vocabulary levels, the

maximum score of the vocabulary test was 75.

Descriptive analyses were conducted for participants’ RVK, self-efficacy and self-regulation
capacity in vocabulary. For finding gender-related difference in their RVK, one-way MANOVA
and for gender and RVK related differencein self-efficacy, two-way MANOVA analyses were
employed. In addition to these analyses, multiple regression analysis was conducted to explore
whether any causal relationships existed between participants’ self-efficacy in English and self-

regulation in vocabulary as represented by their RVK.

Findings and Discussion

Descriptive Analysis of the RVK

For getting the picture of the RVK of the participants, half of the Vocabulary Levels Test
(Schmitt et al., 2001) was used as stated in the instruments part. Descriptive statistics were
conducted, mean scores and standard deviations of each word level were calculated separately
for male and female participants. The results are given in Table 1.

As it can be seen in Table 1, the mean score of the whole test was 17.73 (SD=9.11). The deeper
analysis of the results in each word level indicated that high frequency words were acquired more
than the low frequency words. Participants of the study got higher scores in 2,000 level (M=6.57,
SD=3.05) than 3,000 (M=4.20, SD=2.78), 5,000 (M=2.67, SD=3.03) and 10,000 (M=1.24,
SD=1.83) levels. Keeping in mind the fact that the more frequent a word the better it is acquired, it
was not surprising to find that they got the highest scores in 2,000 level and the lowest ones in the
10,000 level.

Descriptive analysis of academic word level revealed that the scores of academic words
(M=3.04, SD=2.4) were better than 5,000 and 10,000 levels, but lower than 2,000 and 3,000 levels
(2000 > 3000 >Academic > 5000 > 10000).
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Table 1

Descriptive Statistics for RVK

Female (N=57) Male (N=122) All (N=179)
Word Levels Mean SD Mean SD Mean SD
2,000 6.35 2.94 6.67 3.10 6.57 3.05
3,000 3.96 2.80 4.31 2.77 4.20 2.78
5,000 2.30 2.56 2.84 3.21 2.67 3.03
10,000 1.07 1.40 1.32 2.00 1.24 1.83
Academic 3.21 2.50 2.96 2.35 3.04 2.40
Total 16.89 8.31 18.10 9.45 1773 9.11

Gender Difference in RVK

In terms of gender difference in RVK, it was found that males were slightly better than females
in 2,000 (Female M=6.35, SD=2.94; Male M=6.67, SD=3.1), 3,000 (Female M=3.96, SD=2.8; Male
M=4.31, SD=2.77), 5,000 (Female M=2.3, SD=2.56; Male M=2.84, SD=3.21) and 10,000 word
levels (Female M=1.07, SD=1.4; Male M=1.32, SD=2). However, females were better at academic
word level (M=3.21, SD=2.5) than males (M=2.96, SD=2.35).

A one-way MANOVA analysis was performed to investigate gender differences in RVK. Five
dependent variables were vocabulary levels, and the independent variable was gender. Preliminary
assumption testing was conducted to check for normality, linearity, univariate and multivariate
outliers, homogeneity of variance-covariance matrices, and multicollinearity, with no serious
violations noted (Mahalanobis Distance=20.59). The results of the MANOVA analysis revealed no
significant difference between male and female participants on the combined dependent variables
(4=.992, F=.286, p>.05). When the results for the dependent variables were considered separately,
there were no significant interaction effects of the vocabulary test scores and gender implying that
these two variables varied mostly along the same direction.

Descriptive Analysis of Self-Efficacy in English

Descriptive statistical analysis of the self-efficacy in English was calculated in relation to the

participants’ scores for the subscales of the instrument, self-efficacy in reading, writing,
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listening, and speaking, separately for male and female participants. Table 2 shows the results of
the descriptive analysis of self-efficacy and its subscales.

Table 2 shows that the mean score of the speaking self-efficacy (M=19.68, SD=4.33) of the
participants in this study was lower than their self-efficacy in reading (M=25.55, SD=4.83), writing
(M=31.53, SD=6.29) and listening (M=31.88, SD=6.83). It is not surprising to find that the
participants had a low level of self-efficacy in speaking, as they usually find it the most challenging
skill. In terms of the overall self-efficacy level in English, it was found that the mean score was
108.64 (SD=19.5) out of 170.

Investigating the gender difference on self-efficacy in English, it was found that female
participants had lower self-efficacy levels in reading (Female=24.79, SD=5.19; Male=25.89,
SD=4.63) and speaking (Female=18.79, SD=4.41; Male=20.09, SD=4.26) than male participants.
Their self-efficacy in writing was slightly lower than male participants (Female=31.46, SD=6.8;
Male=31.56, SD=6.08). However, female participants’ self-efficacy in listening was higher than
that of male participants (Female=32.16, SD=6.83; Male=31.75, SD=6.85). In terms of overall self-
efficacy level, male participants had higher scores than females (Female=107.19, SD=21.16;
Male=109.28, SD=18.75)

Table 2

Descriptive Statistics for Self-Efficacy in English

Female (N = 57) Male (N = All (N =179)
122)

Self-Efficacy = Mean SD Mean SD Mean SD
SE in Reading 24.79 5.19 25.89 4.63 25.55 4.83
SE in Writing 31.46 6.80 31.56 6.08 31.53 6.29
SE in Listening 32.16 6.83 31.75 6.85 31.88 6.83
SE in Speaking 18.79 4.41 20.09 4.26 19.68 4.33
Total 21.16 109.28 18.75 108.64 19.50

107.19

Self-Efficacy according to RVK and Gender

For answering the third research question, which tries to find gender and receptive vocabulary

interaction on self-efficacy, RVK of the participants was grouped by means of K-means cluster
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analysis procedure in SPSS. The K-means cluster analysis identified two distinctive clusters of
participants according to their RVK. The first cluster had a lower level of RVK (N=130, M=13.02,
SD=4.89) than the second cluster (N=49, M=28.42, SD=6.03).

A multivariate analysis of variance identified a gender effect on self-efficacy. A significant
main effect of participants’ gender was found using Wilk’s Lambda statistics (4=.935, F=2.972,
p=.05), indicating a moderate effect size (n,>=.07). When the results for the self-efficacy in reading,
writing, listening, and speaking were considered separately, the only difference to reach statistical
significance was self-efficacy in speaking; F(1, 175)=5.23, p=.02, 1,>=.02. An inspection of the
mean scores revealed that males reported slightly higher levels of self-efficacy in speaking
(M=20.09, SD=4.26) than females (M=18.79, SD=4.41).

A multivariate analysis of variance results did not identify an effect of RVK level on self-
efficacy (1=.981, F=.854, p>.05). In that respect, no statistically significant interaction effect was
found between RVK levels and gender (1=.981, F=.828, p<.05).

Table 3

Self-Efficacy According to RVK and Gender

Lower RVK Higher RVK
Male Female Male

Female

Mean SD N Mean SD N Mean SD N Mean SD N

SEinReading 24.83 4.97 42 25.02 4.41 88 24.67 596 15 2753 4.73 34
SEinWriting 31.71 6.59 42 30.65 6.11 88 30.73 756 15 3321 5.62 34

SE in 3212 6.70 42 3049 6.19 88 32.27 743 15 3453 766 34
Listening
SE in 18.88 4.02 42 19.38 4.03 88 18.53 551 15 2159 462 34
Speaking

Descriptive Analysis of Self-Regulation in Vocabulary

Descriptive statistical analysis of the self-regulation capacity in vocabulary was calculated in
relation to the participants’ scores for the subscales of the instrument, environmental, commitment,
metacognitive, satiation and emotion control, separately for male and female participants. Table 4

shows the results of the descriptive analysis of self-regulation in vocabulary and its subscales.
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As it can be seen in Table 4, the mean score of the environmental self-regulation (M=13.71,
SD=2.73) of the participants in this study was higher than commitment (M=12.97, SD=3.04),
metacognitive (M=12.43, SD=3.03) satiation (M=12.56, SD=2.98), and emotion (M=12.47,
SD=3.05). In terms of the overall self-regulation in vocabulary, it was found that the mean score
was 64.13 (SD=12.43).

In terms of gender difference, it was found that female participants’ overall self-regulation in
vocabulary was higher than that of male participants (Female=65.33, SD=10.86; Male=63.59,
SD=13.08). In the environmental (Female= 14.12, SD=2.36; Male=13.52, SD=2.87) and
commitment (Female=13.19, SD=2.62; Male=12.87, SD=3.22) control, females had higher mean
scores than male participants. It implies that female participants focus more on goal commitment,
elimination of negative environmental effects and utilization of the positive ones. Female
participants were slightly better than male participants in the subscales of metacognitive
(Female=12.63, SD=2.43; Male=12.34, SD=3.27), satiation (Female=12.77, SD=2.61; Male=12.46,
SD=3.13), and emotion (Female=12.61, SD=2.81; Male=12.40, SD=3.16). Descriptive analysis of
self-regulation in vocabulary shows that female participants were better at using their self-regulation

capacities in vocabulary than the male participants.

Table 4

Descriptive Statistics for Self-Regulation in Vocabulary

Female (N=5 Male (N=122) All (N=179)
Self-Regulation Mean SD Mean SD Mean SD
Environmental 14.12 2.36 13.52 2.87 13.71 2.73
Commitment 13.19 2.62 12.87 3.22 12.97 3.04
Metacognitive 12.63 2.43 12.34 3.27 12.43 3.03
Satiation 12.77 2.61 12.46 3.13 12.56 2.98
Emotion 12.61 2.81 12.40 3.16 12.47 3.05
Total Self- 65.33 10.86 63.59 13.08 64.13 12.43

Regulation

Correlations between RVK, Self-Efficacy in English and Self-Regulation Capacity in Vocabulary
To explore the possible interactions between RVK, self-efficacy in English and self-
regulation capacity in vocabulary, a Pearson correlation coefficient test was conducted. The results

of the correlation test are shown in Table 5.
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Table 5

Correlations: Relationship between RVK, Self-Efficacy and Self-Regulation in

Vocabulary
1 2 3 4 5 6 7 8 9 10
1. RVK 1
2. SE in Reading 28" 1
3. SE in Writing 207 727 1

4. SE in Listening 257 727 647 1

*%x *% *% *%

5. SE in Speaking 267 707 61 727 1
6. Environmental o
) 10 397 327 437 397 1
SRinVoc
7. Commitment n n o - -
) 227 427 427 447 497 537 1
SRinVoc
8. Metacognitive e
) 07 437 447 427 447 517 727 1
SRinVoc
9. Satiation SRinVoc .29 .38" .30 .43 .39 477 697 707 1
10. Emotion SRinVoc .16° .36™ .40 .37 42" 5507 .65 .72 72" 1

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

“ Correlation is significant at the 0.05
level (2-tailed).

It is shown in the table above that most of the variables under investigation in this study were
correlated positively at a statistically significant level. With special attention to RVK, all the
subscales of self-efficacy in English; reading (r79)=.28, p<.01), writing (r79)=.20, p<.01), listening
(rar9)=.25, p<.01) and speaking (r@79=.26, p<.01) correlated positively with RVK at a significant

level. Among the subscales of the self-regulation in vocabulary, commitment (r@79=.22, p<.01),
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satiation (r79)=.29, p<.01) and emotion (ri79=.16, p<.05) were positively correlated with RVK at
a significant level. It should also be noted that the relationships between RVK and the correlated
variables had a small effect size magnitude (Cohen, 1992). Other correlation coefficients between
RVK and self-regulation in vocabulary did not achieve any statistical significance.

After identifying significant correlations between RVK, self-efficacy in English and self-
regulation in vocabulary, a multiple standard regression analysis was performed to explore whether
RVK in this study was predicted by any of the independent variables entered in the model.
Assumptions were not violated as the sample size (n=179) was large enough; and multivariate
outliers did not seem to be likely to interfere with the normality. (Mahalanobis distance=20.38) The
results of the regression analysis revealed that of those dimensions of self-regulation in vocabulary
and self-efficacy in English with some significant correlations with RVK, only satiation (p=.42,
p=.00) emerged as a predictor of RVK, explaining considerably larger unique variation in
participants’ RVK than other variables: self-efficacy in reading, writing, listening, speaking;
commitment and emotion. Overall regression model appeared to explain a significant amount of
variance in RVK (F=4.613, p=.00). However, the amount of variation explained by the model was

not large (R?=.193), not exceeding %20. These figures can be found in Table 6.

Table 6
Multiple Regression Analysis: Predictors of RVK

Correlations

B t Sig. Zero Partial Part
Predictors order
SE in Reading .17 1.43 16 28 11 1
SE in Writing .05 4 .66 20 .03 .03
SE in Listening -.00 -.03 .98 25 -.00 -.00
SE in Speaking .09 .88 .38 .26 .07 .06
Commitment .15 1.3 2 22 1 .09
Satiation 42 3.59 .00 29 .26 24
Emotion -.04 -.34 74 16 -.03 -.02

Note: R? for the model = .193
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Conclusion

The present study aimed to explore the relationship between the receptive vocabulary size,
self- efficacy in English and self-regulation capacity in vocabulary in an EFL context. Firstly, it was
found that the EFL students had better scores in 2,000 and 3,000 levels than 5,000 and 10,000 levels.
This result proved the importance of frequency, the more they come across with the words, the better
they learn them. It may also be affected by the proficiency level of the students. As they were pre-
intermediate level students, it was not surprising to find that they knew fewer words in 5,000 and
10,000 levels. Moreover, it was also found that their scores in academic word level were higher than
5,000 and 10,000 levels and lower than 2,000 and 3,000 levels. This also indicated that academic
words are more frequently used than the two higher levels. In terms of gender difference in RVK,
male participants were slightly better than the female participants for all levels, but for the academic
word level. However, these differences were not statistically significant.

The self-efficacy levels of the participants were also evaluated in terms of self-efficacy in each
language skill. It was revealed that their speaking self-efficacy was lower than the self-efficacy in
other skills. It was an expected result as they never feel comfortable in speaking. It was also aimed
to find out the effects of RVK and gender on self-efficacy. There was a gender effect on self-
efficacy, but not of RVK. It reveals that even the participants who had higher RVK than the others
did not think that their vocabulary knowledge was large enough to have self-efficacy in English.

For answering the last research question, firstly possible correlations between the subscales
of self-efficacy in English and self-regulation in vocabulary, and RVK were analyzed. Except for
environmental and metacognitive self-regulation in vocabulary, the other subscales of self-
regulation and all the subscales of self-efficacy were positively and significantly correlated with
RVK. Among them, only satiation emerged as the predictor of RVK. As a whole, the model
predicted nearly 20% of RVK. It implies that the participants who could manage to remove boredom

and to bring more appeal or interest to the vocabulary learning process have higher RVK levels.
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Translation or Transcreation? A Model Lesson Plan on the Fictional San Lorenzo Dialect?

Dr. Fatma Ulkii Kavruk? & Assist. Prof. Dr. Murat Ozcan®

Vonnegut’s Cat’s Cradle is famous for the San Lorenzo Republic and its fictional Bokonon culture.
The protagonist, American John happens to visit this island country to write a biography on a
scientist and ends up becoming the Bokonist Jonah through an acculturation process. Vonnegut
exposes the readers to the San Lorenzo culture through the San Lorenzo dialect and its newly coined
words. In the beginning pages, readers are lucky enough to have the English versions as a reference,
yet San Lorenzo serves as a natural language as the readers get to know the San Lorenzo culture
more. This study conducts a comparative analysis of the transferences of the distorted words of the
San Lorenzo language into Turkish, aiming to answer the question of what concept (translation or
transcreation) suits better the transference of the words that do not seem to exist in any other
languages. The findings of the study have depicted that translators adopted different translation
approaches while transferring the San Lorenzo dialect. Fisek mostly kept the San Lorenzo effect as
in the source text by copying the coined words to the target text whereas Goktas and Erig created
their own San Lorenzo dialects reconstructing the Turkish words, and appealed to the target culture
leaving hints for the readers to decode. To this end, this study suggests a fresh perspective for literary
translation courses with a model lesson plan on the translation criticism of Vonnegut’s fictional San

Lorenzo language.

Keywords: fictional languages, San Lorenzo dialect, translation education, a model lesson plan,

literary translation

Introduction
Today’s digital literacy era has brought us not only profound access to information but also the need

to adapt teaching methods by utilizing the existing resources creatively. One of the biggest reflections

! This article is based on the doctoral dissertation, Fictional Languages, Cultural Neologisms and Transcreation:
Transferences from English into Turkish and German (Kavruk, 2022a, pp.50-58, 84-89). The study has been furthered
through a model lesson plan.
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of the global issues on education is the changing profile of our students who spend most of their “me”
time watching the screen adaptations of works of fiction. How we can elaborate literary translation
courses appealing to the learners’ interests has been the main motivation of this study. Therefore, this
paper offers an alternative content and method of instruction for literary translation classes through

the use of fictional languages.

Fictional languages are literary invented languages that authors create as a part of their engaging
fictional worlds, paralyzing the readers through the newly coined lexicon in a story in a natural
language (Kavruk, 2022, p.28). Literature has witnessed several fictional languages in the works of
fiction pioneering with More’s Utopian Language in Utopia (Higley, 2007, s.64) to Orwell’s
Newspeak (1949), Burgess’ Nadsat (1962), Vonnegut’s San Lorenzo (1963), Herbert’s Fremen
(1965), Adams’ Lapine (1972), Elgin’s Ladaan (1984), and Tolkien’s Quenya, Sindarin or The Black
Speech (19944, 1994b, 1994c). In almost every novel with a fictional language, there is “the other”
isolated from the rest of the groups or the society, and authors create their lexicon to make the concept
of the otherness prominent so that the out-groups cannot decipher the in-group behaviour or culture
(Kavruk, p.18). Newmark prefers the term, “neologism” for this in-group lexicon and limits the term
to “newly coined lexical units or existing lexical units that acquire a new sense” (1988, p. 140). His
further classification of the newly coined lexical items includes “the new coinages, transferred words,
derived words, abbreviations, eponyms, phrasal words, acronyms, internationalism and pseudo-
neologisms” (Newmark, pp. 140-145). New coinages, transferred words and derived words are the
most common types of cultural neologisms in fictional languages (Kavruk, 2022, p.52). Every
fictional language owns all the categories of neologisms, yet they may have a dominant neologism in

each one.

Newly coined cultural neologisms consist of words that do not exist or that may not seem to exist in
any other languages since they are created only for the fictional worlds and culture of the novels or
series (Kavruk, 2022, p.56). The experience of the readers with such new coinages may vary
depending on the authorial preferences, that is, in some novels, authors may provide the equivalent
meaning of these cultural neologisms within the text or may add a footnote as readers are just stepping
into the fictional worlds at the beginning of the novels, while in some cases readers are not that lucky.
In Lapine in Watership Down by Adams, readers come across the sentence “Come on, let's get the
others moving before a man comes with a hrududu” without any explanations, yet readers can find

an English equivalent in the following parts of the novel (1972, p.72). In Tolkien’s Lord of the Rings,
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readers experience the new coinages functioning like a natural language in the cultural songs and
rituals of the elven, yet they are provided with English translations (1994a, 1994b, 1994c). New
coinages are expected to make up the greatest part of fictional languages since fictional languages are
categorized under the umbrella term of “constructed languages” (Kavruk, 2022, p.40). However,
some fictional languages are characterized by their transferred words, such as the Arabic words in
Fremen (Herbert, 1965, 1969, 1979) and the Russian words in Nadsat (Burgess, 1962). Another
neologism common in fictional languages is the derived words formulated with the features of the
natural language the story takes place, yet resulted in brand new words. Orwell’s Newspeak, the
official language of Oceania, stands out with its derived words (1949). Through some word formation
techniques, Orwell built on his own vocabulary and provided the English explanations of these

creations at the beginning pages of the book as well as in “The Principles of Newspeak™ (1949).

As Zohar suggests the place of the translated literature in the literary system is peripheral, yet the
position is dynamic and may be subject to change "when there are turning points, crisis, or literary
vacuums in a literature” (p.243). Similarly, considering the boom in book-to-screen adaptations, there
has been a great interest in translated works of fiction and the translated literature has started to
abandon its peripheral status, resulting in more and more retranslations of works of fiction with
fictional languages. Vonnegut’s Cat’s Cradle, notable for the Bokonon culture and the fictional San
Lorenzo language, is one of the works of fiction that has shifted to the central position in Turkish
translated literature with recent retranslations. The novel depicts the transformation of American John
into the Bokonist Jonah on a journey to this island country to write a biography on the scientist of the
Hiroshima bomb, “ice-nine” (Vonnegut, 1963). Vonnegut portrays the Bokonist lifestyle through the
San Lorenzo language, ranging from a word level to the natural language throughout the book. Cat’s
Cradle begins with the sentence Live by the foma* that makes you brave, and kind and healthy and
happy” with the name of the holy book as well as the footnote of “harmful untruths” (1963, ix) as an
explanation. At the beginning pages where the Bokonism is explained, a similar attitude is available
since the English equivalents of the newly coined words are provided within the text: “We
Bokononists believe that humanity is organized into teams, teams that do God's Will without ever
discovering what they are doing. Such a team is called a karass by Bokonon, and the instrument, the
kan-kan, that brought me into my own particular karass was the book I never finished, the book to be
called The Day the World Ended” (Vonnegut, 1963, p. 5). As the readers get to know Bokonism more
and more, this time San Lorenzo acts like a natural language with subjects, verbs, objects, even

articles, modals, if clauses or so: “ Zo ,” he said in the dialect, “ yeff jy bam gong be Kret-yeen
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hooner yoze kon-steez-yen, jy hap my yup oon lot nee stopf ”(Vonnegut, 1963, p. 65). Vonnegut
describes San Lorenzo language as “a dialect of English” in the novel. When the sections where San
Lorenzo appears to act like a natural language are examined, and the possible English versions are
taken into consideration, it is possible to state that some San Lorenzo vocabulary is created through

the distortion of the English ones though this fact is not obvious without a reference.

Cat’s Cradle was translated as Kedi Besigi by Sinan Fisek (Vonnegut, 1974), Serkan Goktas
(Vonnegut, 2012), and Mahir U. Eris (Vonnegut, 2021). This study conducts a comparative analysis
of the transferences of the distorted words of the San Lorenzo language or dialect into Turkish and
presents a model lesson plan aiming to answer the question of what concept (translation or
transcreation) suits better for the transferences of the distorted words of San Lorenzo language in
Kurt Vonnegut’s Cat’s Cradle when the translations by Fisek, Goktas, and Eris are examined. Thus,

the study endeavours to answer such research questions:

(1) What are the common strategies used in the transferences of the distorted words of the San

Lorenzo language in the Turkish translated texts?

(2) Regarding the translation strategies used in the Turkish translations, what concept (translation or
transcreation) suits better the transference of the words that do not seem to exist in any other

languages?

(3) Based on the text analysis for translation, how can Cat's Cradle and its Turkish translations by

Fisek, Goktas, and Erig be brought up in literary translation courses?

Method

This study employs the outcomes of the source text analysis of the newly coined San Lorenzo lexicon
in the doctoral thesis of Fictional Languages, Cultural Neologisms and Transcreation: Transferences
from English into Turkish and German (Kavruk, 2022a, pp.56-58), in which Cat’s Cradle was
observed to own 76 new coinages (61,8%), 11 transferred words (8, 9%), and 36 derived words (29,
3%). However, as most of the new coinages in the fictional San Lorenzo language are invented
through the distortion of the English words (43, 9% distorted and 17, 9% newly coined words), this

corpus-based study is limited to the distorted cultural neologisms that seem not to exist in any other
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languages, yet created as a dialect of the English language (54 neologism units and their Turkish

translations).

60 50,0%
l 45,0%
50 \ 40,0%
0,
40 35,0%
l 30,0%
30 \ 25,0%
20,0%
| - )
20 15,0%
0,
10 _~ 10,0%
5,0%
0 ' 0,0%
distorted cultural newly coined  transferred cultural  derived cultural
neologisms cultural neologisms neologisms neologisms

Figure 1: The Lexicon of San Lorenzo language

This study uses “The Cultural Neologism Transcreation Model” (CNTM) created by combining two
separate translation models for the translations of neologisms and culture-specific words suggested
by Newmark (1988) since the cultural neologisms play a significant role both linguistically and
culturally in fictional languages in the works of fiction, and there are no specific translation theories
regarding the recreation of the fictional languages in the target literary texts (Kavruk, 2022, pp. 51-
54). To name the translation process of the distorted words, the translation strategies have been
divided into three categories as “transference”, “translation” and “transcreation” since when the case
is fictional languages, three main transacts of translation can be mentioned (Kavruk, 2022b). Each
unit of distorted neologisms is to be analysed regarding the three transacts of fictional languages,
namely; “transference” (exact transference and naturalisation), “translation” (literal translation,
functional equivalent, cultural equivalent, descriptive equivalent, modulation, and shifts) and lastly
“transcreation” (target language neologism). The eclectic method and deletion have been excluded
from the final analysis. Each translation strategy in the eclectic method has been evaluated
individually while deletion, the removal of the cultural neologism in the target text, cannot be listed
under the three transacts of fictional languages. The most common translation strategies used by the
translators for each unit are to be estimated through the main categories mentioned, and what concept
suits better for the transference of the distorted words in the fictional San Lorenzo language is to be

determined.
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Findings

Translators have been observed to have adopted different translation approaches while transferring
the distorted cultural neologisms of the fictional San Lorenzo language. One of the most striking
examples of how translators have differed in translation approaches while transferring the distorted
San Lorenzo words is the San Lorenzo version of the popular English rhyme, “Twinkle Twinkle Little
Star” (cited in Kavruk, 2022a, p.86). Vonnegut provided the readers with the San Lorenzo version of
the popular English rhyme first. Without a reference, it should be noted that it is not easy to decipher

the mentioned rhyme over its San Lorenzo version.

ST TT1 (Fisek) TT2 (Goktas) TT3 (Eris)
Tsvent-kiul, tsvent- Tsvent-kiul, tsvent- Dark-ha donnyhan-  Dah-had diinna
kiul, lett-pool store, kiul, lett-pool store, nemyn, nemis sin

Ko jy tsvantoor bat Ko jy tsvantoor bat voo Kopllraynda Hol laarindah yas-sar
VOO yore, yore, yashirkkan, kihen

Put-shinik on lo shee Put-shinik on lo shee Carkeeli Cig¢-sek libah

Z0 brath, Z0 brath, bakh¢amzn, ¢emissin

Kam oon teetron on lo  Kam oon teetronon lo  Yogglirnda Jol laarindah jos-sarr
nath, nath, koshirkkan, kihen.

Tsvent-kiul, tsvent- Tsvent-kiul, tsvent- Jimda ogulu kolldk,

kiul, lett-poll store, kiul, lett-poll store, Sanfillari dollthirdk,

Ko jy tsvantoor bat Ko jy tsvantoor bat voo  Shinngliyzz

VOO yore. yore. haeppsmz

Yajssnin poklumss.

Twinkle twinkle little
star

How I wonder what
you are

Up above the world so
high

Like a diamond in the
sky

Twinkle twinkle little

star

Piril pirl kiigiik yildiz
Nasil da merak ederim
ne oldugunu

Ne parlaksin
gokyliziinde

Gecenin iginde bir
tepsi gibi

Pir1l pir1l kiigiik y1ldiz
Nasil da merak ederim
ne oldugunu

(Vonnegut, 1974).

Daha diin
annemizin,
Kollarinda yasarken,
Cicekli bahgemizin,
Yollarinda kosarken,
Simdi okullu olduk,
Siniflar1 doldurduk,
Sevingliyiz hepimiz,
Yasasin okulumuz.

(Vonnegut, 2012).

Daha diin annemizin,
Kollarinda yasarken,
Cigekli bah¢gemizin,

Yollarinda kosarken,

(Vonnegut, 2021)
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How | wonder what
you are
(Vonnegut, 1963).

Table 1. Turkish-based San Lorenzo Languages

The transferences of the San Lorenzo version of the nursery rhyme depict different translation
approaches. Fisek did not change the San Lorenzo version in the target text though he gave the
Turkish explanation of the English one, which has led the San Lorenzo language to be considered as
a total new coinage, not as a distorted dialect since Turkish readers may not be familiar with the
source-text culture. It could be concluded that he adopted a source-text-oriented approach and used
transference as a strategy as well as literal translation for the reference. Goktas and Eris, whereas, had
similar approaches, finding a Turkish-culture rhyme and distorting the words in a similar way to the
author. Both translators used the Turkish rhyme for the first day at school and recreated the Turkish
San Lorenzo versions through a deconstruction process. Goktas kept the full version of the rhyme
whereas Eris played with the first quadrant. However, both translators used target language neologism

while transferring the English-based San Lorenzo rhyme into Turkish.

When the transferences of all the distorted words of the San Lorenzo language have been examined,
it could be concluded that not all the translation strategies were used in the process, but there were

some popular strategies:

Target Language Neologism
Transference

Deletion

Functional Equivalent
Modulation

Cultural Equivalent
Gloss

Shifts

Descriptive Equivalent
The Eclectic Method
Literal Translation
Naturalisation

0 10 20 30 40 50 60 70 80 90

Fisek = Goktas = Eris

Figure 2: Transferences of the distorted words
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The findings of the study have depicted that Fisek used transference the most with a rate of 75, 9%,
which depicts that he preserved the San Lorenzo effect through mostly copying the distorted cultural
neologisms to the target text. Goktas and Eris have been observed to prefer target language neologism
the most with rates of 74, 4% and 61, 1%. They created their own Turkish-based San Lorenzo
languages reconstructing the rhymes in Turkish culture and appealing to the target culture leaving

hints for the readers to decode.

The overall translation approaches of the translators have been combined to determine what concept

works best for the recreation of the Turkish-based San Lorenzo language in the target texts.

60,0%
50,0%
40,0%
30,0% 35,5%
20,0%

10,0%

Transference Translation Transcreation

Figure 3: Transacts of San Lorenzo Language

The answer to the question of what umbrella term could be mentioned for the recreation of the San
Lorenzo distorted words in the Turkish target texts is “transcreation” with a rate of 56, 5% whereas
the second most commonly used transact is “transference” with the rate of 35, 5%, which are

consistent with the most frequently used strategies in the Turkish translations of Cat’s Cradle.

A Model Lesson Plan

Fictional languages are a great resource for literary translation courses as they provide the students
with the opportunity to raise awareness towards the necessary translation competencies for a literary
translator over several examples of cultural neologisms in the works of fiction, appealing to the

interdisciplinary nature of the literary translation as well as students’ interests. Based on the
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comparative analysis of Cat’s Cradle and its Turkish translations, it is possible to suggest a model
lesson plan for the third-year students at the Department of Translation and Interpreting. As it is
significant that students are familiar with the basic theoretical framework of literary translation as
well as the possible translation criticism models and transacts of translation to conduct a descriptive

analysis, Week 4 has been chosen for this model lesson plan:

Week 1: Introduction to Literary Translation Criticism
Week 2: Literary Translation: Challenges, Norms, and Limitations
Week 3: The Transacts of Translation

Week 4: Cat’s Cradle and Fictional San Lorenzo Language

Table 2. A Model Syllabus

Students have been assigned to read Cat’s Cradle (Vonnegut, 1965) for a three-session lecture (50

minutes each) in Week 4 through the syllabus given at the beginning of the semester.

A Warm-up Video (5,6 min) by TED-Ed: “Are Elvish, Klingon, Dothraki and Navi
Real Languages?” (Mcwhorter, 2013)

A Pair Discussion (10+4 min):

What is a conlag?

What other concepts can we use for constructed languages?(e.g. fictional or invented
languages)

Which constructed languages are mentioned in the video?

Why are constructed languages created?

What other constructed languages can you name?

What are the possible challenges while translating a literary text with a constructed
language?

A Class Discussion (10 min):

What is Cat’s Cradle about?

What are the key features of the San Lorenzo Republic? (Its residents, language, social
life, religion...etc.)

What language is spoken in the San Lorenzo Republic?
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Why has the author named this constructed language as a dialect of English in the

novel?

Table 3. A Warm-up on Constructed Languages and Cat’s Cradle

Students watch a video on the constructed languages of famous movies as a warm-up (Mcwhorter,
2013) and are assigned to have a pair discussion on the questions given. At the end of the task, the
instructor can answer the questions as a summary. As the assigned fiction is Cat’s Cradle by Kurt
Vonnegut, at the last stage of the pre-session, a class discussion can be initiated about the plot, the
protagonists of the novel, the fictional world, and the key features of the San Lorenzo language for
an introduction. The last question of the class discussion prepares the students for the next stage of
the lesson plan, which is to guess the meanings of the distorted English words of the San Lorenzo

dialect.

A Multiple Choice Kahoot on the Distorted Cultural Neologisms of the San
Lorenzo Dialect (20min) (Kavruk, 2022)

e.g. “Tz-venk voo vore lo yon-yo!”

a) create b) change c)drink d) thank

A Grouping Activity (10 min): “Pick a Door...” (Micaela, 2017)
A Group Discussion and Vlog (20+20 min)

Twinkle Twinkle Little Star in San Lorenzo in the ST vs. TTs,

in the light of:

A Source-oriented vs. target-oriented approach

Equivalence and translatability

Translators’ decisions

Transacts of literary translation

Table 4. A During-session on San Lorenzo and the Translation Criticism

In the multiple choice questions prepared on Kahoot, students are provided with the sentences in San
Lorenzo and asked to guess the possible English meanings of the bold words in each sentence. It
should be noted that the examples are limited to the sentences formed with the distorted San Lorenzo

words. Such an activity helps the students to comprehend the nature of the Sorenzo as a dialect of
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English and how difficult to understand that San Lorenzo sentences are distorted English sentences
without a reference. Through a fun and in-context grouping activity in the next session, students will
be divided into groups, parallel to the door that leads them to the fictional worlds of “Wonderland,
Middle-Earth, Westeros, Panem, Lyra’s World, Florin, Guilder, Oz, Hogwarts and Narnia” (Micaela,
2017), which exist in the popular screen adaptations of the works of fiction with fictional worlds and
folks. When the groups are formed, they are presented with the San Lorenzo version of the “Twinkle
Twinkle” in the ST and TTs and are asked to have a group discussion on the chunks regarding the
translation approaches, the memes of translation, translators’ decisions and the possible popular
transact in each translated text and prepare a mini vlog on the translation criticism as a group. Students
will download their videos on their e-classes so that these 3-4 minutes live videos are available to the
entire class. In the third session, the vlogs will be watched and students will choose the best vlog of
the class. As a post-session, students will be assigned to work alone and translate San Lorenzo chunks

covered in Kahoot, provided with the paragraph and page number.

Assignment

If you were translating Cat’s Cradle, how would you translate the given ST chunk with
the distorted neologisms?

(already covered in Kahoot)

Film a vlog as a virtual translator preface

Table 5. A Post-session and a Vlog Trial

Each student is asked to film a vlog as a translator preface and explain what translation approach she

or he has adopted to translate the San Lorenzo sentences provided.

In this three-session lesson plan, students will be able to (1) comprehend the concept of the
constructed/fictional languages and gain awareness towards the possible challenges a fictional
language can create in translation (2) explain the plot of Cat’s Cradle and key features of the San
Lorenzo Republic as well as the San Lorenzo dialect (3) guess the meanings of the distorted words
of San Lorenzo language in the provided examples (4) compare the San Lorenzo rhyme in the source
text (ST) and target text (TTs) regarding the transacts of the literary translation and (5) make a virtual

translator’s preface exploring their translation approaches as a free practice.
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Conclusion

San Lorenzo, constructed as a dialect of English by Kurt Vonnegut for the San Lorenzo Republic,
differs from the other fictional languages as it owns a distorted lexicon as well as the cultural
neologisms of total new coinages, transferred words, and derived words. Therefore, the way such
distorted words are translated into the target text holds great potential to look into, especially for the
translation criticism courses in which it is common to conduct a comparative analysis of the source
text and the translations regarding the issues of equivalence, translatability, translators’ decisions or
an overall translation approach. This study is considered to be distinctive in that it performs more
than just a descriptive analysis, but also a practical lesson plan. As today’s students are dynamic,
creative, and highly tech-savvy, translation curricula may be adapted in a way parallel to the
necessities of the era as well as the interests of the students through the use of fictional languages.
Alternative lesson plans can be designed on the translation criticism of different works of fiction with

fictional languages as well as on their semiotic evaluations.
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Yabanci Dil Olarak Almanca Ogretiminde Cizgi Filmin Rolii’

Dr. Giileser Korkmazer?

Ozet

Bu calismada Almanca altyazili ¢izgi filmlerin; “okudugunu anlama, duydugunu anlama,
konugma ve yazma” gibi dort temel dil becerisi lizerindeki rolii arastirilmistir. Bu amag
dogrultusunda, bir sosyal medya paylasim sitesinde erisime agik olan ve tesadiifen segilen, “In Einem
Land Vor Unserer Zeit® adli ¢izgi filmin “Gefihrliche Spiele® adli boliimii, dublaj ve alt yaz
baglaminda karsilastirmali yontem kullanilarak benzerlik agisindan “monolog, diyalog ve sarki sézii”
cergevesinde incelenmis ve betimsel olarak yorumlanmaistir. Elde edilen bulgular, hedef dildeki dublaj
ve altyazi arasinda; “dil bilgisi, imla hatalari, noktalama igaretlerinin kullaniimamasi: ve sozlii
ifadeye altyazida yer verilmemesi” gibi ¢ok sayida tutarsizlik oldugunu ortaya ¢ikarmistir. Film
sahnelerinin hizla degismesi nedeniyle altyazida “zaman” ve “karakter sinirlamasi” gibi kistaslar
mevcuttur. Hatalarin bu kistaslardan ve dil i¢i otomatik ¢eviri programindan kaynaklanabilecegi
diisiiniilmektedir. Ceviri metninin videoya gomiilii olmamasi da zaten otomatik ¢eviri programinin
kullanildigin1 kanitlamaktadir. Yukarida tespit edilen hatalar nedeniyle, hedef dilde film izleme
eyleminin daha ¢ok duydugunu anlama becerilerini gelistirmeye katki sagladig tespit edilmistir.
Konusma becerileri kapsaminda ise; dublaj metninde duydugu ifadeleri sozlii olarak tekrar eden
ogrencinin, hedef dildeki telaffuzunu gelistirebilecegi degerlendirilmektedir. S6z konusu ¢izgi film
altyazilarinin tespit edilen hatalar nedeniyle, hedef dilde okudugunu anlama ve yazma becerilerinin
gelistirilmesine katki saglamadigi agikga goriilmiistiir. Dolayisiyla dil i¢i aktarim da olsa, otomatik
ceviri programlart kullanildigr siirece, hedef dilde izlenecek ¢izgi filmlerin altyazisiz izlenmesi

faydal1 olacaktir.
Anahtar Sézciikler: Cizgi Film, Dublaj ve Altyazi, Dort Temel Dil Becerisi
Giris

Gliniimiiz diinyasinda kariyer yapmak ve saygin bir iste calismak icin artik bir degil, en az iki

yabanci dile, dort temel dil becerisi kapsaminda hakim olmak gerekmektedir. S6z konusu dort temel

! Bu arastirma 21 Ekim 2022 tarihinde Gazi U. YDYO tarafindan diizenlenen I.Uluslararast Dil ve
Uygulamal Dilbilim Calismalar1 Konferansr’nda 6zet bildiri olarak sunulmustur.

2 Ogr. Gor. Dr. Trakya Universitesi Yabanci Diller Yiiksekokulu Almanca Egitimi Hazirlik Birimi

8 Zamanmmzdan Onceki Bir Ulkede

4 Tehlikeli Oyunlar
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dil becerisi Storch (1999,s.15) ve Giindogdu (2013,s.45) tarafindan “Kommunikative Fertigkeiten'”
olarak adlandirilmistir. Celtik (2022,s.107) ise bu becerileri dilimize; “okuma, yazma, konusma ve
duyma” becerileri olarak aktarmistir. iginde bulundugumuz 21.yiizyillda egitim diinyasindaki
teknolojik gelismeler nedeniyle bu becerilere “Hor-Sehverstehen®’ diye adlandirilan yeni bir beceri
daha eklenmistir (Porsch vd., 2010,s.143-189). Bu nedenle yabanc1 dil egitimi materyal bakimindan
oldukga renklenmistir. Oyle ki, artik yabanci dil egitiminde sadece kasetcalar ya da CD gibi isitsel
materyaller degil; film, DVD, video hatta bilgisayar oyunlar1 gibi ¢ok sayida gorsel-isitsel ve
interaktif materyaller kullanilabilmektedir. S6z konusu materyaller 6grenmeyi keyifli hale de
getirmektedir. Bu gelismelerle birlikte daha etkili bir yabanci dil 6gretimi i¢in dil egitimi kitaplarinin
dahi {inite bazinda kisa videolar: ¢ekilmistir. lgili videolar: izlemek, 6grencilerin islenen konuyu
gorsel-isitsel destekle daha iyi anlamalarin1 saglamaktadir.

Ogrenciler, ders kitaplar1 ve bu kitaplarin videolar: disinda hedef dilde internet {izerinden dizi
film, sinema filmi ya da ¢izgi film izleme, gibi ¢esitli olanaklardan da yararlanmaktadir. Hatta bu
filmleri ¢ogu kez altyazili olarak izlemeyi tercih etmektedirler. Dolayisiyla, ¢evirmen tarafindan
hazirlanan film altyazisinin yabanci dil 6grenme siirecindeki katkisi yadsinamaz, ancak bu altyazi
otomatik bir ceviri programi tarafindan yapildiginda, dort temel dil becerisi lizerindeki etkisi
tartismaya ag¢ik bir konudur. Zira, Korkmazer & Epceli’nin (2018,s.579-592) dile getirdigi tizere,
otomatik ¢eviri programlari iizerinden yapilan cevirilerde hatalara rastlanmaktadir. Bu noktadan
hareketle; ilgili arastirmada ¢izgi film altyazist ve dublaj metni orneklerle karsilastirilarak, bu

orneklerin hedef dildeki dort temel dil becerisi tizerindeki rolii tartisilacaktir.

CiZGi FiLM

Tiirk Dil Kurumu’na® gore ¢izgi film: “Bir konuyla ilgili olarak karakterlerinin hareketlerini
belirtecek bigimde art arda ¢izilmis resimlerden olusan sinema filmi” seklinde tanimlanmaktadir.
Senler (2005,s.100) ise ¢izgi filmin bir “animasyon” yani “canlandirma sanati” oldugunu ifade

etmektedir. Tiirker’e (2011,s.227) gore de canlandirma sanati Tiirkiye’de “¢izgi film” olarak

adlandirilmaktadir.

Diinya tarihinde ilk ¢izgi filmin ortaya ¢ikist 1800’lerin son donemine rastlasa da, 1907
yilinda James Stuart Blackstone tarafindan “stop-motion” teknigi kullanilarak yapilan ilk sessiz ¢izgi

film "Humorous Phases of Funny Faces" adini tagimaktadir (Senler, 2005,s.102; Berk, 2017,s.195).

! fletigim Becerileri
2 Eszamanli "Duydugunu ve Gordiigiinii Anlama”
% Tiirk Dil Kurumu (TDK); https://sozluk.gov.tr/ (Erigim:19.11.2022).

105


https://sozluk.gov.tr/

Ik sesli ¢izgi film ise Walt Disney’in dnciiliigiinde 1927 yilinda yapilmustir ve “Steamboat Willie”
adindaki bu film ilk Mickey-Maus filmi olarak da tarihe ge¢mistir.

Film Altyazisinin Tarihgesi

Film altyazisinin tarihgesi 1900’1 yillara dayanmaktadir. Gottlieb’e (2002, s.195) gore 1903
yilinda Edwin S. Porter tarafindan yapilan “Uncle Tom’s Cabin” adli sessiz filmde ilk defa film
altyazisi kullanilmigtir. Menciitekin’in (2009,s.199) deyimiyle “Intertitles” olarak adlandirilan bu
altyazilar metin kartlari seklindeydi ve beyaz perdenin tamamini kaplayacak boyutlardaydi. 1909'dan

itibaren bu yazilar, gazete alt basliklarina benzedikleri i¢in “sub-title” (altyazi) diye adlandirilmistir.

[k altyazili sesli film 1927 yilinda ¢ekilen Amerikan yapimi “The Jazz Singer” adli filmdir
ve 26 Ocak 1929'da Fransizca altyaziyla 6nce Paris'te, sonra Italyanca altyaziyla italya’da gdsterime
girmistir (Menciitekin, 2009). Zamanla bu altyazilar kiiciilerek ekranin altindaki yerini almistir. S6z
konusu altyazi metinleri giinlimiizde belirli kurallar ¢ercevesinde diller aras1 ve dil i¢i aktarim olarak

karsimiza ¢ikmaktadir.

Film Altyazisimin Kurallar

Dil i¢i veya diller aras1 altyazida “zaman ve karakter sinirlamasi”? gibi bazi kistaslar vardir.
Bu kistaslara gore: altyazi en az 1, en ¢ok 7 saniye ekranda kalabilir ve climle uzunlugu iki satiri
gecmemelidir ve bu iki satirda 37 ila 41 arasinda karakter kullanmilmalidir. iki farkl altyaz1 arasinda
en az bir film karesi olmalidir. Farkli konusmacilarin altyazilari konusma ¢izgisi ile ayrilmalhdir,
dublaj metni ile altyazi ekranda eszamanli (Senkron) olmalidir. Dilbilgisi a¢isindan hata olmamalidir,
zira altyazi okuma ve yazma becerilerinin gelisimini desteklemektedir®. Baska bir ifadeyle; imla

hatast olmamalidir ve noktalama isaretlerinin kullanimina dikkat edilmelidir.

Arastirmanmin Amaci ve Simirhhiklar:

Ilgili arastirmanmin amaci; bir sosyal medya paylasim sitesinde erisime acik olan ve

yapimciligini S. Heming’in {istlendigi “In Einem Land Vor Unserer Zeit” adli Almanca ¢izgi filmin

! Landesmedienzentrum Baden-Wiirttemberg:
https://www.Imz-bw.de/filmbildung/animationsfilm/animationsfilm-geschichte-und-technik/ (Erigim:10.10.2022).

2 Kaya, Murat: https://www.nettercume.com.tr/altyazi-cevirisi/ (Erigim: 23.09.2022).

% https://www.daserste.de/specials/service/untertitel-standards100.html (Erigim: 22.09.2022).
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“Gefihrliche Spiele” olarak adlandirilan boliimiiniin dublaj metni ve altyazisinin “monolog, diyalog
ve sarki sozleri” baglaminda, dort temel dil becerisi g¢ergevesinde incelenmesidir. Bu amag
dogrultusunda, ilgili ¢alisma “Gefdhrliche Spiele” adl1 boliimiin ilk dakikalarini kapsayan sekiz film
sahnesi ile sinirlandirilmistir. Zira yaklasik 42 dakika siiren bu bdliimiin tamaminda benzer hatalara

rastlanmustir.
Arastirmanin Yontemi

Bu galismada “In Einem Land Vor Unserer Zeit” adli ¢izgi filmin “Gefdihrliche Spiele” diye
adlandirilan boliimiiniin dublaj metni ve altyazi metni dilbilgisel agidan karsilagtirilacaktir.
Karsilagtirmali1 yontemle elde edilen bulgular betimsel olarak tablolar yardimiyla gorsellestirilerek
yorumlanacaktir ve dort temel dil becerisine etkisi irdelenecektir. Bu c¢ergevede soz konusu
arastirmanin yapilabilmesi i¢in ilgili ¢izgi film arastirmaci tarafindan altyazili olarak izlenmis ve
altyazi metnine ulagilmaya calisilmistir. Ancak, altyazi metninin var olmadig: fark edilince, alaninda
uzman iki ¢gevirmenin goriisiine bagvurulmus ve bdylece arastirma konusu ¢izgi filmin, yayinlandig

sosyal medya paylasim sitesi tarafindan otomatik ¢evirisinin yapildigi kanaatine varilmstir.

Yayindan kaldirilma ihtimaline kars1 6nlem olarak dublaj metni ve altyaz1 karsilastirmasinin
yapilacag film kareleri, cep telefonu ile kayit altina alimnmis ve akis sirasina gore

numaralandirilmistir. Cizgi film videosunun ilk alt1 dakikasi altyazili olarak da ayrica arsivlenmistir.
BULGULAR

Arastirmanin bu boliimiinde ilgili ¢izgi filmin dublaj metni ile altyazisinin dilbilgisi agisindan
karsilastirmasi yapilacak olup, iki metin arasindaki tutarsizligin yabanci dil 6grenme becerilerine
etkisi betimsel olarak yorumlanacaktir. Bu ¢ergevede, ilgili ¢izgi filmin monolog seklinde gegen dort

film sahnesi soyledir:

Tablo 1: Monolog

Film Siire Dublaj Metni Altyazi
Sahnesi
. 0:20 - 0:25 | Das ist viel zu hoch es ist viel zu
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0:45 - 0:48 | Nein, nein, nein, ich lasse mich | ... ich muss mich nicht

2. nicht unterkriegen. Ich schaffe | unterkriegen ich schaff
das schon. das schon
0:55 - 0:59 | Halt, Baumstamm! Halt, halt,
> halt!

Ich falle gar nicht runter. Ich | ich folge nicht unterich
4, 1:02 — | laufe. Los, Baumstamm! Los, | laufe hier ist blof3 los
1:08 los, los!

Tablo 1°deki ilk film sahnesi 0:20 — 0:25 saniyeler arasin1 kapsamaktadir ve bu film karesinde
dublaj metni “Das ist viel zu hoch* olarak yansirken, altyazi metni “es ist viel zu [...]” olarak
gecmektedir. Her iki metinde de “sein / olmak™ fiilinin ¢ekilmesi nedeniyle Almancada “Nominativ”
olarak bilinen ismin yalin halinde kullanildig1 anlagilmaktadir. Ancak dublaj metnindeki “das / bu*
isaret zamirinin altyazi metninde “es” kisi zamiri seklinde degistirildigi goriilmiistiir. Dublaj metni
ile altyaz1 metni arasindaki diger fark ise fiili niteledigi ve ¢ekimsiz kullanildigr i¢cin Almancada
“Adverb™ olarak bilinen “hoch / yiiksek” zarfina altyazi metninde yer verilmemesidir. Bu
nedenlerden otiirli, s6z konusu film sahnesinde dilbilgisel a¢idan ¢ok bariz iki tutarsizlik tespit

edilmistir.

Monolog konugsmanin gegtigi ikinci film sahnesi yaklasik ii¢ saniye ekranda goziikmektedir
ve dublaj metninde duyulan “nein, nein, nein” seklindeki itiraz ifadesine altyazi metninde
rastlanmamaktadir. Bu da bir 6nceki film sahnesi ile bu sahne arasindaki baglantiy1 zayiflatmaktadir.
Ayni film sahnesinde goze ¢arpan diger hatalar ise sdyle: “[...]ich lasse mich nicht unterkriegen. Ich
schaffe das schon” seklindeki dublaj metni, altyaz1 metninde birinci tekil sahis olan “ich” 6znesine
gore ¢cekilen “lasse” fiili yerine “muss” seklinde ¢ekilen tarz fiili kullanilmistir. Farkli bu iki fiil, film
karesindeki ifadenin anlamimi da degistirmektedir. Oyle ki, dublaj metninde kullanilan ifade
Tiirkgeye: “Beni alt etmesine izin vermeyecegim” olarak aktarilirken; altyazidaki ifade ise: “Kendimi
alt etmek zorunda degilim” ya da “Kendimi asagi g¢ekmek zorunda degilim” seklinde
aktarilabilmektedir. Ayn1 karedeki diger hata ise; “Ich schaffe das schon” ifadesindeki “schaffen”
fiilinin altyazi metninde “Ich” 6znesine gore ¢ekilmeksizin, yalnizca “schaff” olarak fiil kokiiniin
kullanilmasidir. Bu dilbilgisel hata ayn1 zamanda dublaj metni ve altyazi metnindeki anlam1 da su

sekilde degistirmektedir:

1 Richter, Jan. (2012. Ebook. https://easy-deutsch.de/adverbien/ (Erisim:02.10.2022).
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Dublaj metni: “Ich schaffe das schon” / “(Ben) bunu basaririm.”

Altyazi metni: “Ich schaff das schon” / “(Ben) bunu basar.”

Bu iki ifade arasindaki dilbilgisel hatanin izleyicide/6grencide kafa karisikligina sebep oldugu
yadsinamaz bir gergektir.

Ugiincii film sahnesi ekranda yaklasik dort saniye goriilmektedir. Bu film karesindeki “Halt,
Baumstamm! Halt, halt, halt!” seklindeki ifade, altyazida hi¢ yer almamaktadir. Buna ek olarak
senkron da goz ardi edilmistir. Bu 6rnegin aksine; film karesinde sahne degisikligi yoksa ve dublaj
metni de Ornekteki gibi kisa monolog seklinde ise, ilgili dublaj metni oldugu gibi altyaziya
aktarilabilirdi.

Monolog ifadelerin yer aldigr dordiincii film karesi yaklasik alti saniye kadar ekranda
goriilebilmektedir. Dublaj metninde isitilen su ifade: “Ich falle gar nicht runter. Ich laufe. Los,
Baumstamm! Los, los, los!, altyazi metninde: “ich folge nicht unter ich laufe hier ist blof3 los*
seklinde gecmektedir. S6z konusu dublaj metni ile altyazi metinleri dilbilgisel agidan
karsilagtirildiginda dublaj metninde yer alan ve “ich” 6znesine gore g¢ekilen “falle” fiili altyazi
metninde “folge” olarak degismistir. Ilgili dublaj metninde ciimlenin devami olarak isitilen “[...] gar
nicht runter” ifadesi ise altyazt metnine “[...] nicht unter” olarak aktarilmistir. Burada dubla;j
metninde isitilen ve olumsuzluk ifadesi olan “nicht” sozciigiinlii vurgulayan “gar” zarfi géz ardi
edilmistir. Bu ciimledeki hatalardan biri de dublaj metnindeki yon/hareket bildiren ve “herunter”
edatinin kisaltmas1 olan “runter” sozciigiiniin altyazida yer bildiren ‘“unter” edati olarak
degistirilmesidir. Bu hatalar nedeniyle dublaj ve altyazi metinleri arasinda asagidaki gibi anlam farki
olusmustur:

Dublaj metni: “Ich falle gar nicht runter.” / Hi¢ de asag1 diismiiyorum.

Altyazi metni: “ich folge nicht unter” / Altinda takip etmiyorum.

Dilbilgisel agidan hatali olan bu ciimlenin anlam bazinda da kabul edilemez 6zelliklere sahip oldugu
acikca goriilmektedir. Bu film karesindeki dublaj metninde: “Los, Baumstamm! Los, los, los!*
seklinde isitilen ifade, altyazi metnine: “[...] hier ist blo los” seklinde hatali aktarilmistir. Bu 6rnekte
yer alan dublaj ve altyazi metinleri karsilagtirlldiginda; “los”/ “hadi” anlamindaki zarf disinda
benzerlik bulunmamaktadir. Monolog ifadelerden sonra, ayni1 karsilastirma diyalog ifadelerin yer

aldig1 asagidaki tablo esliginde yansitilmistir.
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Tablo 2: Diyalog

Film Siire Dublaj Metni Altyaz1
Sahnesi
1:14 - 1:18 | Happsi, glaubst du wirklich, da | hab sie glaubst du
drei Horner alles machen konnen, | wirklich dass drei jahre
was sie wollen? alles machen konnen was
sie weil}
1:18 -1:19 | Ja, selbstverstiandlich Sera ja selbstverstandlich
zuhorer
> 1:20 - | Na, na, na, Tappsi na na na
1:23
1:30 — | Happsi: ja  wenigstens  einer
1:34 -Ja, wenigstens einer glaubt mir | glaubt mir hier aber es
hier. ist wahr zéhler
Sera:-Ich wiinschte, es wire
wahr!

Tablo 2°de yer alan ilk film sahnesi yaklasik dort saniye ekranda goriilmektedir. S6z konusu
film sahnesinde isitilen ilk diyalog: “Happsi, glaubst du wirklich, daB3 drei Horner alles machen
konnen, was sie wollen? ifadesi, altyazi metninde: “hab sie glaubst du wirklich dass drei jahre alles
machen konnen was sie weil3” olarak yasitilmistir. Dublaj metninde bir karakter “Happsi” adindaki
partnerine bir soru yoneltmektedir. Ancak, bu isim altyazida “hab sie” yani “haben” fiilinin kokii ve
“sie” kisi zamiri olarak yansitilmistir. Ancak sesletim agisindan diistiniildiigiinde “Happsi” ismini
cagristirdigr goriliir. S6z konusu dublaj metni; bir ana ciimleden ve bunu takip eden iki de yan
climleden olugsmaktadir. Birinci yan climle “dass” baglaci ile baslayan ve virgiile kadar devam eden
climledir. Bu yan ciimledeki “drei Horner'” dznesi alt yazi metnine “drei jahre” seklinde aktarilmistir.
Ikinci yan ciimle “was” soru zamiri ile baslayip “wollen” tarz fiili ile sonlanmaktadir. Ancak, altyazi
metninde “wollen” yerine “wissen” fiilinin birinci ve lgilinci tekil sahis ¢ekimi olan “weil3”
kullanilmistir. Dubla;j ile altyazi metni arasindaki eslesmeyen bu ifadeler asagida goriildiigii gibi

anlam kaymasina da neden olmaktadir.

! Drei Horner: Ug boynuzlu dinozor
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Dublaj metni: Happsi, glaubst du wirklich, dal drei Horner alles machen konnen,
was sie wollen? / Happsi, gergekten ti¢ boynuzlularin her istedigini
yapabilecegine mi inantyorsun?

Altyazi metni: “hab sie glaubst du wirklich dass drei jahre alles machen kdnnen was sie
weil}/... gercekten li¢ yilin bildigi her seyi yapabilecegine mi

inantyorsun?

Ornekte de goriildiigii iizere; hatalardan kaynaklanan anlam kaymasi, dublaj metni ile altyazi
metninin Ortligmedigini kanitlar niteliktedir. Dilbilgisi agisindan bakildiginda, altyazi metinlerinde
isimlerin bas harfinin kiigiik yazilmasi ve noktalama isaretlerinin kullanilmamasi gibi hatalarin
Almanca 6grenme siirecini olumsuz etkileyecegi degerlendirilmektedir.

Siradaki dubla; metni: “Ja, selbstverstindlich Sera” sgseklinde isitilirken, altyazida: ”ja
selbstverstidndlich zuhdrer” olarak okunmaktadir. Bu iki metin arasindaki tutarsizlik dublajda duyulan
“Sera” 0zel isminin altyaz1 metnine “zuhdrer”/ “dinleyiciler” olarak aktarilmasidir. Bunu takip eden
diger dublaj metninde ise: “Na, na, na, Tappsi” ifadesi isitilirken, altyaz1 metninde bu ifade “Tappsi”
0zel ismi olmaksizin: “na, na, na” seklinde yazilmistir.

Tablo 2’deki son dublaj metni drneginde Happsi'nin : “ja wenigstens einer glaubt mir hier”
ifadesine karsilik olarak Sera: “Ich wiinschte, es wire wahr!” seklindeki “dilek kipi” climlesini ifade
etmistir. Sera’nin bu ciimlesi alt yaz1 metnine: “aber es ist wahr zdhler” olarak aktarilmistir. Bu iki
ifadeyi semantik olarak karsilastirdigimizda dublaj metnindeki “Ich wiinschte, es wére wahr!” /7
Bunun dogru olmasini isterdim!”, ifadesi i¢in altyazi metninde gosterilen: “aber es ist wahr zidhler” /
“ama bu dogru sayac¢”, ifadesi arasinda “wahr” sifat1 digsinda eslesen bir ifadeye rastlanilmamaktadir.
Bu hata 6grenciyi de yaniltabilir ve 6grenci duyduguna m1 yoksa okuduguna mi inanmasi gerektigi

konusunda tereddiit yasayabilir.

Monolog ve diyalog ifadelerin karsilastirilmasindan sonra altyazi ve dublaj metni eslestirmesi

asagida sarki sozlerinin aktarildigi tablo ile somutlastirilmisgtir.

Tablo 3: Sarki Sozii

Film Siire Dublaj Metni Altyaza
Sahnesi
Alle Sachen gehen alle sachen die
6. 2:05-2:12 i i
Du wirst schon sehen du wirst schon sehen
Baume trete ich mit dem Bein baume trete ich mit dem bericht
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Ich zerschlage jeden Stein ...zerschlage jeden stein
2:14—-2:26 | Ich habe einen starken Willen ich habe einen starken willen
7. Und ich kann laut briillen und ich kann laut wiirde
Ganz egal was, ganz egal was,
Komm wir haben Spaf3 komm wir haben spal3
Du kannst dies oder das du kannst dies oder das
2:27-2:44 Alles lauft, wie es soll alles lauft, sie so
> Wir sind wundervoll wir sind wundervoll
Drei Horner sind toll drei méanner sind ...

Tablo 3’deki altinci film sahnesinde goze carpan iki imla hatast mevcuttur. Bu hatalar
“sachen” ve “baume* sozciiklerinin bas harflerinin kiiclik yazilmasidir. S6z konusu hatalar
Almancadaki sozciik tiirii kapsaminda incelendiginde aslinda birer isimdir ve isimlerin bas harfleri
biiyiik harf olmalidir. Inceledigimiz altinci film karesindeki dublaj metni: “Biume trete ich mit dem
Bein” olarak isitilirken; altyazi metninde bu ifade “baume trete ich mit dem bericht” olarak
yansimaktadir. Dublajdaki “Bein” ifadesi altyazida “bericht” olarak karsimiza ¢ikmaktadir. Bu iki
sOzciik ne telaffuz ne de anlam bazinda Grtiismektedir.

Dublaj metni: Bein / bacak

Altyazi metni: Bericht / rapor, bildiri

Bu nedenle, sarki s6zii de olsa, altyaz1 metni ve dublaj arasinda izleyiciyi / 0grenciyi yanlis
yonlendirecek tutarsizliklar goze ¢arpmaktadir.

Yedinci ve sekizinci film karelerinde yine benzer hatalar giin yiiziine ¢ikmaktadir. Yedinci
film karesindeki dublaj metni: “Ich zerschlage jeden Stein” ifadesi i¢in altyazida “zerschlage jeden
stein” sunulmustur. Altyazi metninde “Ich” 6znesi kullanilmamaistir. Ayrica, sdzciik tiirii bakimindan
bir isim olan ve nesne konumunda kullanilan “stein” sozciigiinlin bas harfi yine kii¢iik yazilmistir.
Ayn1 imla hatasini “ich habe einen starken willen” ve “komm wir haben spal} ““ altyazi metinlerinde
de gorebiliriz. Burada da yine isim olan “willen” ve “spal}” sozciiklerinin bas harfleri kiigiik
yazilmistir.

Sekizinci film karesindeki ““Alles l4duft, wie es soll” dublaj metni, altyazida “alles lduft, sie s0”
olarak kullanilmistir. Altyazi metninde; soru zarfi olan “wie” 6zne konumundaki “es” ve bu 6zneye
gore ¢ekimlenmis “soll” yiiklemine yer verilmezken, bunlar igin “sie s0” ifadesi kullanilmigtir. Bu

dizedeki “sie” 6znesi, dublaj metnindeki “es” 6znesiyle ortlismemektedir ve “soll” tarz fiili ile altyazi
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metnindeki “so” zarfi da yine farkli sozciik tiirleri olup, dublajda duyulan “soll” fiilinin yerine
altyazida “so” zarfi kullanilmistir.

Sarki s6ziinde gecen “Drei Horner sind toll* dizesi i¢in altyazi metninde “drei manner sind*
seklinde bir ifade goriilmektedir. Ozne konumundaki “Hérner yerine altyazi metninde “ménner”
sozcligl kullanilmistir. Her iki 6zne arasinda tek ortak yon ¢ogul olmalaridir. Altyazi metninde
kullanilan “méinner” bir isimdir ve bu nedenle bas harfinin biiyiik harfle yazilmasi gerekir. Anlam
acisindan karsilastirdigimizda “Drei Horner” / U¢ Boynuzlular, “Drei Minner” ise “Ug erkek/adam”
seklinde karsimiza ¢ikmaktadir. Dublaj metnindeki: “Drei Horner sind toll* dizesindeki “toll” ifadesi
altyazt metninde kullanilmamistir, bu da iki metin arasindaki diger tutarsizlik olarak goze
carpmaktadir.

Dublaj metni: Alles lduft, wie es soll / her sey yolunda gidiyor, olmasi gerektigi gibi.

Altyazi metni: alles lduft, sie so / Her sey yolunda gidiyor, o boyle

Otomatik g¢eviriden kaynaklandigini diisiindiigiimiiz bu imla hatalar1 izleyicinin / grencinin ne
okudugunu ve duydugunu anlama, ne de yazma becerilerinin gelismesine katki saglar nitelige

sahiptir.

SONUC VE ONERILER

Arastirma konusu olan ¢izgi filmde hedef kitlenin 10 yasin altindaki ¢ocuklarin oldugu
diistiniilmektedir. Cocuklarin altyaziyr okumaktan ziyade, fiziksel ve duygusal anlamda canli bir
varlik gibi hareket eden renkli resimlere odaklanmaktadir. Bu nedenle ¢ocuklar, alt yaziy1 ¢ogunlukla
okumazlar ve altyazidaki hatalar1 da fark etmeyebilirler. Yetiskinler ise ¢ocuklarin aksine, hedef dilde
izlenen ¢izgi filmlerin ya da sinema filmlerinin altyazilarini okuyabilir ve dublaj metni ile altyaziy1
karsilagtirabilirler. Karsilastirilan altyazi ve dublaj metni farkli dillerde ise metin biitliinligiini
bozmayacak ve anlam kaymasina yol agmayacak ufak hatalar tolere edilebilir. Bu hatalarn kisaca
diller arast aktarim hatalar1 diye adlandirabiliriz. Ancak, arastirma konusu ¢izgi filmde oldugu gibi,
dublaj metni ve altyazi ayni dilde ise, bu hatalar goze batar. Bu tiirdeki hatalara da kisaca dil i¢i
aktarim hatalar: denebilir. Bu noktadan hareketle; ilgili arastirmada asagida goriilen dil i¢i aktarim
hatalar1 tespit edilmistir: Dilbilgisi agisindan bakildiginda altyazi metinlerinde; imla hatalar,
noktalama isaretlerinin kullanilmamasi, Kisi zamirlerine ve fiil cekimlerine dikkat edilmemesi
gibi ¢ok sayida tutarsizlik tespit edilmistir. Imla hatalar1 yanlis 6grenmeye neden olurken, noktalama
isaretlerinin kullanilmamas: ise replik ciimlelerinin 6zelligini yitirmesine yol agmaktadir. Oyle ki,
dublajda isitilen soru climlesinin altyazida soru isareti kullanilmadan verilmesinin, isimler de dahil

olmak iizere, biitlin sozciliklerin kiigiik harf ile yazilmasinin, 6zne ile fiil ¢ekimi arasindaki
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uyumsuzlugun yanlis 6grenmeye sevk edici nitelikte oldugu acikca goriilmiistiir. Ayrica, arastirma
konusu olan ¢izgi filmin bazi sahnelerinde dublaj metni ile altyazi metninin senkronize olmadigi da
saptanmistir. Bu tespitler nedeniyle hedef dilde izlenecek ¢izgi filmlerin ¢eviri metni ilgili videoya
yiiklenmemisse, bu filmlerin altyazisiz izlenmesi onerilmektedir. Zira bu film, diller aras1 ya da dil
ici olacak sekilde, otomatik ¢eviri programi tarafindan ¢evrilmektedir.

Sonug olarak, dilbilgisi ve semantik agidan degerlendirildiginde; monolog, diyalog ve sarki
sozii kapsaminda tespit edilen hatalarin altyazili Almanca film izleyen 6grencilerin hedef dilde
okudugunu anlama ve yazma becerilerini gelistirme konusunda katki saglamayacagi, hatta kafa
karigikligina neden olacagi goriilmiistiir. Buna karsilik; filmin altyazisiz izlenmesi duydugunu
anlama becerilerini gelistirmeye katki saglayabilir. Dublaj metninde duyulan ifadelerin s6zlii olarak
tekrar edilmesi ise; hedef dilde dogru tonlamayi ve telaffuzu, yani; konusma becerilerini

gelistirebilir.
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ABSTRACTS

Always Look on the Bright Side? A Balanced Look at Positive Psychology and English Language
Teaching

Prof. Dr. Aysegiil Amanda YESILBURSA

Bursa Uludag University Head of ELT Department

Given the crucial role of the teacher in successful language education, the field of language teacher
psychology has attracted a lot of attention recently, resulting in a considerable body of work on
psychological constructs such as language teacher motivations, cognitions, and emotions. Demands
on language teachers because of the rapidly changing education systems of the 21st Century, which
have been intensified by the COVID-19 pandemic, have triggered a particular interest in demotivation
and burnout, and Turkey has been no exception. However, as Martin Seligman pointed out,
psychology has had the tendency to focus on repairing what is broken, rather than building on positive
experiences. Following this tenet, researchers in language teaching are now focusing on positive
constructs such as well-being, resilience, optimism, and hope. But can too much of a good thing be

harmful? Is there an optimal level of these constructs, beyond which can be detrimental?

To address these questions, | have structured this talk in three main sections: First, I will discuss the
current demands on language teachers, and the focus of research on teacher burnout; second, I will
outline some of the positive present and future-oriented constructs that have recently gained attention
in the field of language teaching; finally, I will touch upon some of the concepts that have emerged
from second-wave positive psychology and consider how we, as language teachers, can benefit from

them.

Professional Development through Communities of Practice: The way forward?
Aysen GUVEN
Director Education, BRITISH COUNCIL

One of the main global challenges in English Language Teaching is the lack of sustainable, relevant,
and engaging continuing professional development (CPD) for English Language teachers. There are
many different approaches to CPD but one of the most effective models to address this challenge is
through the establishment of Communities of Practice (CoPs). Regardless of whether at institutional,

national or international level, CoPs, provide an effective model for many reasons but most of all
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because they are ‘situated and grounded in, and driven by the work teachers do in classrooms’ (Borg,

Ligthfoot and Gholkar 2020).

With examples from English Together, a project in collaboration with the British Council, the
Ministry of National Education and the Sabanci Foundation, | will talk about the drivers, enablers,
and challenges of establishing sustainable, and effective CoPs. | will highlight the learning points
from the English Together project which is now in its third year and has reached over 28000 English

Language teachers in state schools in Turkey.
Beyond Communicative Language Teaching

Carole Anne ROBINSON

Senior Trainer, NILE

In this talk, 1 will look at our classrooms today through the lens of Communicative Language
Teaching (CLT) and consider if and how we have moved beyond this approach in recent years. | will
focus on some of the key features of CLT, consider their value in our teaching and how they might
now be complemented by a range of other ideas within the so-called ‘post-method era’. This talk will
ask you to reflect on your own teaching and consider what you do in the classroom in the context of

Communicative Language Teaching and perhaps beyond it!

Speaking Activities that Take Prep Program Students from BICS to CALP

Teaching by the Numbers

Roger F. COHEN

Every day, teachers are confronted with a vast array of choices. Even when teaching with a
textbook and curriculum, teachers sometimes find it hard to decide on what vocabulary, grammar,
and other points they should highlight in their classrooms that will be most helpful to their

learners. In this presentation, I will discuss how “teaching by the numbers” can help teachers make

these decisions.
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Solutions to Global Issues in Teacher Education through Problem-based Approach
Prof. Dr. Yasemin KIRKGOZ

Cukurova University

The world we live in faces serious global issues and the field of education is no exception. The
increasing challenges facing the twenty-first century makes it inevitable to prepare students to become
problem solvers, critical and creative thinkers. How can we prepare prospective language teachers to
cope with educational problems they are likely to encounter in their future profession? How can future
teachers be equipped with the most effective strategies to enable them handle complex situations in
their professional life? In this talk 1 will address these questions in the light of problem-based method
of teaching and learning. | will illustrate the actual implementation of problem-based approach in a
teacher education programme that demonstrates how the application of problem-based learning
empowers prospective teachers with the knowledge and skills to help them solve real life educational

problems.

Professional Development Opportunities from RELO

Aycan Yaman

The Regional English Language Office (RELO) at the U.S. Embassy in Ankara collaborates with
ELT professionals throughout Turkey on a wide variety of projects and programs. In this
discussion, our panel members will talk about their experiences working with RELO and introduce
their projects. The RELO will also discuss future opportunities for collaboration with the Turkish

ELT community and upcoming teacher training courses.

Yabanci Dil Olarak Almanca Ogretiminde Cizgi Filmin Rolii
Dr. Giileser Korkmazer

Trakya Universitesi guleserkorkmazer@trakya.edu.tr

Mevcut c¢alismada Almanca altyazili ¢izgi filmlerin; “okudugunu anlama, duydugunu anlama,
konusma ve yazma” gibi dort temel dil becerisi iizerindeki rolii arastirilmistir. Bu amag
dogrultusunda, bir sosyal medya paylasim sitesinde erisime agik olan ve tesadiifen secilen, “In Einem

Land VVor Unserer Zeit Deutsch - Gefahrliche Spiele” adli ¢izgi film, dublaj ve alt yazi baglaminda
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karsilagtirmali yontem kullanilarak benzerlik a¢isindan “monolog, diyalog ve sarki sozii”
cergevesinde incelenmis ve betimsel olarak yorumlanmistir. Elde edilen bulgular, hedef dildeki dublaj
ve altyazi arasinda; “dil bilgisi, imla hatalari, noktalama isaretlerinin kullanilmamasi ve sozlii ifadeye
altyazida yer verilmemesi” gibi ¢ok sayida tutarsizlik oldugunu ortaya ¢ikarmistir. Film sahnelerinin
hizla degismesi nedeniyle altyazida “zaman” ve “karakter sinirlamasi” gibi kistaslar mevcuttur.
Hatalarin  bu kistaslardan ve dil i¢i otomatik c¢eviri programindan kaynaklanabilecegi
disiiniilmektedir. Yukarida tespit edilen hatalar nedeniyle, hedef dilde film izleme eyleminin daha
¢ok duydugunu anlama becerilerini gelistirmeye katki sagladigi, konusma becerilerinde ise;
ogrencinin, dublajda duydugunu s6zlii olarak tekrar edebilecegi ve bu sayede hedef dilde telaffuzunu
gelistirebilecegi diistiniilmektedir. S6z konusu ¢izgi film altyazilarinin tespit edilen hatalar nedeniyle,
hedef dilde okudugunu anlama ve yazma becerilerinin gelistirilmesine katki saglamadigi
gorlilmiistiir. Dolayisiyla, hedef dilde tercih edilen ¢izgi filmin altyazisiz izlenmesi yerinde bir karar

olacaktir. Anahtar Sozciikler: Cizgi Film, Dublaj, Altyazi, Duydugunu Anlama Becerisi

Exploring the Signature Dynamics of L3 Learners’ Motivation: Insights From A Longitudinal
Study of Two Low-Proficiency Undergraduates in the UK

Lixinhao Aurora Gao

University of Cambridge / 10587 @cam.ac.uk

Underpinned by complex dynamics systems theory (CDST), this qualitative multiple case study
traced the motivational dynamics of two low- proficiency Spanish major undergraduates to
conceptualise third language (L3) motivation as a dynamic, idiosyncratic and context-sensitive
construct. By dint of cutting-edge retrodictive qualitative modelling (RQM), data were collected from
the participants’ narrative accounts elicited from retrospective interviews about their past two-year
L3 learning history and real-time journals compiled over the eight-week study. The research
examined the learner archetypes of these L3 learners and how they construct and rationalise their
motivational trajectories of Spanish learning across time (past, present and future) and space such as
at university and home. By exploring how the components of their motivation systems interact with
each other in a dynamic and nonlinear way, the study also distilled the signature dynamics of their
L3 motivation. In this regard, the study probed the factors that affected such motivational dynamics.
Findings demonstrated that the participants’ motivation fluctuated dynamically throughout the
learning process. Moreover, two low-proficiency learner archetypes were identified to reveal the
intricacies of motivation, with one of which show an original dynamic learner archetype, adding new

possibilities to the existing literature. The study also unearths effective ways to boost the motivation
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of L3 low-proficiency learners, by uncovering the multi-dimensional factors that affected their
motivational dynamics. Hence, it presents pivotal implications for L3 and languages other than
English (LOTE) educational practitioners and researchers. Keywords: L3 motivational dynamics,

low-proficiency, retrodictive qualitative modelling, multiple case study.

Be the Voice of Girls! A different approach to teaching English

Fatma Dodurka & Carl Holtman
Atatiirk Anatolian High School / fatmadodurka@gmail.com &

Co-founder of Be the Voice of Girls / carl.holtman@turcasolutions.com

Be the Voice of Girls, ! A different approach to teaching of English. This is the true story of a dream
that comes true by RELO, Turkey. Just a few days ago, we started Be the Voice of Girls 2 supported
by RELO. Here is how it actually started: Having finished her graduate studies in MATESL at
Simmons College, USA, Ms Dodurka returns home to teach English. When she becomes a mom, she
and her husband decide to raise their children multilingual. Their only daughter grows up as a
bilingual of English and Turkish and starts learning Russian. Along the way, they discover the art
talents of their child. As parents, they try to create opportunities where they can connect art and
languages for their daughter. While doing this, they discover a whole new world of methods which
can be used. Long story short, they start enjoying English through arts so Ms. Dodurka starts making
an impact in the region thanks to her way of teaching English. In the meantime, she meets Carl
Holtman with whom she will start doing joint projects. When Fatma and Carl see the call for proposals
by the US Embassy, they think that it is time to go for Be the Voice of Girls. They dream of teaching
English through arts where you can also build confidence and grow ambassadors of cultures. Imagine
a program where you learn English with lots of opportunities to empower yourself and grow as a
Global citizen of the world. To hear more about our story and help us show this miracle of Applied
Linguistic and how we want to scale it up, let us be there with you as founders of Be the Voice of

Girls, Turkey!
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The Opinions of University Students and Instructors at Preparatory School on Learning
English in Hybrid Education

Hande Kosansu
Gazi University/ handekosansu@gazi.edu.tr

Hybrid education, which is the combination of face-to-face and online education, has been widely
provided as an alternative for most of the university students owing to COVID 19 pandemic in the
world. The aim of this study was to determine the opinions of university students and instructors at
the preparatory school on learning English in hybrid system. In consideration of the purposes in this
qualitative study, the focus group interviews with the university students and individual interviews
with the instructors were administered after the expert opinions were taken and the pilot study was
carried out. In total, there were voluntary 60 students in four groups to conduct the face-to-face focus
group interviews. In addition, online interviews were held with six instructors by using Zoom as well
as face-to-face interview done with one instructor. Each interview was recorded by kind permission
of the participants for transcription. During the interviews, the participants responded four semi-
structured questions based on advantages and disadvantages of learning English in hybrid education,
their suggestions concerning the improvement of language learning in this system, and their
metaphors for hybrid learning. The content analysis revealed that thanks to the hybrid education, both
the students and the instructors gained considerable advantage from staying at home and attending
the lessons online two days a week as it was more time-saving and less tiring. Moreover, along with
their comments on the appropriateness of face-to-face lessons to practise speaking skill, they believed
in online part of hybrid education, the students could complete the reading activities in the course
book on their own, so it was more practical to improve the reading skill. Besides the benefits, this
current research also reflected the drawbacks of hybrid learning procedures such as lack of
technological equipment and technical problems about Internet connection. Additionally, not only
majority of the students but also most of the instructors highlighted the difficulty in interaction during
online lessons due to the online platform. What is more, they emphasized some challenges that they

faced while they were developing writing skill.
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Using Museums as a Tool for Language Teaching

Nursah SAK

Gazi University / nursahsak@gazi.edu.tr

Museums have settings that can provide cultural contexts necessary for language input as well as
objects and concepts to lead learners to production in the language they are learning. Being an
important part of daily community life, museums are both real and virtual places where informal
learning can happen through different ways of communication, as well as spaces where students with
different styles of learning can feel more comfortable. Most importantly, learning activities in
museum settings can offer brand-new and inventive opportunities for a language teacher to create
lessons and practice material for multiple purposes, even without making students feel they are in a
learning process. In this study, the ways museum education can be utilized for language learning will
be discussed in the context of adult learners. What museums can offer to language learners will also
be analyzed so that hands-on learning and real-life situations can be simulated more effectively.
Finally, some models of museum education activities at different levels will be suggested and
explained. The aim of this study is to bring a unique perspective for the instructors about museums
as potential useful tools for language teaching, as well as to make the most of museum spaces as

alternatives to the contexts that course books or in-class materials may offer.

Enhancing language and applied linguistics studies
via standardized and accredited assessment

AkhanOzten & Zeynep Ogul
ETS Global B.V. / aozten@etsglobal.org & zogul@etsglobal.org

Assessment literacy is a discipline on its own and not every language teacher has to have full
competence in that. However, regardless of the required exit level of any given language program, an
assessment system is a must to assure objectives are met and the program is functioning effectively.
Using in-house assessment tools requires that the teaching staff be trained for the fair and valid
creation, administration, and grading of the test, which brings extra workload and unproductive use
of teachers’ time and energy ending up with burn-out and frequent turnover cases. This, being one of
the most prominent benefits of external standardized assessment, is followed by many others. In this
presentation, we aim at defining those benefits, how applicable and related they are to our contexts.

We also aim at clarifying in the audience’s mind who we are, what we do, why we are there, how we
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can cooperate and obviously to what extent language and applied linguistics processes can be

enhanced by means of the adoption of standardized and accredited assessment.

Translation or Transcreation? The Case of Fictional San Lorenzo Language

Dr. Fatma Ulkii Kavruk & Assist. Prof. Dr. Murat Ozcan

Gazi University / ulkugunes@gazi.edu.tr

Vonnegut’s Cat’s Cradle is famous for the San Lorenzo Republic and its fictional Bokonon culture.
The protagonist, American John happens to visit this island country to write a biography on a scientist
and ends up becoming the Bokonist Jonah through an acculturation process. Vonnegut exposes the
readers to the San Lorenzo culture through the San Lorenzo language and its newly coined words.
Specifically, Vonnegut spoils some English rhymes and coins the San Lorenzo versions in his book.
At the beginning pages, readers are lucky enough to have the English versions as a reference, yet San
Lorenzo serves as a natural language as the readers get to know the San Lorenzo culture. This study
conducts a comparative analysis of the transferences of the newly coined words of San Lorenzo
language into Turkish, aiming to answer the question of what concept (translation or transcreation)
suits better for the transference of the words that do not exist in any other languages. The findings of
the study have depicted that translators have adopted different translation approaches while
transferring the rhymes in San Lorenzo language. Namely; Fisek has preferred to keep the San
Lorenzo effect as in the source text through copying or naturalizing the coined words with the
percentages of 67, 1% and 10, 5% whereas Goktas and Eris have created their own San Lorenzo
languages reconstructing the rhymes in Turkish culture, and appealed to the target culture leaving
hints for the readers to decode, with the rates of 55, 3% and 46, 1 %. To this end, this study suggests
a fresh perspective for literary translation courses with a model lesson plan on the translation criticism

of the Vonnegut’s fictional San Lorenzo language.

Assessing the Pragmatics of Professionally Interpreted English-Mandarin Chinese Courtroom
Discourses in Remote Settings

Ran YI
University of New South Wales- Jilin International Studies University
ran.yi@unsw.edu.au

Australia is a common law country. In Australia, judicial cases rely on oral evidence. When one party

in the courtroom does not speak a mainstream language, an interpreter is required to bridge language
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barriers. Accuracy of interpreting is paramount to a just outcome. Today court interpreters face many
challenges in their attempt to accurately interpret from source to target language. One prevailing
challenge is to attain a pragmatic equivalence. In the adversarial courtroom, the manner of speech is
often used strategically to achieve a particular illocutionary point with varying degrees of force. The
manner of speech is defined as stylistic features in the speech (e.g. fillers and hedges, false starts,
backtracking), discourse markers (e.g. well, now, you know, see, | mean, | put it to you), intonation,
register, tone, and non-verbal cues. Regardless of its significance, the discursive practices have
revealed the disregard of stylistic features and markers in face-to-face settings, as evidenced by
omission, mistranslation, and moderation of the illocutionary force in the interpreted utterances.
However, little is known about the rendition of the manner of speech by professional interpreters in
non-European languages in remote settings. This experimental study investigates the rendition of the
manner of speech in the cross-examination in courts on remote conditions. 50 certified professional
interpreters were invited to interpret remotely. Modes of interpreting and the condition of video and
audio interpreting were compared. The experimental data were transcribed and analysed in a
multimodal approach. A pre-experiment questionnaire was designed to acquire demographic data and
knowledge about the manner of speech. A post-experiment questionnaire was devised to understand
interpreting strategies and professional decisions related to the rendition of the manner of speech.
Findings suggest that the rendition of manner of speech may have implications for the accuracy of
interpreted discourse.

Technology Literacy of Turkish EFL Students

Dr. Ahmet Erdost Yastibas

Gazi University / ahmetyastibas@gazi.edu.tr

The increasing significance of the use of educational technologies in English language teaching has
made it essential to understand and know the literacies related to technology such as digital and
information literacies. Understanding and knowing the literacy levels of English as a foreign language
(EFL) students in terms of various literacies related to technology can help EFL teachers and
instructors to know how they can integrate technology into their English language classes, improve
the way they use technology in their English language classes, and contribute to their students’
English language learning more effectively. One of such important literacies related to technology is

technology literacy, and the aim of this ongoing study is to find out the technology literacy levels of
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Turkish EFL students. The findings of this ongoing study can reveal how effectively Turkish EFL

students use technology in their English language learning.

Foreign Language Lecturers’ Thoughts on

Online and Hybrid Teaching and Assessment Practices

Pmar Kahveci & Ash Altuntas & Nurda Karadeniz Kayalh

Gazi University / pinarkahveci@gazi.edu.tr & Gazi University / aatali@qgazi.edu.tr &

Gazi University / nurdakaradeniz@gazi.edu.tr

Covid19 pandemic has triggered and abrupt shift to remoting teaching across the globe, which is
termed as emergency remote teaching (ERT) in the literature (Ferri, Grifoni & Guzzo, 2020). The
post-pandemic period has not remained unaffected, either. Most educational institutions have kept
the online mode along with face to face education. Within this context, this descriptive study
examines the thoughts of foreign language instructors who work at Gazi University College of
Foreign Languages on teaching and assessment practices applied during the fully remote teaching (
2020-2021 academic semesters ) and hybrid teaching (2021-2022 academic semesters) periods. The
participants were asked to assess the practices of materials and curriculum development, testing and
assessment and professional development and research units of Gazi University College of Foreign
Languages. The findings are presented based on a comparison of findings from fully remote and

hybrid teaching periods. Implications for development and better practices are discussed.

The Effect of Model United Nations As an Experiential Learning Practice on Students’
Motivation and Teachers’ Teaching Skills

Ali Kiling
Gazi University/ kilinc.ali1987@gmail.com

The aim of this study is to investigate the effects of Model United Nations (MUN) conferences on
students’ motivation and teachers’ teaching skills. The research was conducted on the students who
attended at least one MUN conference and on the teachers who trained and observed their students
during the conferences. A total of 10 students (from Turkey, the USA, Colombia, Bulgaria, and
Germany) and 5 teachers (from Turkey) were included in this study by using purposeful sampling

and snowball sampling. The study was conducted through structured interviews between May 31 and
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June 10 via Google Forms. According to the results of the study, the motivation of the students who
attended MUN conferences and their teachers’ teaching skills, as well as several other skills, increased

positively and noticeably.
Refugee Education for No Lost Generation: A Systematic Literature Review

Gizem Dogan Ankara University/ gizemakilli@gmail.com

The aim of the present study was to conduct a systematic literature review which focused on research
studies conducted in the field of refugee education. In order to identify the main issues, research
trends and overall picture of refugee education studies, 22 studies published in the field were reviewed
and analysed in terms of focal research points, methodology used and challenges and suggestions for
improvement in the field of refugee education. The analysis revealed that studies that defined
conceptualizations, worldviews and perceptions shaping educational experiences of stakeholders in
the field prevailed. While many of the reviewed studies were conducted in or about higher education,
the least represented educational level was primary education. The review also showed that many
studies were qualitatively oriented, case study method being the most utilized one. This suggests that
more large-scale and longitudinal studies as well as other studies that use qualitative methods such as
ethnographies and narratives are needed in the field in order to provide greater insight into refugee

education.

A Metasynthesis Study on Pronunciation Research in
Teaching Turkish as a Foreign Language

Dr. Tarik Uzun & Ezgi Celik Uzun
Ankara Yildirim Beyazit University/ uzuntarik@yahoo.com &

Teacher, Ph.D. Student / clikezgi@gmail.com

Pronunciation refers to the production and perception of sounds in a particular language to achieve
meaning in different contexts (Seidlhofer, 2001). It has constantly attracted the attention of
practitioners as well as researchers. In the same vein, pronunciation research is getting an increased
attention in the existing literature of Teaching Turkish as a Foreign Language (TTFL). Informed by
Fajardo Dack et al. (2020), this metasynthesis study systematically explores the pronunciation
research trends in TTFL and identifies future directions in the field. To this end, studies with a primary
focus on pronunciation in TTFL were scanned and accessed via Dergi Park, Google Scholar, and
Turkish Higher Education Council dissertations database. The research sample was formed with a

total of 23 studies (16 articles, 6 dissertations, and one conference proceedings paper). The studies in
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the sample were analyzed on the basis of their methodological characteristics using descriptive
statistics (numbers, percentages). In addition, research goals and results sections were investigated
via content analysis to reach common themes and patterns. The results demonstrated that the
pronunciation studies were mainly qualitative and descriptive in nature and that a critically limited
number of them had employed an experimental design. A common research theme was investigating
learners’ pronunciation errors with a focus on segmentals (i.e., vowels and consonants). Deeper
analyses into the problematic sounds for learners revealed that <i> /i/, <i> /v/, <6> /ce/, <¢> /{f/ and

<g> graphemes and sounds were frequently associated with pronunciation errors and difficulties.

Yabancilar i¢in Arapca Ogrenim Siirecinde Kuran-1 Kerim’deki Sézel Benzerligi
Ogrenmenin Onemi: Arapca ile Tiirkce Arasinda Karsilastirmal Bir Calisma

Dr. Ogr. Uyesi Amira Samy Mahmoud Hussien
Kirsehir Ahi Evran Universtiy
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A Corpus Analysis of Lexical Combinations in an EAP Setting for
MS and Phd Engineering Students

Buse UZUNER & Tugba CITLAK & Assoc. Prof.Ali Siikrii OZBAY

Karadeniz Technical University / buseuzunerktu@gmail.com &

tubactlk@gmail.com & alisukruozbay@agmail.com

The use of technical jargon in EAP settings offers a significant challenge in terms of lexico-
grammatical aspects of English language as well as the efficient use of word combinations in the form
of cluster and N-gram structures. Moreover, academic writing or “article writing” in EAP settings
can be a source of further difficulty for novice graduate students who have not yet been exposed to
structured lexical patterns (special jargon) as well as the most frequent lexical combinations (word
structures) in their specific fields, which may create a sense of an “inefficient language user profile”
on their parts Thus, this contrastive corpus-based study investigates the most frequently-used specific
terminology with one engineering field (mechanical engineering) and then compares it to larger
framework through a general engineering reference corpus of one million words. In other words, the
study will compare a small mechanical engineering article corpus (MecEnCorp) to the general
engineering corpus (GenEngCorp) in order to find out various shared lexical properties of a specific
engineering field against the larger one. We also aimed to find out the extent of mutual
correspondence between the two corpora in terms of lexico-grammatical aspects of the defined field.
The findings can provide useful insights for the future implementation of EAP classes in university
settings in Turkey and elsewhere in the world with the hope that EAP-based technical vocabulary,
the frequent collocates, frequent cluster pairs and various N-gram groups are sufficiently known and
used by EAP writers. The obtained results will be discussed along with their pedagogical implications
and the relevant suggestions/recommendations will be made regarding the successful implementation

of future EAP classes in Turkish universities.

Bilissel Dilbilimi A¢isindan Metonimi: Tiirk¢e ve Japonca Dilleri Acisindan
Kisa Bir Inceleme
Tiirkan OZKAN

Ankara Universitesi turkanhancer2000@gmail.com

Bu ¢alismada bilissel dilbilim a¢isindan metoniminin anlami ve tanimlari, unsurlari, metafor ile olan

farklari izerinde durulmaktadir. Ayrica hangi amaclar i¢in kullanildigina kisaca deginilmekte ve daha

128


mailto:buseuzunerktu@gmail.com
mailto:tubactlk@gmail.com
mailto:alisukruozbay@gmail.com
mailto:turkanhancer2000@gmail.com

sonra tiirleri tanitilmaktadir. Son olarak, kimi 6rnekler tizerinden Japonca ve Tiirk¢e dilleri metonimik

yapilanma bakimindan karsilastirilmaktadir.

Meta Analiz, Metodolojisi ve Ornek Uygulamas:

_ Hatice Ozlem ANADOL
Gazi Universitesi 0zlemanadol@gazi.edu.tr

Bir¢ok bilim dalinda, ge¢mis calismalar ile var olan calismalar karsilagtirilmakta, ayn1 konuda
yapilmis ¢alismalarin sonuglar1 sentezlenmektedir. Ayni1 konuda farkli zamanlarda, farkl
arastirmacilar tarafindan yapilan ¢aligsmalarin sonuglarinin sentezlenmesi icin istatistiksel yontemler
son yillarda daha sik kullanilmaya baslanmig ve bu konuda yeni yontemler gelistirilmistir. Meta
analiz birgok kiigiik bireysel ¢calisma sonuglarini, bir ya da birden fazla istatistiksel yontem kullanarak
birlestiren ve daha fazla bilgi veren bir analiz teknigidir. Kii¢iik 6rneklemlerde yapilan ¢aligsmalar
birlestirerek, parametrelerin kestiriminin giliciinii artirir. Meta analiz sayesinde, benzer ¢alismalarda
ortaya c¢ikan tutarsizliklar saptanabilir. Bu calismada meta analizin ne oldugu, avantaj ve
dezavantajlar agiklanacak, uygulama asamalarindan bahsedilecek, meta analiz 6rnekleri verilecek ve

bir uygulama yapilacaktir.

Analysis of the Boosters in Results and Discussion Parts of Gazi University and Metu MA
ELT Theses Written in 2017-2019

Sinem BASARA
Turkish Military Academy/ ssahin@kho.msu.edu.tr

One of the most important skills in academy is writing. The written texts aim for effective
communication between readers and writers because the main purpose is to be understood and interact
with the reader. That’s why; developing effective writing skill carries great importance for
maintaining sufficient communication in writing. Because of its global status, English is a very
dominant language in academy. Writers who are not native speakers of English may constantly
negotiate with the language in order to communicate meaning and ideas to their colleagues (Carrio-
Pastor&Skorczynska, 2020). Therefore, discourse markers can be used for achieving a successful
writing and boosters are one of the markers that are used to increase the value of the arguments for
the readers. Although the metadiscourse markers such as hedges or boosters have been studied before,
there are not many types of research addressing the issue of boosters in terms of comparing two
universities in Turkey. That’s why; it is important to analyze the boosters in MA ELT theses from

Gazi University and METU. Therefore, this research mainly focused on the analysis of the boosters
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in results and discussion parts of Gazi University and METU MA ELT theses written in 2017-2019.
It was concluded that boosters were used more in MA ELT theses from Gazi University than METU.
In MA ELT theses from METU, 148 boosters were used whereas in MA ELT theses from Gazi
University, 152 boosters were used. Epistemic lexical verbs were the group of words most frequently

employed by both universities.

Online Reading Strategies in a Second Language: Gender and Grade Level Differences
among English Language Teaching Students

Asst. Prof. Sevcan Bayraktar Cepni & Asst. Prof. Gokhan Cepni & Dr. Maide Yilmaz
Trabzon University / sevca.bayraktarcepni@trabzon.edu.tr, gokhancepni@trabzon.edu.tr &

Gazi University / maideyilmaz@gazi.edu.tr

Technology has brought great changes to our reading habits and the traditional notion of “reading
literacy” has been expanded in the meaning encompassing knowledge of “digital reading” as well.
Factors such as the prevalent use of the internet with mobile devices, abundant opportunities for
second language reading, and easy access to digital sources have resulted increased number of
ESL/efl students reading online materials, which called for new reading strategies for online reading
such as locating, analyzing, synthesizing and evaluating. Identification of these strategies depending
on different independent variables would deepen our understanding of how learners construct
meaning and achieve their reading goals in a second language in an online environment. Therefore,
this research aimed to explore online reading strategies of language teacher candidates in relation to
their gender and grade levels. 151 participants (prep, first year, second year and third year students)
studying at English Language Teaching program participated to study. All participants were asked to
fill in the “Second Language Online Reading Strategy Inventory” developed and validated by Li,
2020. Statistical analysis showed significant differences among different levels of study in
“synthesizing, evaluating, communicating” strategies. The analysis also revealed significant
difference in “saving” strategy among male and female participants, showing female participants tend

to save more digital reading sources than their male peers do.
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The Relationship between Self-Efficacy, Self Regulation in Vocabulary and Receptive
Vocabulary Size of Turkish EFL Learners

Dr. Zeynep OZDEM ERTURK
Nigde Omer Halisdemir University/ zeynepozdem@ohu.edu.tr

This study investigated the relationship between receptive vocabulary knowledge, self-efficacy in
English and self-regulation in vocabulary of Turkish EFL learners. More specifically, the study aimed
to investigate the effect of self-efficacy level of Turkish EFL learners and their self-regulating
capacity in vocabulary on their receptive vocabulary knowledge. Descriptive statistics were
conducted for finding the receptive vocabulary knowledge, self-efficacy level and self-regulating
capacity of the participants. There was not a gender difference in receptive vocabulary knowledge,
but it was identified in self-efficacy levels. There were also correlations between the subscales of the
self-efficacy, self-regulation in vocabulary and receptive vocabulary knowledge. The subscales of
self-efficacy and self-regulation in vocabulary predicted some part of receptive vocabulary

knowledge.

Arapca Sayilarin Baslangic Asamasinda Etkili Yontemlerle (")gretilmesi

Dr. Mehmet SAYIR
Gazi University

Arapga Sayilarm Baglangig Asamasinda Etkili Yéntemlerle Ogretilmesi Arapgada sayilar konusunun
bu dildeki en karmasik konulardan biri oldugu sdylenebilir. Sayilar konusu, ¢esitli kurallarin varlig
nedeniyle 6grenciler acisindan ileri agsamalarda bile en ¢ok sikint1 olugturan konulardan biridir. Bu
yiizden Arap¢ada sayilar Ogretilirken daha baglangic asamalarinda ¢esitli  sorunlarla
karsilagilabilmektedir. Baglangi¢c asamasinda sayilar (1-10) 6gretilirken hem giinler hem sira sayilari
hem de saatlerin sayilarla baglantili konular oldugu ve ondan sonraki asamalarda bu konularin da bu
baglant1 kurularak 6gretilmesi gerektigi diistiniildiigiinde konunun daha baglangi¢ asamasinda biiyiik
onem tasidig1 goriliir. Bu durum yukarida s6zii edilen ve yine ileri asamalarda ogretilecegi sdylenen
diger sayilar konusunda da g6z 6niinde bulundurulabilir. Ancak sayilarin baslangi¢ asamasinda ilgili
her tiirli kural yazdirilarak Ogretilmemesi ve sadece birden ona kadar Ogretilmesi gerektigi
digiinilmektedir. 11 ve 12’nin ise saatlerin Ogretilecegi  derslere  birakilabilecegi
degerlendirilmektedir. Arapgada sayilar, 6gretilmesi ve 6grenilmesi gii¢c denebilecek konulardandir.
Bu yiizden baslangic asamasinda sayilar Ogretilmeye basladiginda bu durum goz Oniinde

bulundurularak karmasik denebilecek ve bir¢ok kuralin s6z konusu oldugu bir konuya giris yapilacagi
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unutulmamalidir. Clinkii Arapgada sayilar, daha baslangic asamasinda 6gretilen 1’den 10’a kadar
olan sayilar baglaminda bile disil, eril, ¢cogul, tekil gibi 6zellikleriyle dikkat ¢ekmektedir. Buna bagl
olarak sayilar ogretilirken c¢esitli oyunlar ve yontemlere bagvurulabilecegi gibi basit ve sadece
sayilara odaklanmis miizik ve sarkilar da kullanilabilir. Ayn1 sekilde 6gretmen de sayilari belli bir
ritimle seslendirebilecegi gibi 6grencilerden de bu ritme uymalari istenebilir. Bu arada ¢esitli sekil ve
renkler de kullanilabilir. Ancak Arapc¢ada baslangic asamasinda sayilar Ogretilecegi zaman
ogrencilere konuyla ilgili karmasik kurallar yazdirmamaya 6zen gosterilerek sayilarin son sesleri olan

son harekelerine vurgu yapmamaya da dikkat edilir.

Arapca Ogretmenlerinin Yaratict Drama Yoéntemine fliskin Goriisleri

Do¢. Dr. Senem CEYLAN

Son yillarda yapilandirmaci yaklagima dayali 6gretim anlayisinin uygulanmaya baslamasiyla birlikte
ogrenen merkezli yontemler yayginlik kazanmaya baslamustir. Ozellikle egitim fakiiltelerinde drama
programlarda yer almis ve 0gretmen adaylarinin drama yontemiyle ilgili bilgi ve becerilerinin
gelisimine a@irlik verilmistir. Ancak Ogretmen yetistiren kurumlardan biri olan Ilahiyat
Fakiiltelerinde drama ydnteminin programda yer almasiyla ilgili herhangi bir girisim olmadigi
goriilmektedir. Bu durumun Ilahiyat Fakiiltesinde 6grenim géren dgrencilerin dramaya iligkin bir
bakis acisinin olugsmamasinin nedeni oldugu gibi uygulama siirecleri agisindan Arapga dersinde
yeterli ve etkin diizeyde drama yonteminin uygulanabilirligine engel teskil etmistir. Bu caligmada
[zmir 6rneginde Imam Hatip Liselerinde gérev alan Arapca dgretmenlerinin dramayla ilgili bakis
acilar1 incelenmistir. Drama yontemiyle ilgili bilgi ve tutumlar1 analiz edilmis ve Arapga derslerinde
kullanma diizeyleri arastirilmustir. Ozellikle Ilahiyat Fakiiltesi ¢ikisli Arapga dgretmenlerinin drama
yontemiyle ilgili bilgi ve tutumlarinin yeterli diizeye ulasmadiglr ve uygulama siireglerinde bazi
sorunlar oldugu dikkati cekmektedir. Bu nedenle s6z konusu 6gretmenlerin drama ile ilgili farkindalik
diizeylerinin yiikseltilmesine Oncelik verilmelidir. Bu ¢ercevede Ogretmenlerin drama yontemine

iliskin problemleri konusunda ¢6ziim Onerileri sunulacaktir.
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Arapca Ogrenen Tiirk Ogrencilerin Arapca Harfleri Dogru Seslendirmelerine

Yonelik Yontem Onerisi

Dr. Hayrullah CETINKAYA

Gazi University, hayrullahcetinkaya@gazi.edu.tr

Dil insanlar arasindaki iletisim araglarinin en temeli ve en Onemlisidir. Dil ile iletisim kurma
sirasinda, anlatma ve anlamada seslerin gostergeleri yerli yerinde degilse anlasma saglamanin zor
olacag1 herkesin kabul edecegi bir husustur. Dogru anlatma ve dogru anlamanin temelini dogru
telaffuz olusturmaktadir. Farkli dil ailelerine mensup olan Arapca ve Tiirk¢cede baz1 farkli sesler
bulunmaktadir. Ozellikle Tiirk¢ede var olmayan ve bogaz harfleri olarak bilinen sesler
bulunmaktadir. Arapga 6grenen Tiirk 6grenciler bu seslerin telaffuzunda zorlanmakta ve bu sesleri
Tiirkgede var olan en yakin seslerle telaffuz etme yoluna gitmektedirler. Bu durum bazen anlam
degisikliklerine de neden olabilmektedir. Boylece sdylenen s6z, amaglanan gostergeyi ifade etmekten
uzak kalmaktadir. Dil 6grenim siirecinde amag: dinleme, konugma, okuma ve yazma olan temel dil
becerilerinin kazanilmasidir. Bu becerilerin kazanilmasi siirecinde yapilacak olan telaffuz hatalarinin
dil becerilerinin tamamini etkilemesi so6z konusudur. Hatali dinleme hatali konugsmaya ve hatali
yazmaya neden olabilecektir. Telaffuz hatalar1 sdylenenin anlagilmasinin yeterli olusuyla gormezden
gelinebilir. Ancak bu durum Arapca Ogreticileri agisindan goz ardi edilmemesi gereken 6nemli bir
konudur. Bu calismada Arapga harflerin ve seslerinin dogru 6gretilmesine yonelik olarak tarama
modeli ve igerik analizi ile birlikte teorik bir ¢alisma yapilmistir. Son zamanlarda yabanci dil 6gretim
stirecinde elde edilen deneyim ve tecriibelere gore kayda deger diizeyde denilebilecek yeni yontem
ve teknikler gelistirilmektedir. Bu ¢calismanin amaci, kolaydan zora dogru olacak sekilde dnce ana dil
Tiirkce ile hedef dil Arapca arasindaki ortak sesler, sonra yakin sesler son olarak da uzak seslerin
dogru telaffuzunun Ogretilmesinde bir yontem Onerisinde bulunmaktir. Bu g¢alismanin Arapga
Ogrenen ve daha sonra Arapca 0gretmeni olacak olan Tiirk 6grencilerin Arapga sesleri dogru telaffuz
etmelerine yardime1 olacagi ve destek verecegi diisiiniilmektedir. Anahtar Kelimeler: Arap Dili, Ses,

Mahreg, Gosterge, Telaffuz.
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Bringing Narratives to Life: Digital Storytelling in Foreign Language Classrooms
Dr. ibrahim Halil TOPAL
Gazi University/ ibrahimtopal @gazi.edu.tr

“We tell ourselves stories in order to live.” Joan Didion Evidence suggests that human beings have
been telling stories for thousands of years, with the earliest in the form of cave drawings found in
Lascaux and Chavaux, France (National Geographic Society, 2020). Also referred to as narratives
and tales, stories are fictional or nonfictional series of interconnected events or experiences described
in sketches, scripted or spoken forms for a variety of purposes including but not limited to
entertainment, information, and education. Stories are, by all means, not solely accounts of what
happened, but more about the construction of meaning, preservation of culture, and delivery of moral
values. In this sense, “If you wish to influence an individual or a group to embrace a particular value
in their daily lives, tell them a compelling story” (Simmons, 2011, p. 22). The art of storytelling has
assumed a new shape in congruence with technological advancements, now called digital storytelling
(DS) referring to the creation of stories through such digital artifacts as images, audios, and texts by
way of digital platforms (Robin & McNeil, 2019). DS has acquired functional significance with the
provision of the P21 Framework for 21st Century Learning (Partnership for 21st Century Skills,
2007), which requires learners of this age to be equipped with learning (i.e., critical thinking,
creativity, collaboration, and communication), literacy (i.e., information, media, and technology), and
life skills (i.e., flexibility, leadership, initiative, productivity, and social skills) to promote such
interdisciplinary themes as global awareness. More precisely, learners might actively be involved in
today’s world and develop and harness 2 1st-century skills to tackle global issues by creating digital
stories. Given the manifold benefits that might be reaped from DS including but not limited to
meaningful learner engagement (Castafieda, 2013) and self-construction of meaning (Jonassen, Peck,
& Wilson, 1999), this workshop intends to present practitioners with the steps of DS creation and
gain them hands-on experience by conducting a small-scale, guided demonstration of conceiving
digital stories about four global issues (i.e., migration, climate change, food waste, and pollution)
highlighted on the UN’s website (https:/www.un.org/en/global-issues). To this end, concise
background information about DS is initially provided. The steps of creating digital stories are
subsequently explained. The workshop attendees are next divided into four following an opinion poll
conducted electronically. The group members are then provided with the necessary materials prepared
in advance for time-saving purposes. They are last asked to collaborate on DS creation by sharing the
tasks with the group members. Ultimately, the workshop aims to raise awareness about DS and

produce four digital stories created by the attendees on four global issues as an end product. As the
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author Robin Moore once said: “Inside each of us is a natural-born storyteller, waiting to be released.”
Accordingly, it is hoped that the attendees will have a productive, constructive, and practical
experience wherein they reveal their undiscovered storytelling talents and reflect on their prospective
teaching practices.

Pre-service English Language Teachers’ Readiness to Integrate
Artificial Intelligence in Language Learning

Dr. Ahmet Erdost YASTIBAS & Assoc. Prof. Dr. AL DINCER
Gazi University / ahmetyastibas@gazi.edu.tr & adincer@erzincan.edu.tr

Thanks to the Fourth Industrial Revolution (Industry 4.0), smart technologies are ubiquitous and
fundamental shifts are taking place in all spheres of daily life. Among these technologies, Artificial
Intelligence (Al) undoubtedly has the greatest influence with its role in making life easier over the
last decade. With its enormous potential to increase autonomous learning and motivation, Al has
recently found its way into the educational terrain, especially in language learning. Although Al is
used for practicing speaking, writing, pronunciation, translation, and so forth in language education,
recent research shows that teachers and English as foreign language (EFL) learners do not effectively
use Al tools for educational purposes. Al in language classrooms is still intimidating the teachers.
Then, it is important to understand the underlying reasons for the limited use of Al in language
classrooms. Accordingly, this survey research examines the current Al practices of pre-service
English language teachers while studying the language and their readiness to integrate Al in foreign
language classrooms. The descriptive findings show that the pre-service English language teachers
use various Al tools while learning language. Though they have positive attitudes toward integrating
Al tools into language classrooms, they have some concerns and limited readiness to use Al in
language classrooms. The study findings significantly contribute to the growing Al-supported
language learning literature and provide implications for language educators and teachers on the

effective integration of Al tools in language classrooms.
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Arapca Yaratict Yazma Atolyesi: Benim Nesnem, Bizim Nesnemiz
ULt ¢ sl A jpall A3l dpe gy AL 4 5
Dr. Ogr. Uyesi Ayse Hiimeyra SUZEN

Harran Universitesi

Universitelerin Arapga boliimlerinde okuyan 1,2,3 ve 4. Sinif lisans 6grencilerine yoneliktir. Atdlye
stiresi 50+50 dakika olmak {izere 2 ders saatidir. Atolye katilim sart1 temel diizeyde Arapga yazma
becerisi olmak ve daha dnce yaratici drama yasantisi olmamaktir. Katilim min. 12 max. 20 lisans
ogrencisi ile sinirlidir. Bu atdlyede, yaratict dramanin twmel agamalar olan 1sinma, canlandirma ve
degerlendirme asamalari takip edilerek yaratici drama etkinlikleriyle Arapga yazili bir iirlin ortaya
koymak hedeflenmektedir. Atolyenin temel hedefi, Arapca 6grencilerinin, 6zellikle 6gretmen aday1

olan Arapca Ogrencilerinin yaraticit drama ile kirgulanmis bir Arapca dersi deneyimi kazanmalaridir.

Istanbul Yabancilar icin Tiirkce B1 Ders Kitabi 4. Unitedeki Gorsel-Metin Uyumunun Incelenmesi
Furkan AYDOGAN & Dr. Ogr. Uyesi Burcu SENTURK

Bartin Universitesi / furkanaydogan64@hotmail.com & bsenturk@bartin.edu.tr

Tiirkiye’nin cografi konumu ve her alanda géstermis oldugu gelisimle birlikte Tiirkgenin 6nemi her gegen giin
artmaktadir. Bu Onemle birlikte yabanci dil olarak Tiirkce O0grenmek isteyenlerin sayisinda yiikselis
gdzlemlenmektedir. Tiirkceyi yabanci dil olarak 6grenmek isteyenler Tiirkge Ogretim Merkezlerine (TOMER)
bagvurarak belirlenen 6gretim ilke ve yontemleri ile Tiirkgeyi 6grenmektedirler. Bu 6gretim esnasinda bazi
kitap ve yayinlar kullamlmaktadir. Bu yayin ve kitaplardan bir tanesi olan Istanbul Yabancilar igin Tiirkge B1
Ders Kitab1’dir. Tiirkgenin dogru ve hizli gretilebilmesi icin bu kitaplarin gorsel igerik bakimindan zengin
olmasi gerekmektedir. Gorsellerin de ilgili metni ¢agristirmasi ve 6grencinin metin ile ilgili ¢ikarimlar
yapmasini saglamasi 6nem arz etmektedir. Bu ¢alismada Tiirk¢enin dneminden, gelisiminden, Tiirk¢enin
yabanc1 dil olarak dgrenilme ihtiyacinin artis nedeninden ve dogurdugu sonuglardan bahsedilmistir. Ardindan
Istanbul Yabancilar igin Tiirkge B1 Ders Kitabi 4. Unitesindeki gorsel-metin uyumu incelenmis olup metindeki
gorsel O6gelerden ve gorsel diizenden, Egitim Hayati tinitesinin metin — gorsel diizeninden bahsedilmistir. Bu
incelemede bazi gorsellerin metin ile uyumlu ve gorsellerin metinlere oranlara daha kiigiik oldugu sonucuna

ulasilmistir.

Anahtar Kelimeler: Yabancilara Tiirkce 6gretimi, Istanbul ders kitab1, gérsel — metin uyumu
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Oral Corrective Feedback on Grammatical Errors: An Analysis of Learner Beliefs, Teacher
Beliefs, and Classroom Practices

Seda Can & Assoc. Prof. Cemal Cakir
Gazi University / sedacan@gazi.edu.tr & ccakir@gazi.edu.tr

The increasing importance of language teaching raising questions about teacher practices and their
effectiveness. Although teachers are expected to act under the influence of their personal beliefs while
performing their profession, a study conducted by Bastiirkmen, Loewen, and Ellis (2004) showed that
there are differences between teachers' practices and beliefs. One of the most controversial issues in
language teaching is error correction which can be made in oral and written forms. Oral Corrective
Feedback (OCF) is preferred for grammatical errors made by students during the lessons. There are
six different types of OCF, and teachers' beliefs about which one is more comprehendible or more
effective for the students has been investigated many times. In addition, students' beliefs about the
OCEF given to them for error correction in the classroom is also important in terms of whether these
feedbacks are effective in error correction, and for this reason, it also has been the subject of research.
This study is important because it analyzes and compares both teacher beliefs and practices; and
student beliefs together with the uptake rate and type of each feedback. For this study, the opinions
and practices of students in five different classes that receive English education at the beginner level
(Al) in a preparatory program and the opinions of five instructors who teach English in these classes
were examined. The video recordings of five lessons taught by the instructors with their classes were
analyzed, and then the instructors and students were asked to fill in a survey to measure their beliefs
about OCF. The video-recordings and the answers given in the surveys were examined and compared
with the content analysis method, and the relationship between these two was revealed. According to
the results of the research, the types of OCF that the instructors found most useful for their students
were recast and metalinguistic feedback, and the most frequently used ones were recast and
elicitation. Thus, it is possible to talk about partial match between the beliefs and practices of
instructors. Student beliefs analysis showed that students found recast and elicitation more helpful to
them with their grammar errors. However, elicitation and explicit correction were the types of OCF
with the highest uptake rate and this result shows partial match between student beliefs and uptake

rate.
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Interactive Metadiscourse in L1 and L2 English: Evidence from Editorials

Assoc. Prof. Dr. Sharif Alghazo

University of Sharjah- The University of Jordan/ s.alghazo@gmail.com

This study aims to investigate the use of interactive metadiscourse markers in first language (L1) and
second language (L2) English editorials. It also identifies how L1 and L2 editorials differ in the use
of these markers. To this end, the study utilises Hyland’s (2019) model of interactive metadiscourse
to analyse—based on a mixed-method approach—80 editorials collected from two highly-reputed
newspapers: The Guardian and The Jordan Times, distributed evenly. The data were analysed both
quantitatively, using SPSS to identify significant differences (if any) between the two sets of
editorials, and qualitatively to enrich our understanding of the use of interactive metadiscourse in
editorials. The analysis revealed that there is no significant difference in the use of interactive
metadiscourse markers between the two corpora. However, there is a slight variation in the use of
individual interactive markers such as frame markers and evidentials. The findings are discussed in
the light of theories of metadiscourse and previous literature. The study provides implications for L2

learning and teaching in terms of how interaction in written discourse is achieved in the L2.

Arapca (")gretiminin Kavramsal Cercevesi

Dog. Dr. Yusuf CEYLAN

Egitim bilimciler egitim ve 6gretimle ilgili kavram ve terminoloji belirsizligi- karmasasi konusunu
bir problem alani olarak gérmektedirler. Sadece giinliik dilde degil ayn1 zamanda bilimsel literatiirde
dahi kavram kargasasi yasandigina dikkat cekmektedirler ve egitimle ilgili temel kavramlarin
anlaminin acik se¢ik bir bicimde ortaya konulmasinin oncelikle ele alinmasi gerektigini
vurgulamaktadirlar. Ciinkii kavramlar, iletisimin temeli oldugu gibi bilimsel anlamda diisiinme ve
bilgi liretmenin temel taglaridir. Ayn1 zamanda kavramlar, egitimcilerin egitim ve 6gretime dair bakis
acilart ile uygulama siireglerine dogrudan yon veren bir isleve sahiptirler. Bu bakimdan, Arapga
ogretiminde de egitimle ilgili temel kavramlarin anlamlandirilma ve tanimlanma bigimlerinin
incelenmesi, kavramsal ¢erceve ile uygulama siire¢lerinin iligkisinin ortaya ¢ikarilmasi bakimindan
degerlidir. Bu ¢alismada, Arapga 6gretiminde kullanilan egitimle ilgili temel kavramlarin ele alinig

bi¢imi ve analiz edilme yaklasimlari degerlendirilecektir. Ozellikle de ilahiyat Fakiilteleri ile ilgili
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Arapca dgretimi lizerine yazilan makaleler kapsaminda bir degerlendirme yapilacaktir. Son yillarda
Ilahiyat Fakiiltelerinde de yapilan Arapca Ogretimine dair makaleler icerik analizi yontemiyle
irdelenecektir. Bu baglamda egitim, 6gretim ve 6grenme gibi kavramlarin analiz edilme yaklasimlari
ve Ogretim siiregleriyle kurulan baglanti degerlendirilecektir. Ayrica Arapca Ogretiminde yapilan
kavramsal tartigsmalarda giincel egitim felsefesi literatiirliniin ne kadar kullanildig1 sorusuna da cevap

aranacaktir.

Arapca Ogretiminde isnad Kavramm

Kadriye HOKELEKLI
Yildirim Beyazit Universitesi khokelekli@ybu.edu.tr

Yabanci dil olarak Arapga O6greniminde, 6zellikle isim ciimlelerinin anlasilmasinda zorlanilan bir
husus olarak, isnad kavrami karsimiza ¢ikmaktadir. Tiirk¢ede bildirme eki, baska dillerde yardime1
fiil olarak var olan ve iki ismi birbirine baglayarak onlarin bir ciimle oldugunu goésteren ek ya da
sozclik, Arapgada bulunmamaktadir. Bu bigimsel bagin bulunmayisi, kendisine dayanilan (miisnedun
ileyh) ile dayandirilan (miisned) arasindaki iliski ve zihinsel bir dayanak olarak isnad adi altinda,
anlamsal bir bag oldugunu var saymaya sebep olmustur. Bu varsayim, fiil ciimlelerini de kapsayacak
sekilde ele alinsa da asil anlasilmada gii¢liik ¢ekilen kismi isim ciimlelerinde, 6zne ile yiiklem
arasindadir. Bu giicliik ise 6zellikle ana dilde var olan lafzi bir durumun, 6grenilen dilde olmayisinda
ortaya ¢ikmaktadir. Rasyonel bir esas iizere var olan isnad kavrami, Arap¢anin hususiyetlerindendir.
Nitekim Ogrenilen dili kendi mantelitesi ¢ergevesinde anlamak, kabul etmek ve kullanmak
gerekmektedir. Miibteda-haber kavramlarinin miisned-miisnedun ileyh olarak agiklanmasi ve
climlenin bu iki ana riiknii arasindaki hayali bagin anlasilmasi, Arapc¢a-Tiirkce arasi ¢evirilerde sorun
olabilmektedir. Zira bu bag, hedef dil olarak Tiirk¢ede biitiin kullanimlarda makul kabul edilmemekte
hatta gereksiz goriilebilmektedir. Bu da dilin biitiinsel ve tutarli bir sekilde agiklanmasini, 6gretimini
ve cevirisini sorunlu héle getirebilmektedir. Standart dilde anlamli bir climle ancak isnad sayesinde
miimkiin olurken, konusma dilinde bundan feragat edilmesi g¢eliski gibi durmaktadir. Calismanin
temel problemi, s6z konusu celiskiyi ortaya cikaran sebepleri ve ¢oziim yollarmi ele almaktir.
Hipotezi ise, kelimelerin kendi baslarina degil, i¢inde bulunduklar1 sistemin (dilsel sistemler) bir
parcast olarak anlamlandirilmasi gerektigidir. Zaten dil, baglamdan bagimsiz olamadigi igin,
kelimelerin de i¢inde bulunduklar1 baglamlara binaen anlasilmasi ve g¢evrilmesi gerekmektedir.

Anahtar Kelimeler: Arapca, Ogretim, Isnad.
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Atasozii Cevirisine Dair Bir Yontem Onerisi Arapca Tiirkce Ceviri (")rnegi

_Dog. Dr. Erdin¢ Dogru
Gazi Universitesi derdinc@gazi.edu.tr

Ceviri isleminin temel amaci, kaynak dil metnin anlam ve {islup Ozelliklerini olabildigince
korumaktir. Ayni1 sekilde ¢eviri, anadilin anlam ve {islup 6zelliklerini de korumalidir. Bu nedenle iyi
bir ¢eviri hem aslina sadik hem de miimkiin oldugunca serbest olmalidir. Ne var ki ¢eviride agiri
serbestlik, kaynak dil metnine sadik kalinamamasina ve hatta metnin ¢eviri metinden telif metne
doniismesine yol acabilir. Diger taraftan kaynak metne son derece sadik bir geviri ise hedef dilin
ozelliklerini olmas1 gerektigi gibi koruyamayacaktir. Atasozii ¢evirisi, ¢eviri bilim agisindan en zor
stireclerden biri olarak karsimiza ¢ikmaktadir. Clinkii kesin yargilari, basit olaylar1 anlatan climlelerin
bir dilden baska bir dile ¢evrilmesi, anlamin tipatip aktarilmasi giic degildir. Ancak, atasézii gibi
kiiltiir yogunluklu kaliplagsmig 6geleri, bir dilden baska bir dile tam karsiligin1 bularak aktarmak son
derece zor bir iglemdir. Eger, bu tiir 6geleri sozciigii sozcligline ¢evirecek olursak, aktardigimiz dile
yabanci bir anlatim, o dilde anlam1 olmayan bir s6z dizisi ortaya ¢ikar. Ciinkii atasozleri genellikle,
tek tek sozctiklerin toplam anlamindan ibaret olmayan dil birlikleridir. Bu yiizden atasozii ¢evirisinde
sozctiklerin degil, kiiltiirel anlamin temel alinmasi gerekir. Yani, kaynak dildeki atasdziiniin, kaynak
dilin kiiltiirtinde nasil anlasildigini tespit edip bu kiiltiirel anlamin, hedef dildeki esdegerini bulmaya
calismak gerekmektedir. Atasoziindeki sdzciiklerin esdegerlerini bularak ¢cevirmek ¢ogu zaman higbir
anlam ifade etmeyecek, hi¢bir iletisimsel degeri olmayacaktir. Bu kriter, iki yonlii olarak islemekte,
hem anadilden kaynak dile hem de kaynak dilden anadile yapilan atasozii ¢evirilerinde goz 6niinde
bulundurulmas: gerekmektedir. Ornegin, Arapcadaki “2Jb uas A& =i ) atasziinii sozciigii
sozcligline Tiirkgeye ¢evirdigimizde karsimiza “Sen soguk bir demiri doviiyorsun™ gibi bir ibare
cikacak ve higbir iletisimsel degeri olmayacaktir. Yukaridaki Arapga atasoziiniin Tiirk¢edeki kiiltiirel
esdegeri, “Sen havanda su ddviiyorsun " bi¢cimindedir. Bu kez Tiirk¢edeki atasoziinii sozclgii
sozciigiine Arapcaya aktardigimizda karsimiza “0sted) 2 el 335 <l geklinde bir ibare ¢ikacak ve
yine iletisimsel bir degeri olmayacaktir. Anahtar Sozciikler: Atasdzil ¢evirisi, Yontem, Kaynak dil,

Anadil
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Integrating Language Skills and Two Language Components in TEYL Contexts: A Lesson
Designed for Very Young Learners

Mustafa Hakan Yanar
Gazi University/ mustafahakan.yanar@gazi.edu.tr

Shin and Crandall (2014) maintain that in the scope of Teaching English to Young Learners,
(hereinafter TEYL) language teachers should not merely count on starting early to increase learners’
proficiency in the target language. Besides, they claim that being an effective TEYL teacher entails
keeping abreast of all the latest approaches and methodology within the field and a sheer volume of
knowledge of the characteristics of learners at the same time offsetting the two main components.
This lesson created for four-year-old Very Young Learners (VYLs) within the theme of “Seasons”
encapsulates four main skills in an integrated way, vocabulary and grammar with the main input of a
story called “Seren’s Seasons”. While designing the lesson, it is acknowledged that reading, writing,
and speaking are presented and practiced step by step taking into the general educational principle
“from simple to complex” thereby encompassing mechanical, guided and free activities. Furthermore,
the practice of sub-skills such as reading for the main idea and reading for specific information are
considered. After the lesson, it is anticipated that learners will have been able to identify target
vocabulary items and associate target vocabulary items for seasons with their images (sight-
recognition). Besides, learners will have been able to produce spoken and written products as well as
being able to use third-person singular (it) Simple Present Tense. In addition, this lesson plan includes
read-aloud and shared reading as reading processes, a critical thinking activity, a game, and a song
designed to encourage learners to actively practice target vocabulary items and the grammar pattern
repeatedly while considering their characteristics. Finally, it is thought that this lesson plan structure
could be adapted to other TEYL lessons with minor changes, which can corroborate its flexibility.

Key words: TEYL, Very Young Learners, Language Skills, Vocabulary, Grammar
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Leveraging the wisdom of networks: Implications from Chinese international students’
translanguaging practices on social media

Pingping Xie
Queen's University Belfast/ pxieO2@qub.ac.uk

In this presentation, | will demonstrate insights based on preliminary analysis of my PhD project,
which examines online translanguaging practices of Chinese university students who are sojourning
in the UK. As international students, their relationship with English has shifted from that of foreign
language learners to second language users. Yet, learning continues to take place in ways that are far
removed from the language classroom through, among other things, translanguaging practices in
networked interaction. By adopting literacy as social practice as the theoretical framework, this study
reviews how Chinese international students take advantage of networking opportunities when they
are studying in the UK and how they treat social events as language learning opportunities, especially
regarding their translanguaging practices on social media. This study adopts a mixed-methods, a
baseline survey is conducted first, then followed by a collection of posts & chat logs of WeChat, and
techno-biographic interviews, to investigate how technology and social media have affected Chinese
students’ literacy practices online and study experience. How transitions over time vary and how
language is learned and conducted in the informal digital context can affect students’ language
learning and study practices. For this presentation, | intend to share a preliminary analysis with the
audience and discuss how my results could inform us about how the translanguaging practices of
Chinese international students' innovative forms of "networked language learning” cross the
boundaries of social and educational life.
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