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Abstract

This study aims to reveal how task-based and form-focused language teaching
materials affect success in teaching Turkish as a foreign language. The study was
performed on the assumption that form-focused and task-based language teaching
materials, particularly for teaching agglutinative languages, can be designed and
can increase student’s success; it investigated to what extent form-focused and task-
based materials contribute to the improvement of the use of the target structure.
Accordingly, a pretest—posttest design experiment was performed with 54
participants whose mother tongues are different, 27 of whom were placed in the
experimental group and 27 in the control group. The material on teaching the (-
(v)An) subject relative clause, developed in line with expert opinions encompassing
form-focused input enrichment and consciousness-raising tasks, was used with the
experimental group, and its contribution to learner success was measured
statistically. In the control group, explication regarding the form was done in the
form of presentations and no consciousness-raising activities were carried out; the
group adhered to the activities in the coursebook. The pretest and posttest results of
the participants in the experimental and control groups were evaluated using the
SPSS 24 independent samples t-test. It was observed that after the posttest, the
experimental group was more successful than the control group was. The findings
show that form-focused and task-based practices are more effective in teaching
Turkish, an agglutinative language.
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INTRODUCTION

Learning theories and findings of studies in the linguistics literature shape language teaching methods
and techniques. With the development of methods, perspectives are formed and materials deemed
appropriate for use in foreign language teaching come into being. The use of such materials and their
evaluation afterward is of significant importance for the development of more suitable techniques. It is
important to carry out experiments using the methods and techniques proposed in the literature and
make recommendations for professionals working in the field in light of the findings and results to teach
Turkish as a foreign language more effectively and efficiently. Accordingly, this study addresses task-
based and form-focused methods of language teaching. Task-based language teaching states that
language is learned through “tasks” and with inputs closest to the original language. Form-focused
instruction also aims to focus on structures incidentally or perform a planned-focus-on-form without
ignoring the meaning. This study was performed on the assumption that form-focused and task-based
language teaching materials, particularly for teaching agglutinative languages, can be designed and can
increase success; it investigated to what extent form-focused and task-based materials contribute to the
improvement of usage of the target structure. This study, performed using the pretest—posttest control
group design to investigate the effect of the prepared material, sought to answer the following research
questions:

 Is there asignificant difference between the language development pretest and posttest scores
of the participants in the experimental group, who were taught using task-based and form-
focused language teaching materials?

 Is there a significant difference between the language development levels of the participants
in the control group and the experimental group, in the latter of which task-based and form-
focused language teaching materials were used?

Further, evaluations and recommendations were made on how task-based language teaching and
focusing on form can be utilized when developing the materials.

Accordingly, form-focused language teaching, task-based language teaching practices and types
of tasks, and the experiment process and consequent findings were mentioned.

1. Form-Focused Language Teaching:

In the language teaching literature, the importance of input and output for the performance of
information processing is emphasized (Fotos, 2001). The input can become permanent in the mind upon
processing, and language can be acquired this way. The way the input is presented to the learner is
crucial, whereas the way the input is presented to the learner may vary, given the individual differences
between the learners and the general characteristics of the group. Producing meaningful utterances is
important. Therefore, meaning and function are drawn upon in activities performed in language
teaching. It is further emphasized that grammar should not be overlooked when working on meaning
and function (Carter & McCarthy, 2006; Ellis, 2005; Larsen-Freeman, 2002; Long, 1991; Widdowson,
1990). Addressing the interplay between form, meaning, and function, Long (1991) introduced the
concept of form-focused instruction and emphasized that dealing with only grammar rules in lessons,
not considering the meaning, is not effective.

In his research on how form-focused language teaching can be performed, Ellis (2009) stated that
forms can be focused on incidentally or planned-focus-on-form activities can be performed. In their
study on French teaching, Unal (2013) stated the following for planned-focus-on-form:

1. Grammatical structures are taught.

There is a focus on selected forms based on meaningfulness and functionality.

The presentation of formats is done through enriched inputs.

Induction is used in some cases, whereas in others, deduction is utilized.

The teaching process encompasses learner production; that is to say, the output is
accompanied by feedback and reproduction if necessary.

6. It includes both free and controlled production.

vk wnn

Hamamci and Hamamoci (2014) defined incidental focus on form as “explaining grammatical rules
or usages about form at the moment when the learners express that they are having or expected to have

E-international journal of educational research issn: 1309-6265, Vol: 13, No: x, pp. 151-164 .

152




. E-uluslararast egitim arastirmalar dergisi issn: 1309-6265, Cilt: 13, No: 5, ss. 151-164

difficulties learning.” Teachers' projections are crucial; therefore Ellis (2001) holds that preemptive focus
on form can be utilized as well. Another type of incidental focus on form is reactive focus on form. In
this type, the focus is placed on form consistent with learner mistakes.

In their review study, Cetin (2022) evaluated the findings of studies on error analysis in
agglutinating languages with a focus on the case of Turkish, where she stated that form-focused
teaching practices are suitable. However, it is not possible to comment on this without research. All the
evaluations in the literature must be supported by research.

2. Task-Based Language Teaching Practices:

The perspectives developed within the framework of learning theories and linguistics theories
further reverberated on language teaching, and methods, such as the Grammar Translation Method,
Audio-lingual Method, and Direct Method, were developed. With studies emphasizing the importance
of language use, “Communicative language teaching” has gained prominence. Hymes (1972) emphasizes
that what enables the appropriate use of linguistic competence during communication is communicative
competence. Task-based language learning, based on the cognitive learning model, rejects the
argument that language is learned through memorization, imitation, and habit and argues that language
is really acquired through information processing. According to this model, bottom-up and top-down
processes should be addressed in unison; that is to say, language teaching should take place by
matching world knowledge and linguistic knowledge (Willis, 1996). Willis (1996, pp. 10-16) separated
the language acquisition process into phases, namely “Exposure, use of language, motivation, and
information (instruction), which are indispensable for language learning to take place fully.” It is
important to expose learners to authentic language and ensure that students use the linguistic units
they encounter. Learners must study in environments where they feel comfortable and are provided
information on the language when necessary.

Task-based learning aims to eliminate some of the problems encountered during language
teaching (Swan, 2005, p.387). The mentioned or aforementioned problems are selection and
presentation, the establishment of a knowledge base, and the development of recall and deployment.
Selection and presentation refer to selecting forms the learner needs and presenting them appropriately.
One of the prominent challenges of language teaching is deciding on the format in which to be
presented, when, and how. What is meant by the establishment of a knowledge base is the integration
of the new information stored in the long term memory into the old information and storing the new
information in the long term memory in a systematic way that enables its use when needed. To eliminate
this problem, the selected forms should be processed by the learner using top-down and bottom-up
processes and stored in long-term memory. Recall and deployment refer to the ability to use the stored
linguistic units when necessary, that is, in the appropriate context. When planning the curriculum during
language teaching, the aforementioned information should be considered and the relevant problems
should be eliminated. The appropriate planning of language education ensures efficient and effective
teaching.

Willis (1996, p. 40) highlights that to ensure effective and efficient language teaching, certain task-
based processes must take place. These processes, respectively, are pretask, where the learner
familiarizes with the task itself; task cycle, where the task itself takes place; and language focus, where
the use of language is focused on if necessary. Before the task, activities wherein information stored in
the mind regarding the subject are recalled and learners prepare themselves for the task are performed.
Preliminary activities are conducted on the context wherein the task takes place. After the preliminary
activities, learners are assigned a task with which to improve their use of the language. Afterward, the
phase of language focus is initiated. The duration of this phase may differ depending on the selected
task type.

2.1. Whatis a Task? “Task” is the fundamental concept around which the syllabus of task-based
language learning revolves. Considering the definitions in the literature, it is possible to define “task” as
"A task is a structured plan that enhances learners’ ability to develop knowledge and skills in the target
language and use it during interactions” (Ellis, 2003; Richard et al., 1985;). Richard et al. (1985) define
task as “Any activity that includes uses of language.” Activities that foster the use of the target language
in the classroom as closely as possible to the mother tongue envisage learning through interaction (Ellis,
2003, p. 4). The task does not focus solely on grammar or a specific language skill. All daily activities can
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be included in task-based practices. A task fosters fluency, grammatical accuracy, and pragmatic
relevance—the purposes of language learning—because it offers learners the chance to use the
language consistently and in turn needs outside correction (Ellis, 2003, p. 103). A party to the
communication, learners try to understand the other party and express themselves accordingly, and they
can then learn how to use language differently when trying to find ways of self-expression (i.e,
paraphrase, find synonyms, and define words).

Ellis and Shintani (2014, p. 135) argued that tasks are required to contain four characteristics, as
follows:

1. The primary focus should be on “meaning” (i.e., learners should be mainly concerned with
encoding and decoding messages, not with focusing on the linguistic form).

2. There should be some kind of "gap” (i.e., a need to convey information, express an opinion, or
infer meaning).

3. Learners should largely rely on their own resources (linguistic and nonlinguistic) to complete
the activity. That is, learners are not “taught” the language; they will need to perform a task
although they may be able to "borrow” from the input the task provides to help them perform
it.

4. There is a clearly defined outcome other than the use of language (that is, the language serves
as the means for achieving the outcome, not as an end in itself.

2.2. Types of Tasks: The preferred method in grammar teaching may be proactive or reactive
from the learners’ standpoint. The reactive focus on the form occurs without any prior planning and
depending on the instantaneous reactions, whereas the proactive focus on the form takes place in a
planned way (Park, 2005).

Tasks can be classified into two groups, namely, focused and unfocused, depending on their
nature of being reactive or proactive: focused tasks are designed with the aim of teaching a specific
linguistic unit, whereas unfocused tasks are designed without aiming to teach any specific structure and
based solely on a theme, context, or situation. In other words, unfocused tasks are performed when the
aim is to reactively focus on form, whereas focused tasks are performed to focus on the form proactively.
Unfocused tasks are defined as those designed to ensure the processing of general examples, while
focused tasks are tasks developed to ensure the processing of predetermined linguistic units (Ellis, 2017).

With the presentation—practice—-production approach to language teaching, one of the means of
providing input, the fundamental rule is to “get it done.” In task-based language teaching, regardless of
the task type, the primary teacher action is to “get it done.” In general, the teacher “gets learners to do”
the task.

Unfocused tasks do not aim to teach a particular linguistic unit. Explication can be provided on
the linguistic unit in question to solve the problems encountered while performing a language task. The
structures that learners have trouble understanding and require clarification on can be explained by the
teacher. However, at the preparatory stage, the aim is not to teach a particular linguistic unit. Different
activities can be designed when working on unfocused tasks. Among examples of unfocused tasks are
information gap activities, reasoning gap activities, and opinion gap activities.

Prabhu (1987, pp. 46-47) grouped unfocused tasks under three categories according to the
cognitive activity they encompass: (i) information gap activities, (ii) reasoning gap activities, and (iii)
opinion gap activities. The term “gap” refers to the unknown and unpredictable situations between
learners or between teacher and learner. Although some learners possess certain knowledge, some do
not. The difference between the knowledge possessed by learners can be referred to as gap (Rees, 2002).
Interest in what is known is greater than what is unknown. Knowledge that is unknown by one of the
parties is a prerequisite of communication. Being unable to predict what the teacher or other learners
will utter fosters more careful and motivated listening and observing of others. Therefore, it is safe to
argue that the said gaps actually enable activities to take place with greater interest and enjoyment.
Such practices can be utilized in focused activities as well. Ellis (2003) classified “tasks” as pedagogic,
rhetorical, and psycholinguistic and highlighted the lack of consensus in the literature on the subject. He
developed his cognitive classification based on the classification introduced in Prabhu (1987).
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2.2.1 Information gap activities comprise the transfer of information from one person to another,
from one form to another, or from one place to another (Ellis, 2003, p. 213). In knowledge gap activities,
learners transfer the knowledge they possess on a given subject to their fellow learners, the whole class,
or their teachers. This knowledge consists of what they say, write, or visually present, that is unknown or
unpredictable to the other(s). For knowledge gap activities, teachers design materials that address the
gaps and the question of how to establish communication-based on the gaps in question.

2.2.2 Reasoning gap activities involve making new inferences from the given information and
presenting own supported ideas about a given subject. In such activities, which generally involve the use
of reasoning to solve an existing problem, language is indispensable to resolving the problem in
question. Just like knowledge gap activities, reasoning gap activities can be performed as focused tasks
as well.

2.2.3 Opinion gap activities involve the determination and utterance of a personal opinion or
preference. Learners are required to use language to convey their opinions. In doing so, the production
can take place in writing or verbally, that is, learners can utter their opinions through writing or speaking.
In performing such activities, learners may be asked questions involving phrases like “what do you think
about ....?" "is. or. better?” to convey their opinions.

Focused tasks are those designed to teach a particular linguistic unit. Unfocused tasks can be
classified under the following groups.

In tasks identified as structure-based production tasks by Loschky and Bley-Vroman (1993, p. 141),
the focused linguistic unit can be utilized in the task itself. The peculiarity of these tasks is that the
structure to be taught is used while performing the task. Such tasks can also be performed without using
the linguistic unit in question; however, in the organization of the task, a path that ensures the natural
use of the structure in question should be followed.

Among structure-based production tasks are dictogloss activities (Ellis, 2003). In dictogloss
activities, short texts involving the structure to be taught are played to the learners (Wajnryb & Maley,
1990). Students are asked to take notes while listening to the recording. Next, the learners work in groups
to rewrite the text in line with the notes they took. Here, the aim is not to rewrite the original text but to
reproduce the content. Dictogloss activities are effective in accelerating the utilization of syntactic
abilities in general rather than teaching a certain grammatical structure (Ellis, 2003, p. 156).

Comprehension tasks are performed to draw attention to the focus structure. This type of task
assumes that acquisition takes place through information processing (Ellis, 2003, p. 158). To ensure
acquisition by the learner, activities in which the linguistic unit to be taught is used intensively are
designed. In comprehension tasks, unlike consciousness-raising tasks, usually, the aim is to perform
implicit teaching. Attention is paid to the structures, but no open explanation is made. After the activity
is completed, an explicit presentation is made, if necessary. Intense repetition is performed using visual
and auditory materials to draw the learners’ attention to the structure on which the focus is placed. One
of the techniques used in these tasks is input enrichment where the structure on which focus is placed
is heavily involved in written or spoken texts, the said structure in written texts is presented to the learner
in bold, italic, underlined, or different colors or sizes. Then, to expose the learner to the structure, they
are asked questions in which the focused structure is presented in a different way.

Consciousness-raising tasks are performed by drawing attention to the linguistic units to be
taught and by helping the learner detect the structure on which focused is placed. The most prominent
difference between consciousness-raising tasks from comprehension tasks is that the former is used to
explicitly instruct the learners on the structure on which focus is placed.

Considering task-based and form-focused materials in teaching Turkish as a foreign language are
examined, it is seen that the studies mostly consist of reviews and suggestions. For instance, Sahin (2019)
discussed task-based language teaching in terms of speaking skills and made suggestions. Ozgen (2008)
handled task-based language teaching within the cognitive approach framework and suggested some
materials. When we look at the studies on language teaching in general and teaching Turkish as a foreign
language in particular, we believe that form-focused materials in task-based language teaching will
increase student success. However, studies are generally reviews and recommendations. The findings of
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this study are important for the evaluation of task-based and form-oriented materials as the materials
need to be applied and evaluated.

METHOD

In this study, to evaluate the effectiveness of form-focused and task-based foreign language teaching
practices with a focus on Turkish within the framework of the research questions, the pretest—posttest
experimental design, deemed suitable by Karasar (2012), was used. The process steps of the experiment
carried out as part of the study are given in Table 1.

Table 1. Process steps of the experiment

Group Test Process Test
Experimental group 27 participant pretest study posttest
Control Group 27 participant pretest study posttest

1. Stages of the Experiment

 Structure-based production tasks and form-focused course materials were developed from the
tasks on which focus was placed. The opinions of the experts who have carried out theoretical
and practical studies in the field of teaching Turkish as a foreign language regarding the course
materials designed were asked, and accordingly, necessary adjustments were made.

« The opinions of the experts who have carried out theoretical and practical studies in the field
of teaching Turkish as a foreign language regarding the pretest and posttest drawn up were
asked, and accordingly, necessary adjustments were made.

« As stated in the letter E-87347630-659-245033 dated 22/4/2022, ethics committee approval
was obtained from the Ethics Committee of Dokuz Eylil University, indicating the
appropriateness of the experiment.

« The pretest—posttest design was adopted in the study, the experimental and control groups of
which consisted of 27 participants.

« The pretest and posttest results of the participants in the experimental and control groups
were evaluated using the SPSS 24 independent samples test.

2. Participants

The study was carried out with the participation of 54 learners who completed the Turkish Level
B1 course at Dokuz Eylil University Language Research and Teaching Center (DEDAM), of whom 27 were
placed in the experimental group and 27 in the control group. Learners’ age, gender, and mother tongue
were not taken as a variable. While forming the classes, attention was paid to distributing learners from
different countries and with different mother tongues to different classes. The participants are Turkish
learners from countries such as Russia, Iran, Ghana, Guinea, Ethiopia, South Sudan, Egypt, and
Kazakhstan who came to Turkey an average of 8 months ago and have been taking Turkish classes for
30 hr a week. Until the experiment, the participants had taken 550 hr of Turkish lessons.

3. Materials

A pretest was performed to measure the participants’ level of knowledge of the (-(y)An) subject
relative clause, a relative clause, which had not been formally instructed in the classroom before. Turkish
is an agglutinative language, and all functions are coded through suffixes. The (-(y)An) subject relative
clause is added to the verb to ensure consistency between the person and the tense (Goksel & Kerslake,
2005, pp. 438-439).

Example (1) [@i Okul -a gid-en] man
@ school -Dat go SbjP man
“the man who goes/went to school” (Kornfilt, 1997, p. 58)

As seen in Example (1), the adjective clause is formed with the suffix (-(y)An) added to the verb
positioned before the noun. The affix is shown as (-(y)An). This is because the affix used along with the
-y sound was uttered after a verb, the last sound of which is a vowel (Example 2a) and the vowel -A
creates vowel harmony, it is used in two different variants, (-(y)en) (Example 2b) and (-(y)an) (Example
20).
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Example (2) a. [@i kitap oku-y-an] woman
@i book read ShjP woman;
the woman who reads/read book
b. [@i elma yi-y-en] woman
@i apple eat SbjP woman;
the woman who eat/ate apple
c. [@i calis-an] woman
@i study SbjP woman;
the woman who study/studied

A material was designed by utilizing input enrichment and consciousness-raising tasks, among
the tasks in the comprehension group of focused tasks employed in task-based language teaching. The
materials are designed as form-focused activities. In form-focused comprehension tasks, enriched input
was used and attempts were made to attract students’ attention to the target structure. A theme was
selected from the coursebook used in the classes of the Dokuz Eylil University Language Research and
Teaching Center to be used during the activities. In both groups, the target structure was attempted to
be taught within the same theme. Opinions of the experts were sought regarding the designed materials,
and the suitability of the materials was evaluated. The activity of teaching the target structure was carried
out in the experimental group using the developed materials and by following the path laid out in the
coursebook in the control group, where explication regarding the form was done in the form of
presentations, and no consciousness-raising activities were carried out; the group adhered to the
activities in the coursebook. There are no tasks on input enrichment and consciousness-raising in the
coursebook; there are theme-related reading materials and the presentation of the structure, along with
formal activities.

FINDINGS

After the pretest was performed to determine whether the knowledge levels of the randomly selected
control and experimental group members were similar, the independent samples t-test was performed
using the SPSS 24 program to check whether there was a difference between the knowledge levels of
control and experimental groups from the pretest to the posttest.

Table 2. Group Statistics for Pretest

group N Mean Std. Deviation Std. Error Mean
Pretest 1 27 12,9259 4,54825 ,87531
2 27 12,3333 4,38529 ,84395

In Table 2, the control group was assigned the code “1,” and the experimental group was assigned
the code "2." As can be seen, the mean pretest score of the control group was found to be 12.9 and that
of the experimental group was found to be 12.3.

As is seen in Table 3, no significant difference was found between the control group and the
experimental group in terms of the independent samples test (p > .5). These findings show that the two
groups had the same level of knowledge before the experiment.

Table 3. Independent Samples Test (Pretest)

Levene's Test
for Equality of

Variances t-test for Equality of Means

Sig. Mean 95% Confidence Interval

(2- Differen Std. Error of the Difference

F Sig. t Df  tailed) ce Difference Lower Upper

Pretest Equal 240 626 487 52 ,628 ,59259 1,21590 -1,84730  3,03248
variances
assumed

Equal 487 51,931 ,628 ,59259 1,21590 -1,84737 3,03256

variances
not
assumed
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As stated in the introduction to the study, the research questions are “Is there a significant
difference between the language development pretest and posttest scores of the participants in the
experimental group, who were taught using task-based and form-focused language teaching materials?”
and “Is there a significant difference between the language development levels of the participants in the
control group and the experimental group, with task-based and form-focused language teaching
materials used in the latter group?” To provide answers to these questions, the independent samples t-
test was performed using the SPSS 24 program as no other parameters, such as age, gender, and mother
tongue, were considered. Table 4 shows the mean increase rates, and Table 5 shows the results of the
test performed to determine whether the increase is significant.

Table 4. Group Statistics

group N Mean Std. Deviation Std. Error Mean
Difference 1 27 1,4444 2,70801 52116
2 27 3,9259 4,59871 ,88502

Table 5. Independent Samples Test (statistical difference between experimental group and control group)

Levene's Test
for Equality of

Variances t-test for Equality of Means
95% Confidence Interval
Sig. (2- Mean Std. Error of the Difference
F Sig. t Df tailed) Difference Difference Lower Upper
Equal 8,985 004 -2416 52 ,019 -2,48148 1,02707 —4,54245 -,42052
variances
assumed
Equal -2416 42,096 ,020 -2,48148 1,02707 -4,55405  -,40891

variances
not assumed

Difference

After the experiment, an increase of 1.444 was observed in the control group, whereas this rate
was found to be 3.9259 in the experimental group. There is a visible difference between the groups in
terms of the extent of development, which is also indicated in Table 4.

In Table 5 are the results of the test performed to see whether this increase is significant or not: t:
2416 and p < .05. So, there is a significant difference between the groups in favor of the experimental

group.

An increase was also observed in the group where form-focused education materials were not
used. The mean number of correct answers of the members of the control group increased from 12.9 to
14.3 from pretest to posttest, while it increased from 12.3 to 16.25 for the members of the experimental
group. The mean number of correct answers increased more in the group where form-focused materials
were utilized.

CONCLUSION AND DISCUSSION

In this study, carried out to investigate the effectiveness of form-focused education materials in teaching
Turkish as a foreign language, it was concluded that the experimental group, where task-based and
form-focused materials were utilized, was more successful than the control group, where such materials
were not used. The comparison of the posttest results of the participants in the experimental group and
the control group shows a significant difference in terms of success in favor of the learners in the former.

Gocger and Karadag (2020) stated in their research articles that task-based language teaching
materials increased Turkish learners’ achievement in language learning. No other studies were found in
the literature on the effectiveness of form-focused and task-based methods in teaching Turkish as a
foreign language. Therefore, the findings of this study cannot be compared with those of other studies
that employed these methods in teaching another language. However, in their study carried out with
learners of Spanish as a foreign language, Jourdenais et al. (1995) found that the experimental group,
provided with enriched input, used the target structure more frequently than those in the control group
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did. Also, in their study, Bandar and Gorjian (2017) found form-focused tasks as increasing success in
Iranian English learners. The findings of the studies carried out by Jourdenais et al. (1995) and Bandar
and Gorjian (2017) are parallel to the findings of this study.

Turkish is an agglutinative language, and different affixes are used for all linguistic functions. Also,
an affix has more than one function. The contention that the reason why grammar-oriented teaching
was successful was that Turkish is an agglutinative language holds validity. The mother tongues of the
participants of the study are different. However, in both experimental and control groups, there are
native speakers of languages with similar typological characteristics. This leads to the conclusion that
there is no correlation between the participants’ success rates and their mother tongues. However,
repeating this study with learners whose mother tongues are the same or typologically similar may lead
to different results. In addition, conducting similar studies with larger groups, learners at different
language proficiency levels, and with a focus on different grammatical objectives will contribute to the
field.

In this study, task-based and form-focused teaching practices were discussed together. The
findings of the study show that form-focused grammar teaching and structure-based production tasks,
among task-based teaching practices, are similar in terms of their characteristics, and that activities can
be designed by combining these two foreign language teaching approaches. The experiment carried
out as a part of the study showed that the two perspectives can be harmonized and positive results can
be achieved.

Task-based teaching materials aim to do activities similar to real-life examples of language use.
Performing real-life activities prevents the language from having to be relearned in the real world after
the classroom setting. As Ellis (2016) states, selective attention and consciousness-raising can be
achieved with a focus on form materials. Since language is handled more functionally, it also supports
the development of students’ communication skills. From these perspectives, and considering the
findings of the study, it is possible to say that organizing focus on form activities in task-based language
teaching can make learning effective and efficient.
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Ozet

Bu c¢alismada ise dayalt dil 6gretimi ve bicim odakli hazirlanmis dil dgretim
materyallerinin yabanct dil olarak Tiirkce dgretiminde basart orantna etkisini ortaya
koymak amaclanmaktadir. Eklemeli diller icin bicime odaklt ise dayali dil 6gretim
malzemeleri tasarlanabilir ve bu malzemeler basariyt arttirabilir varsayimi ile ortaya
¢ctkan bu calismada, malzemelerinin uygulanip basart oraninin degerlendirilmesi
amactyla bicime odakli ise dayali dil 6gretim uygulamalarinin hedef yapinin
gelisimine katkistnin ne oranda oldugu ortaya konulmaya calisumistir Bu amag
dogrultusunda B1 diizeyini tamamlams ve B2 diizeyinde 6grenimlerine devam eden
27 deney ve 27 kontrol grubu olmak lizere anadilleri farkl. 54 égrencinin katldigt bir
uygulama yapimustur. {-(y)An} dzne ortactnin (subject relative clause) égretimine
ybnelik olarak uzman gériisti ile sekillendirilen bicim odaklt girdinin zenginlestirilmesi
ve bilinclendirme isleri cercevesinde gelistirilen materyal deney grubuna uygulanmis
ve istatistiksel olarak basariya etkisi degerlendirilmistir. Kontrol grubunda bicime
yonelik actklamalar sunum seklinde gerceklestirilmis ve girdinin zenginlestirilmesi ve
bilin¢lendirme isleri uygulanmamustir, sadece kitaptaki etkinliklere bagli kalinmustur.
Deney ve kontrol grubunun éntest ve sontest sonuglart SPSS 24 programt kullanarak
bagimsiz érneklem T-test ile degerlendirilmistir. Yapilan sontestte deney grubunun
kontrol grubundan daha basartlt oldugu gériilmdistiir. Bulgular cercevesinde eklemeli
bir dil olan Tiirk¢enin 6gretiminde bicim odaklt ve ise dayalt uygulamalarin daha
basarili oldugu yorumu yapimaktadur.
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Genisletilmis Ozet

Problem: Ogrenme Kuramlari ve Dilbilim Kuramlari gelistikce yabanci dil 6gretimine yonelik bakis acilari
sekillenmis ve tarihsel siirec icerisinde Dilbilgisi Ceviri Yontemi, isitsel-Dilsel Yontem, Dogrudan Yéntem,
iletisimsel Dil Ogretimi, ise-Dayal Dil Ogretimi gibi dil 6gretiminin nasil gerceklestirilecegini betimleyen
yontem ve teknikler ortaya ¢ikmistir. Yabanci dil 6grenmenin bilgi islemleme sureciyle gercekestigini
ortaya koyan calismalarla, hedeflenen dilsel birimlere yonelik girdi sunulmasinin ve 6grencinin hedef yapi
ile ilgili ciktilar olusturmasini saglanmasinin énemli oldugu vurgulanmaktadir (Fotos, 2001). Ogrencilerin
bireysel farkliliklari ve grubun genel Ozellikleri dikkate alinarak girdinin 6grenciye sunulus bigimi
degisiklik gésterebilir. Onemli olan dgrencilerin anlamli Giretimler gerceklestirmesi icin yonlendirilmesidir.
Bu sebeple dil 6gretimi etkinliklerinde anlam ve islev 6n planda tutulmaktadir. Anlam ve islev
hedeflenirken dilbilgisi 6gretiminden kacilamayacagi belirtilir (Carter & McCarthy, 2006; Ellis, 2005;
Larsen-Freeman, 2002; Long, 1991; Widdowson, 1990). Bicim, anlam ve islev konularini ele alan Long
(1991) bicim odaklt bilgilendirme kavramini ortaya koymus ve anlamdan bagimsiz bir sekilde sadece
dilbilgisi kurallarinin ele alinmasinin etkili olmadigini vurgulamistir. Bicim odakli dil égretiminin nasil
yapilabilecegi ile ilgili arastirmalarinda Ellis (2009) bigimlere rastlantisal olarak odaklanilabilecegini ya da
planli olarak bicim odakl calismalar yapilabilecegini belirtmistir. Fransizca 6gretimi ile ilgili yaptig
calismasinda Unal (2013) planh bicime odaklanmada secilmis bicimler tizerinde anlamlilik ve islevsellik
temel alarak odaklanma s6z konusu oldugunu ve bigimlerin sunumunun zenginlestirilmis girdilerle
saglanabilecegini belirtmektedir.

ise Dayali 6grenme ile amaclanan, dil gretimi sirasinda yasanan bazi problemlerin ¢6zilmesidir
(Swan, 2005). S6z konusu problemler segme ve sunma, bilgi tabani olusturma, geri cagirma ve acgiga
¢tkarmadir. Secme ve sunma ile ifade edilen 6grenicinin ihtiya¢ duydugu bigimleri secip uygun bicimde
onlara sunmaktir. Dil dgretimindeki en blyik problemlerden biri hangi bicimin, ne zaman ve hangi yolla
sunulacagidir. Bilgi tabant olusturma ile ifade edilen ise uzun sireli bellege depolanmis eski bilgilerle
yeni bilgilerin butlnleserek uzun sureli bellege gerektiginde kullanilabilecek sistematikle yerlestirilmesini
saglamaktir. Bu problemin ¢ozilebilmesi icin segilen bicimlerin uygun baglamlarla yukaridan asagi ve
asagidan yukari islemleme siireglerinin isletilerek uzun sireli bellege yerlestiriimesini saglamak gerekir.
Geri ¢agirma ve aciga ¢tkarma da depolanan dilsel birimlerin gerektiginde yani uygun baglamda
kullanilabilmesidir. Dil 6gretiminde stireg planlanirken bu durumlar g6z éniinde bulundurulmali ve sorun
olmaktan cikarilmalidir. Strecin uygun planlanmasi 6gretimin verimli ve etkili gergeklesmesini saglar.
Dilbilgisi 6gretiminde, secilen yol 6grenciler agisindan degerlendirildiginde etkisel ya da tepkisel olabilir.
Bicime tepkisel odaklanma, anlik tepkilere bagli olarak plansiz gerceklesirken bicime etkisel odaklanma
ise planli bir sekilde gerceklesir (Park, 2004: 3). Etkisel ya da tepkisel olma ozelliklerine gore
odaklanmamus ve odaklanmus isler olarak iki baslik altinda ele alinabilecek islerde belirli bir dilsel birimin
ogretilmesi hedefi ile diizenlenmis isler odaklanms is, belirli bir yapinin 6gretimi amaci giidilmeden
sadece tema, baglam ya da durum temelinde olusturulan isler odaklanmamus isler olarak degerlendirilir.
Prabhu (1987:46-47), icerdikleri bilissel etkinlie gore genel olarak isleri lice ayirmistir: (i) bilgi boslugu
etkinligi, (ii) uslamlama boslugu etkinligi, (iii) fikir boslugu etkinligi. Bosluk terimi, 6greniciler arasinda ya
da 6gretmen ve 6grenci arasinda bilinmeyen ve tahmin edilemeyen durumlari ifade eder. Bazi 6grenciler
bazi bilgilere sahipken bazilari degildir. Sahip olduklar bilgilerin farkliliklari, bosluk olarak adlandirilir
(Rees, 2002). Bilgi boslugu etkinlikleri, bilginin transferini icerir (Ellis, 2003: 213). Bilgi boslugu
etkinliklerinde &greniciler belirlenmis herhangi bir konuda sahip olduklari bilgileri grup arkadaslarina,
tim sinifa ya da 6gretmenlerine aktarirlar. Syledikleri, yazdiklari ya da gorsel olarak ortaya koyduklari,
digeri/digerleri tarafindan bilinmeyen ya da o an icin tahmin edilemeyenlerden olusur. Ogretmen, bilgi
boslugu etkinligi icin bosluklarin ve bosluklara bagli olarak iletisimin kurulmasini saglayan malzemeler
hazirlar. Uslamlama boglugu etkinlikleri, verilen bilgiden yeni ¢ikarimlar yapma, belirli bir konu hakkinda
kendi fikirlerini dayanaklariyla birlikte ortaya koymayi icerir. Genelde var olan bir problemin ¢6zimi ile
ilgili akil yurttmeyi iceren uslamlama boslugu etkinliklerinde s6z konusu problemin ¢6zimu igin dil
kullanmak gerekmektedir. Uslamlama boslugu etkinlikleri de bilgi boslugu etkinliklerinde oldugu gibi
odaklanmis is olarak da diizenlenebilir. Fikir boglugu etkinlikleri, verilen durumlar karsisinda kisisel bir
gorisu, tercih belirlemeyi ve dile getirmeyi icerir. Ogrenciler fikirlerini yazili ya da sozli olarak dile
getirebilirler. Bu tur etkinlikler gerceklestirmek icin 6grencilere “.... hakkinda ne duislinuyorsun?” “...mi
daha iyi, yoksa ... mu daha iyi?" seklinde sorular sorulabilir ve 6grencilerden dusulincelerini aktarmalari
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istenebilir. Diger bir is tlrG Loschky & Bley-Vroman (1993:141)"lin "yapiya dayali iletisimsel isler olarak”
adlandirdiklari islerdir. Bu islerde 6gretilmesi hedeflenen yapinin is gerceklestirilirken kullaniimasi
gerekmektedir. Odaklanilan dilsel birim kullanilmadan da isin tamamlanmasi mimkin olabilir ama isin
dizenlenisinde, odak yapinin kullaniminin dogal olarak gerekmesini saglayacak bir yol izlenmelidir.
Kavrama isleri odak olan yapiya dikkat cekmek amaciyla diizenlenir. Bu tir isler bilgi islemleme ile
edinimin gerceklestigi varsayimini temel alarak ortaya konulmustur (Ellis, 2003: 158). Ogrencinin fark
etmesi icin odak olan dilsel birimin yogun olarak yer aldigi etkinlikler diizenlenir. Kavrama islerinde
bilinglendirme islerinden farkli olarak genellikle ortiik bir 6gretim gerceklestirmek amaclanir. Yapilara
dikkat cekilmeye calisilir, ancak acik sunum gerceklestiriimez. Etkinlik tamamlandiktan sonra gerekliyse
actk sunum yapilir. Gorsel ve isitsel malzemelerle 6grencinin dikkatini odak olan yapiya ¢ekmek igin
yogun tekrar yapilir. Bu islerin tekniklerinden biri girdinin zenginlestirilmesidir. Odak olan yapinin yazili
ya da sozli metinlerde ¢ok yogun olarak yer aldigi girdinin zenginlestirilmesi etkinliklerinde, yazili
metinlerde odak olan yapi kalin, italik, alti ¢izili, farkli renk ya da boyutta 6greniciye sunulabilir. Sonraki
asamada farkli bicimde sunulmus olan yapi ile ilgili sorular sorularak égrenci bu yapiyla karsilastirilir.
Bilinclendirme isleri, odaklanilan dilsel birimlere dikkat cekilerek ve 6grenciye odaklanilacak yapiyi
buldurma yoluyla gerceklestirilir.

Yabanci dil olarak Tirkce 6gretiminin daha etkili ve verimli hale getirilebilmesi icin alanyazinda yer
alan yontem ve tekniklerin uygulamalarla denenmesi, bulgular ve sonuglarla alanda calisanlara 6neriler
sunulmasinin énemli oldugu dustiniimektedir. Bu calisma 6zellikle eklemeli diller icin bigime odakli ise
dayali dil 6gretim malzemeleri tasarlanabilir ve bu malzemeler basariyi arttirabilir varsayimi ile ortaya
¢tkmistir. Bu varsayimla bicime odakli ise dayali dil 6gretim uygulamalarinin hedef yapinin gelisimine
katkisinin ne oranda oldugu saptanmaya calisilmistir. “ise dayal dil égretimi ve bicim odakli dil gretim
malzemelerinin uygulandigi deney grubu 6grencilerinin, dil gelisimi dizeyleri ile ilgili dntest ve sontest
puanlar arasinda anlamli bir farkhlik var midir?”, “ise dayal dil 6gretimi ve bicim odakli dil 6gretim
malzemelerinin uygulandigi deney grubu o&grenicileri ile kontrol grubu &grenicilerinin uygulama
sonucunda dil gelisimi diizeyleri arasinda anlamli bir farklilik var midir?” sorularina yanit aranmistir.

Yontem: Bu calismada bicim odakli ve ise dayali dil 6gretimi uygulamalarinin yabanci dil olarak Tiirkge
ogretimine uygunlugunu degerlendirmesi amaciyla ve arastirma sorulari ¢ercevesinde Karasar (2012:97)
tarafindan uygun oldugu belirtilen Ontest-Sontest Kontrol Gruplu Model kullaniimistir. Oncelikle
odaklanmis islerden yapiya dayalt tiretim isleri cercevesinde bicime odakli ders malzemeleri UGretilmis,
Uretilen ders malzemeleri yabanci dil olarak Tiirkge 6gretimi alaninda kuramsal ve uygulamali calismalar
yapan uzmanlardan gorls alinarak diizenlenmistir. Malzemenin basariya etkisini ortaya koyacak dntest
ve sontest hazirlanmis ve yabanci dil olarak Turkce 6gretimi alaninda kuramsal ve uygulamali ¢alismalar
yapan uzmanlardan gorls alinarak gerekli diizenlemeler yapilmistir. Uygulamanin etik acidan
uygunluguna dair yazi (Dokuz Eyliil Universitesi Etik Kurul Komisyonunun 22.04.2022 tarihli E-87347630-
659-245033 sayili yazist) alindiktan sonra 27 katiimcili deney grubu ve 27 katiimcili gézlem grubuyla
Ontest-uygulama-sontest calismalari gerceklestirilmistir.

Calisma Dokuz Eylil Universitesi Dil Egitimi Uygulama ve Arastirma Merkezi DEDAM'da B1
dizeyinde Tirkce 6grenim sireclerini tamamlamis ve B2 dizeyinde derslerine devam eden 54 6grenci
(27 kontrol-27 gézlem) ile yiritilmistir. Calismaya Rusya, iran, Gana, Gine, Etiyopya, Gliney Sudan,
Misir, Kazakistan gibi diinyanin farkl Glkelerden Tirkiye'ye ortalama 8 ay 6nce gelmis ve haftada 30 ders
saati ile uygulama asamasina kadar 550 saat ders almis ogrenciler katilmistir. Kontrol ve deney
gruplarinda farkl anadili konusucusu 6grenciler rastlantisal olarak dagilmistir. Calismaya katilan kontrol
ve deney grubu &grenicilerinin bilgi dizeylerinin ayni olup olmadigini gérebilmek amaciyla SPPS 24
programi ile Bagimsiz Orneklem T-test yapilmistir.

Bulgular ve Sonug: Kontrol ve deney grubu 6grencilerinin bilgi dizeylerinin ayni olup olmadigini
gorebilmek amaciyla SPPS 24 programi ile yapilan Bagimsiz Orneklem T-test sonucuna gére kontrol ve
deney gruplarinin arasinda anlamli bir fark olmadigi (p>0,5) gorilmistir. Bu durum kontrol ve deney
gruplarinin deney 6ncesinde esit bilgi diizeyine sahip oldugunu gostermektedir. Deney grubu ile yapilan
uygulamadan sonra gergeklestirilen sontest sonuglarina gére kontrol grubunda artis 1.444, deney
grubunda ise artis 3.9259'dur. Buna gore deney grubundaki basari artisinin daha fazla oldugu
gorilmastdr. Kontrol grubunun ontestteki dogru sayisi 12,9'dan son testte 14,3'e, deney grubunun 6n
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testte dogru sayisi 12,3'ten 16,25'e yiikselmistir. ise dayali bicim odakli olarak tasarlanmig materyallerin
uygulandigi grupta dogru yanit sayisi daha fazla artmistir. Artisin anlamli olup olmadigina yonelik yapilan
teste gore fark (p<0,05)'tir. Bu durumda iki grubun arasindaki fark anlamlidir. ise dayali ve bicim odakli
materyallerin uygulandigi grubun bigim odakli calismalar yapilmayan kontrol grubundan daha basarili
oldugu sonucuna ulasiimistir. Bicim odakl etkinliklerin basariyr arttirmasinin sebebi Tirkcenin eklemeli
bir olmasindan kaynaklanabilir.

Bicim odakli ve ise dayali 6gretimin yabanci dil olarak Turkge dgretimi siniflarinda basari oranina
etkisi ile ilgili daha 6nce yapilmis bir calisma bulunmamaktadir. Bu sebeple yabanci dil olarak Tirkge
ogretimi ile ilgili bulgularin karsilastirnimasi yapilamamaktadir. Ancak Jourdenais vd. (1995), yabanci dil
olarak ispanyolca 6grenenler ile yaptigi calismasinda zenginlestirilmis girdi sunulmus deney grubunun
zenginlestirilmis girdi ile karsilasmayan kontrol grubu o6grenicilerden hedef yaplyi daha fazla
kullandiklarini ortaya koymustur. Bunun yaninda Bandar&Gorjian (2017) yaptiklar calismada iranli
ingilizce 6grenen dgrenicilerde bicim odakli calismalarin basariyr arttirdigini belirtmektedir. Jourdenais
(1995) ve Bandar&Gorjian (2017) tarafindan yapilan calismalarin sonuglari bu ¢alismanin bulgulari ile
paralellik gostermektedir.

Oneriler: Bu calisma 54 katiimai ile gerceklestirilmistir. Daha fazla sayida katilimci ile benzer calismalar
yapmak 6nemlidir. Bu calismaya katilan 6grenicilerin anadilleri farklidir ve anadili bir degisken olarak ele
alinmamistir. Anadilleri ayni olan ya da benzer tipolojik 6zelikler gdsteren dgrencilerle ise dayali ve bigim
odakli malzemeler kullanilarak calismalar yapilmasinin da alana katki saglayacagi disilmektedir.
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