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SUNUS

Bilgi ve iletisim teknolojilerinin hizla gelismesi toplumlar ve bireyler arasindaki fiziki mesafeleri ortadan kal-
dirirken uluslararasi kulttrel, sosyal ve ekonomik iligkileri de yeni bir doneme tasimistir. Bu yeni doneme
insanhgin temel birikimlerini esasa alan, kiresel, bdlgesel ve yerel degerlerini 6nemseyen, ayni zamanda
icinde bulundugumuz ¢agin ihtiyaglarina cevap verebilecek donanima sahip bireyler yon verecektir. Bu
bireylerin en 6nemli 6zelliklerinden biri, ana diline hakim olma ve onu kullanabilme becerisinin yaninda
en az bir farkh dilde gerekli yetkinlige sahip olmalaridir. Ulkemiz, sahip oldugu kadim medeniyet mirasinin
buglnki vérisi olarak farkli dil ve lehgelerin konusuldugu ve birden fazla dilde yeterlige sahip olmak isteyen
insanlarin var oldugu bir cografyaya sahiptir. Bu dogrultuda Talim ve Terbiye Kurulu Baskanligi tarafindan
dil egitimi alanindaki calismalari desteklemek amaciyla uzmanlarin géris ve Onerilerini paylasip deger-
lendirdigi, uluslararasi katihmh “Tarkiye’de Yabanci Dil Egitimi ve Avrupa’daki Uygulamalar: Gelismeler ve
Oneriler” konferansi diizenlenmistir. 28-29 Haziran 2021 tarihlerinde diizenlenen konferans sonrasinda,
gerceklestirilen sunumlara ait bildiriler dizenleme kurulu tarafindan derlenmis ve bu bildiri kitapgiginda
toplanmistir. Konferansin gerceklesmesinde emekleri olan 6nceki kurul Gyelerine, konferans dizenleme
kuruluna, davetli konusmacilara ve bu ¢alismada emegi gegcen tUm mesai arkadaslarima tesekklr ederim.

Prof. Dr. Cihad DEMIRLI

Talim ve Terbiye Kurulu Baskani
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KONFERANS PROGRAMI

Tiirkiye’de Yabanci Dil Egitimi ve Avrupa’daki Uygulamalar:

Gelismeler ve Oneriler

Konferans Programi (Saatler UTC+3’e géredir.)

1. Guin: 28/06/2021

13.15-13.30 Kayit ve Teknik Destek

Acis Konusmalari

Prof. Dr. Burhanettin DONMEZ*
13.30-14.00

Prof. Dr. Ziya SELCUK*

Ozel Oturum: Avrupa Konseyinin Dil Egitim Politikalar

Dr. Michael REMMERYT, Egitim Politikalari Birimi, Avrupa Konseyi
14.00-14.15

Avrupa Konseyinin Dil Egitimi Politikasi Alanindaki Caligmalari

Dr. Sarah BRESLIN, Avrupa Modern Diller Merkezi
14.15-14.30

Avrupa Konseyi Avrupa Modern Diller Merkezinin Degeri
14.30-14.40 Soru-Cevap

1. Oturum: Diller i¢in Avrupa Ortak Bagvuru Metni (D-AOBM) ve Turkiye’de Yabanci Dil

Egitiminde Uygulamalan

Moderatér: Dr. Nazlinur GOKTURK, Milli Egitim Bakanlig

Prof. Dr. ismail Hakki MIRICI, Hacettepe Universitesi

14.50-15.15 Avrupa Dilleri Ogretimi Ortak Cergeve Programi’nin (CEFR) Modern Dillerin
Ogretimindeki Yeri ve Onemi
Dr. Brian NORTH, Avrupa Konseyi

15.15-15.40 CEFR CV: Dil Egitimine Yeni Bir Bakis Acisi Getirmek igin CEFR'In
Yenilenmesi
Dog. Dr. Murat OZCAN, Ankara Haci Bayram Veli Universitesi

15.40-16.05 Arap Dili Egitiminde CEFR Kullanimi: Tirkiye'den ve Diinyadan Uygulama
Ornekleri

16.05-16.25 Soru-Cevap

* Eski TTKB Baskani
* Eski Milli Egitim Bakani




1. Giin: 28/06/2021

2. Oturum: Dil Egitiminde Program, Materyal Gelistirme ve Degerlendirme

Moderator: Ezgi CELIK UZUN, Milli Egitim Bakanhg:

Dr. Daniela FASOGLIO, SLO, Hollanda Ulusal Miifredat Gelistirme Enstitiisti

16.35-17.00 Ogretim Programi Tasarimi igin CEFR CV’nin Kullaniimasi: Etkilesim ve
AracilikUzerine
Dog. Dr. Giilden TUM, Cukurova Universitesi
17.00-17.25 Yabanci Dil Ogretiminde Kullanilan Ders Kitaplari ve Materyallerinin CEFR
CV’ye Gore Degerlendiriimesi
Prof. Dr. Enrica PICCARDO, Toronto Universitesi
17.25-17.50
Etkinlik Olarak Dil ve eylem odakl yaklagsim: Dil Egitimi icin Cikarimlar
17.50-18.10 Soru-Cevap
2.Giin: 29/06/2021
3. Oturum: Dil Egitiminde Olgme ve Degerlendirme
Moderator: Dr. Nazlinur GOKTURK, Milli Egitim Bakanlg!
Prof. Dr. David LITTLE, Trinity Universitesi
10.00-10.25
Avrupa Dil Portfolyosu ve Portfolyo Durum Degerlendirmesi
José NOIJONS, Avrupa Modern Diller Merkezi
10.50-11.15
CEFR CV ile Uyumlu Dil Testi Geligtirme
Dr. Elif KANTARCIOGLU, Bilkent Universitesi
11.15-11.40 )
Dort Dil Becerisini Olgen Bilgisayar Destekli Sinavlar
11.40-12.00 Soru-Cevap




2. Guin: 29/06/2021

4. Oturum: Dil Ogretmenlerine Yonelik Mesleki Gelisim

Moderator-Moderator: Elif TERTEMiZ ARAT, Millt Egitim Bakanhgi

Prof. Dr. Cem BALCIKANLI, Gazi Universitesi
13.30-13.55 . )
Dil Ogretmenlerinin Ozerkligi ve Portfolyolar
Dr. Deniz KURTOGLU EKEN, Sabanci Universitesi
13.55-14.20 Dil Ogretmenlerinin Mesleki Gelisimleri icin Kullanilan Araglar: EPG ve
EaqualsTDFRAM
Prof. Dr. Hasan BEDIR, Cukurova Universitesi
14.20-14.45 Dil Ogretmenlerinin  21.Yuzyil Ogrenme ve Yenilikgilik Becerilerinin
Gelistiriimesi:Uygulama Ornekleri
Dr. Elif KIR CULLEN, istanbul Medeniyet Universitesi
14.45-15.10 Ortak Bagvuru Metni Baglaminda Ogretmen Egitimi
15.10-15.30 Soru-Cevap
5. Oturum: Covid-19 ve Dil Egitimi
Moderatér: Dr. Ayhan OZTURK, Milli Egitim Bakanlig
Dr. Martina EMKE, Avrupa Konseyi
15.40-16.05 Covid-19 Salgininda Uzaktan Egitimle Dil Ogrenimi: Firsatlar ve Karsilasilan
Zorluklar
Dr. Tuncer CAN, istanbul Universitesi-Cerrahpasa
16.05-16.30
Covid-19 ile Dil Egitiminde Kullanilan Teknolojik Coztumler
Dr. Muhammed AGIRAKCA, Akdemistanbul Dil E§itim Kurumlari
16.30-16.55 Covid-19 Salgininda MEB’de Dil Ogretimine Yénelik Yapilan Uygulamalar:
Din Ogretimi Genel Midurliigine Bagli Okullar Ornegi
16.55-17.15 Soru-Cevap
17.15-17.20 Kapanig Konusmasi
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DiL EGITiM POLITIKASI ALANINDA AVRUPA KONSEYiNIiN CALISMALARI
Dr. Michael REMMERT

Avrupa Konseyi Egitim Politikasi Bolum Bagkani
michael.remmert@coe.int
Ozet

Avrupa Konseyi, 1954'teki Avrupa Kiltir Sézlesmesi ile baslayarak Avrupa’nin zengin dilsel ve kulturel
cesitliligini tanitmaya ve deger vermeye her zaman buyuk dnem vermigtir. Dil politikasi programlari, 47
Uye devletin tamami ile hUkUmetler arasi dizeyde ve su anda Avrupa Konseyinin kismi anlagmasi oldugu
33 devlet uyeligi olan Avrupa Modern Diller Merkezi (ECML) araciligiyla yurttilmektedir. Diller, insan
yasaminin ve toplumun demokratik isleyisinin temel bir yonudur. Dil 6grenenler/dil kullanicilari, dil politikasi
calismalarinin merkezinde yer almaktadir. Durumlari ne olursa olsun, tum diller kapsama alinmaktadir. Diller
icin Avrupa Ortak Basvuru Metni (D-AOBM ), nitelikli cogul dilli egitimin tesvik edilmesi ve daha fazla sosyal
hareketlilige olanak saglanmasinda kilit bir rol oynamistir. D-AOBM ’nin Genisletilmis Baskisi (2020), 2001
yilindan bu yana akademik ve toplumsal gelismeleri yansitarak dil egitiminin kapsamini genisletmektedir.
Uye devletlere yonelik olarak demokratik kiiltiir icin cogul dilli ve kiltiirler arasi egitimin énemine iliskin bir
politika tavsiyesinin, 2022’de bakanlar komitesi tarafindan kabul edilmesi beklenmektedir.

Artalan ve Gerekge

Avrupa Konseyi, hilkkiimetler arasi is birligi drgiitii olarak 1949 yilinda Strasbourg’da kurulmustur. insan



haklari, demokrasi ve hukukun egemenligi gibi ortak degerlere olan saygiyl garanti altina alarak Avrupa
kitasinda ortak bir demokratik ve yasal alan yaratma ana amacina sahiptir. Konseyin bitin calismalari,
bu degerler ve toplumsal kapsayicilik, sosyal uyum ve cesitlilige saygi konusunda sureklilik gésteren bir
onem ile sekillenmektedir. Bu, herkes icin kaliteli egitime erisimi kapsamaktadir.

1954 tarihli Avrupa Kiultir Soézlesmesi, 50 imza sahibi devletin vatandaslari arasinda baskalarinin
dillerini, tarihlerini, uygarliklarini ve hepsinde ortak olan uygarligi incelemeyi tesvik etmek, Avrupa’daki
insanlar arasinda daha iyi bir anlayis olusturmak, Avrupa’nin zengin dilsel ve kultirel mirasini korumak ve
gelistirmek icin dizenlenmigtir.

Avrupa Konseyi, Avrupa Kiltir Konvansiyonu ile baglayan, Avrupa’nin zengin dilsel ve kalturel ¢esitliligini
tanitmaya ve deger vermeye her zaman buylk énem gdstermistir.  1960’larin basindan itibaren, dil
6grenimini yasam boyu devam eden bir sire¢ olarak kabul etmis, bu zenginlige erisme ve kiltlrler arasi
diyalogu tesvik etmede énemli bir arag olarak gérmus, dil egitimi alaninda éncu bir gt¢ olmustur.

Su an, Avrupa Konseyinin dil politikasi alanindaki hikimetler arasi programinin tematik alanlari; gogul
dilli ve kaltirler arasi egitim, Yetiskin Go¢cmenlerin Dilsel Butinlesmesi (LIAM), isaret dilleri ve Roman
dillerini kapsamaktadir.

Avusturya’nin Graz sehrinde yer alan ve Avrupa Konseyi ile kismi anlagsma sahibi olan Avrupa Modern
Diller Merkezi (ECML), tye ulkelerdeki karar vericiler ve dil uzmanlariyla diyalog ve fikir aligverisi yoluyla,
dil egitimindeki mevcut zorluklari ele alan doért yillik yenilik¢i proje ve egitim faaliyeti programlarina
onculuk edip, bunlari koordine etmektedir. Bunu yaparken éncu bir kurulus olmus, dillerin 6gretilmesi ve
o6grenilmesinde yenilik amaciyla bir katalizér gérevi Ustlenmigtir.

Dil Egitiminin Temel ilkeleri

Diller, insan yasaminin ve toplumun demokratik isleyisinin dnemli bir boyutudur. Dil 6grenenler/ dil
kullanicilari, dil politikasi gcalismalarinin merkezinde yer almaktadir. Statileri ne olursa olsun, temel egitim
dilleri (okulda 6grenim/6gretim igin kullanilan), yabanci diller, ailede konusulan diller ve azinlik veya
bélgesel diller gibi tim diller (konusulan veya isaret dili) dikkate alinmaktadir.

Dil egitimi, 6grenenin ihtiyaclarina dayali olmali ve ¢ogul dilli, kaltlrler arasi ve yuksek nitelikli olmahdir.
Dolayisiyla nitelikli dil egitimi, egitim ve diger insan haklarindan etkin bir sekilde yararlaniimasinda esastir
ve toplumsal kapsayicilia, entegrasyona ve demokrasiye katkida bulunmaktadir.

Cogul dillilik Avrupa Konseyi dil politikasinin temelini olusturur.

Cogul dillilik, sosyal aktor olarak gdrtlen, cesitli dillerde ¢esitli derecelerde yeterlige ve birgok kuilttr
deneyimine sahip olan bir kisinin kultarler arasi etkilesimde yer alma ve dilleri iletisim amaciyla kullanma
yetenegidir (D-AOBM , 2001: 168). Cogul dilli yetkinlik, bireysel 6grenenlerin bildikleri veya 6grendikleri
tim dillerde edindikleri ve bu diller ile iligkili olduklari kulturler arasinda baglanti kurduklari (okul dilleri,
bélgesel/azinlik ve gog¢ dilleri, modern veya klasik diller) kaynaklarin repertuarina isaret etmektedir.

CGogul dilli ve kilturler arasi yeterlilikler sunlara katkida bulunur:
* egitim basarisi,
» demokratik kultdr icin egitim ve katilim,
* dilsel ve kltirel gesitlilige saygi duyma ve deger verme,

» toplumsal batlinlesme,



e ——————————————————————
» dezavantajli ve Otekilestiriimis 6grenenlerin esit kosullar altinda kaynastiriimasi,
« kritik dijital okuryazarligi ve dijital vatandaglgi tesvik etme,
* ekonomik buyime ve istihdam olanaklari yaratma,
 toplumda insan sermayesinin gelisimi,
 Avrupa kimliginin yaratiimasi.

Temel Araclar, Kilavuzlar ve El kitaplari

Diller icin Avrupa Ortak Basvuru Metni: Ogrenme, Ogretme, Degerlendirme (D-AOBM), 2001 yilindan bu
yana Avrupa Konseyinin ana politika belgesidir ve nitelikli gogul dilli egitimi desteklemek ve daha fazla
sosyal hareketlilie olanak saglamak igin Kilit bir rol oynamistir.

2001 Avrupa Dil Portfolyosu (ELP), 6grenen 6zerkliginin, cogul dilliligin ve kiltlrler arasi farkindaligin
gelisimini destekleyen bir aractir. Ogrenenlerin kendi dil 6grenme basarilarini ve kiiltiirler arasi deneyimlerini
kaydedebilecekleri ve D-AOBM vyeterlilik tanimlayicilariyla ilgili 6grenme hedeflerini belirleyebilecekleri
kisisel bir belgedir.

Dil Cesitliliginden Cogul Dilli Egitime: Avrupa’da Dil Egitimi Politikalarinin Gelistiriimesi icin Kilavuz (2007)
isimli yayin, hedef kitlenin 6zel ihtiyaclarina gére uyarlanmis muifredati tasarlama, uygulama, degerlendirme
ve lyilestirme cabalarinda dil egitimcilerini, mufredat tasarimcilarini ve dil politikasi karar vericilerini
desteklemeyi amaclamayan bir referans kilavuzdur.

2016 yilina ait “Mifredat Gelistirme ve Ogretmen Yetistirme El Kitabi-Tiim Derslerde Dil Boyutu”, ¢esitli okul
konulari ve dilsel boyutlari arasindaki yakinsamayi ve tutarliligi destekleyen temel bir politika belgesidir.
Mufredat, egitsel materyal ve 6gretmen egitiminde, &grenenlerin her bir okul dersinde iyice 6grenmesi
gereken belirli dilsel normlari ve yetkinlikleri belirginlestirmek icin kriterler 6nermektedir.

Yetigkin Gocmenlerin Dilsel Entegrasyonu Programinin ciktisi (LIAM), yetigkin goé¢cmenleri ev sahibi
ulkelerin dillerini 6grenmelerinde destekleyen gonulli ve profesyonel dil egitimcileri igin pratik materyaller
sunan Yetigkin Miilteciler igin Dil Destegi: Avrupa Konseyi Arag Setidir. Arag Seti; Felemenkge, ingilizce,
Fransizca, Almanca, Yunanca, italyanca ve Tiirkce olarak mevcuttur. Ayrica Arnavutca ve ispanyolcaya da
cevrilmistir.

Giincel Geligsmeler

2020’de yayinlanan D-AOBM’nin Genisletilmis Baskisi, 2001 yilindan bu yana gergeklesen akademik ve
toplumsal gelismeleri yansitarak dil egitiminin kapsamini genisletmektedir. Genigletiimis Baski, D-AOBM
‘nin 6gretim ve 6grenim icin temel yonlerini kullanici dostu bir bicimde sunmaktadir. 2001 setinin yerini
alarak, genisletiimis D-AOBM tanimlayicilarinin timini icermektedir. Mevcut yayin; aracilik, ¢evrim ici
etkilesim, cogul dilli/cogul kultarlh yetkinlik ve isaret dili yetkinlikleri i¢in tanimlayicilar icermektedir. Artik,
tim tanimlayicilar iletisim kanallarini kapsamaktadir ve cinsiyet ayrimi gézetmemektedir.

Su anda bakanlik komitesindeki bir grup uzman, demokratik kultir icin cogul dilli ve kilttrler arasi egitimin
onemine iligkin olarak Gye devletlere bir taslak tavsiye hazirlamaktadir. Taslak tavsiye karaninin 2022 yilinda
Bakanlar Komitesi tarafindan kabul edilmesi beklenmektedir.

D-AOBM Web Semineri Serisi 2021’de baslatiimistir. Web seminerleri; eylem odakl yaklasim, ¢ogul
dilli ve cogul kultirli yetkinlik ile aracilik gibi D-AOBM’nin 6gretme ve 6grenmeye yonelik temel yonlerini
hatirlatmaktadir.



Avrupa Konseyinin Yetiskin Gégmenlerin Dilsel Entegrasyonu igin Okuryazarlik ve ikinci Dil Ogrenimi
(LASLLIAM), amaci okuryazar olmayan ve ¢cok az okuryazarhgi olan yetiskin gdcmenlere egitim saglanmasina
dahil olan paydaslar icin bir referans kilavuzu olusturmak olan ve devam eden bir projedir. Hedef kitlenin
Ozel ihtiyaclarina gore uyarlanmis mifredat tasarlama, uygulama, degerlendirme ve iyilestirme ¢abalarinda
dil egitimcilerini, mifredat tasarimcilarini ve dil politikasi karar vericilerini desteklemeyi amaglamaktadir.
LASLLIAM referans kilavuzunun 2022 yilinin baslarinda yayinlanmasi beklenmektedir.

Sonuglar ve Oneriler

1. Dilsel ve kultirel cesitliligin korunmasi, toplumlar igcinde ve toplumlar arasinda anlayis ve diyalogu
gelistirmenin ve guglendirmenin, bdylece cogulcu demokrasileri gergeklestirmenin ve sirdirmenin
anahtaridir. Cogul dilli ve kiltirler arasi egitimin tesvik edilmesi bu amaca blyuk katki saglamaktadir. Bu
nedenle, Turk egitim yetkililerinin, egitim politikasi karar vericilerinin ve profesyonellerinin bu kavramin
onemli potansiyeli konusunda bilinglendirilmesi ve yanlis anlamalarin ve 6n yargilarin Gstesinden gelinmesi
de dahil olmak Uzere ¢ogul dilli ve kiltarler arasi egitimi tesvik etmesi dnerilmektedir.

2. Nitelikli dil egitimi, egitim hakki ve diger insan haklarindan etkin bir sekilde yararlaniimasi icin esastir
ve toplumsal kapsayicilik, entegrasyon ve demokrasiye katkida bulunmaktadir. Bu nedenle, Tlrk egitim
yetkililerinin mimkun oldugu dlgtide yetiskin gégmen ve miultecilere dil kurslari vermesi 6nerilmektedir.

3. D-AOBM , tanimlayici semasindan daha fazlasidir. D-AOBM ‘nin, eylem odakli yaklagsim, ¢cogul dilli ve
cogul kaltarli yetkinlik, aracilik, D-AOBM profilleri gibi 6gretim ve 6grenim icin kilit yonleri, D-AOBM’den
en iyi sekilde yararlanmak icin dikkate alinmali ve bunlardan faydalaniimalidir. Bu kavramlarin tam
olarak anlasiimasi, egditimcilerin, 6grenen ihtiyacglarini ve d6grenme hedeflerinin belirlenmesini kapsayan
tanimlayicilari dogru bir sekilde kullanmalarina yardimci olacaktir. Bu nedenle, Turk egitim yetkililerince
dil 6gretmenlerine, D-AOBM kavram ve tanimlayicilarinin dahil oldugu, D-AOBM ’yi anlama ve kullanma
kapasitelerini gelistirmelerine ydnelik 6zel amagli hizmet i¢i egitim seminerlerinin verilmesi 6nerilmektedir.
Bu yeterliliklerin sadece dil 6gretmenleri icin degil, ayni zamanda branslarindan bagimsiz olarak tim
ogretmenler agisindan dnemli olmasi sebebiyle, uzun vadede, tim 6gretmenlere ¢ogul dilli ve kultirler
arasi egitim konusunda hizmet ici egitim seminerleri verilmesi disundlmelidir.
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Avrupa Modern Diller Merkezi, mevcut durumda 34 Uye ulke ile Avrupa Konseyindeki en buyuk ikinci kismi
anlasmayla olusturulmus bir merkezdir. Dr. Breslin, icra direktorl olarak edindigi deneyime dayanarak,
asagidaki makalede; Avrupa Konseyinin insan haklari, demokrasi ve hukukun Ustunlugu gibi temel degerlerine
dayanan Avrupa Modern Diller Merkezinin misyonuyla konuya baslayacak ve bu merkezin nasil ¢alistigini
dzetleyecektir. Ardindan “Tlrkiye’de Yabanci Dil Egitimi ve Avrupa’daki Uygulamalar: Gelismeler ve Oneriler
Konferansi ile ilgili 6gretim programi ve degerlendirme, 6gretmen ve 6grenci yetkinlikleri ve dil egitiminde
yeni medya gibi (¢ esas alana odaklanmadan 6nce Avrupa Modern Diller Merkezi dort yillik programinin
hem etkinlik hem de ana temalar agisindan nasil gelistirildigini aciklayacak ve Uye Ulkelerle yakin diyalog ve
is birligini vurgulayacaktir. Ayrica devam eden salgina karsi planlanan ek faaliyetlerin ana hatlarini gizerek
mevcut dort yillik programin yerlesik esnekligini ve uyarlanabilirligini gosterecektir. Okuyuculara, Avrupa
Diller GUniU’niin 20. yil dondmunu hatirlatacak ve Avrupa Modern Diller Merkezinde sergilendigi gibi ¢ok
taraflihgin katma degeri hakkinda son distncelerinden bazilarini ifade ederek bitirecektir.

Avrupa Modern Diller Merkezi (ECML): politika, arastirma, 6gretmen egitimi ve sinif uygulamalari arasindaki
karsilikli baglantinin merkezinde yer alir.

Avrupa Modern Diller Merkezi (ECML), Avrupa Konseyinin genigletiimis kismi anlasmasi ile uygulamaya
konulmustur. 1994 yilinda Avusturya’nin Graz kentinde kurulmustur ve halihazirda 34 Uye Ulkesi vardir.
Avrupa Modern Diller Merkezinin misyonu, dil 6gretiminde mikemmelligi ve yeniligi tesvik etmek ve
tye ulkelerine etkili dil egitimi politikalarini uygulamada yardimci olmaktir. Calismalari, merkezin vizyon
beyaninda yansitilan Avrupa Konseyinin temel degerlerine dayanmaktadir: Kilttrler arasi diyalog, demokratik
vatandaslik ve sosyal uyumu saglamada kaliteli dil egitiminin énemli roliintn tanindigi, desteklendigi, dilsel
ve kulturel gesitlilige kendini adamis bir Avrupa (ECML, 2014). Merkez, dil egitimi zorluklarina yenilikgi,
arastirmaya dayali ¢oztUmler gelistirmek icin Uye Ulkelerdeki politika yapicilar ve ulusal ajanslarin yani sira
dil uzmanlari (arastirmacilar, mifettisler, dgretmen egitimcileri, Avrupa ve Avrupa disindaki 6gretmenler) ile
birden fazla dizeyde is birligi yapar. Cok tarafli kalkinma projeleri, ikili Ulke igi kapasite gelistirme (Avrupa
Modern Diller Merkezi Egitim ve Danismanlik) ve ¢esitli kamuya yonelik faaliyetler icin temel teskil eden dort
yillik programlari baglatir ve koordine eder.

Avrupa Modern Diller Merkezi (ECML) 2020-2023 Programi: Dil Egitiminde ilham Veren Yenilik:
Degisen Yetkinlikler, Geligsen Yetkinlikler

Avrupa Modern Diller Merkezi, her dort yillik programin Gye Ulkelerde var olan dil egitimi 6nceliklerine uygun
olmasini saglamak igin dil uzmanlariyla, bakanliklarla ve diger ulusal yetkili makamlarla kapsamli arastirmalar
yuratar. Bunu, yeni gelistirme projeleri igin Teklif Cagrisi'nin yani sira Egitim ve Danismanlik Teklif Cagrisi
(kapasite gelistirme faaliyetleri) takip eder. Oncelikle tye (lkelerin bakanlik temsilcilerinden olusan Avrupa
Modern Diller Merkezi Yénetim Kurulu, kapsamli bir degerlendirme slirecinden sonra yeni bir Avrupa Modern
Diller Merkezi Programr’nin niteligi ve igerigine iligskin nihai karari verir. Her program, degisen bakis agilarini
ve yeni konulari yansitan kapsayici temalar ile mevcut politika streclerine dayanmaktadir. 2020’den 2023’e
kadar uzanan mevcut Avrupa Modern Diller Merkezi (ECML) Programi igin belirlenen 6nceliklerden sadece
birkagl su sekilde siralanir: ilham veren dil egitimi yeniligi, degisen yetkinlikler, gelisen yetkinlikler -Diller
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icin Avrupa Ortak Basvuru Metni Tamamlayici Cilt'inin uygulanmasi, dil farkindaligina sahip okullar, gok
dilli olus, bicimlendirici degerlendirme, égrenci 6zerkligi ve ¢ok dilli repertuarlar.- Bunlar yalnizca Avrupa
Modern Diller Merkezi Gye Ulkelerinde degil, ayni zamanda tim Avrupa’da en son arastirma egilimlerini ve
gercek dinyadaki zorluklari agikga yansitir.

Onceliklerden Yenilikgi, Aragtirmaya Dayali Kaynaklara

Mevcut Avrupa Modern Diller Merkezi (ECML) Programi, dokuz geligtirme projesi, on iki egitim ve
danismanlik faaliyeti ve daha genis bir kitleye yonelik bir dizi etkinlikten olusmaktadir. Mesleklerinde daha
ilk yillarini yasayan calisanlardan, 6gretmen egitimcilerine kadar cesitli hedef gruplarini kapsayan gelistirme
projelerinin yani sira igerik ve dille butinlestiriimis 6grenme, diller ve dijital vatandaslik, diller arasi aracilik
ve Diller igin Avrupa Ortak Bagvuru Metni Tamamlayici Cilt'inin uygulanmasi bunlardan birkagidir. Her
Avrupa Modern Diller Merkezi Projesi iki ila dort yil strer ve biri proje koordinatorl olarak gorev yapan dort
farkli Gye Ulkeden, dort uzmandan olugan bir proje ekibi tarafindan yonetilir. Ekip, yeni egitim modulleri,
politika yonergeleri veya gelecek vaat eden uygulama &rnekleri gibi belirli hedef gruplari icin gerekli
olduguna inandiklari yenilik¢i kaynak tirleri hakkinda net bir fikirle baslasa da proje ¢iktilarinin nihai formati
ve igerigi, Graz'daki proje agi toplantilarina veya c¢alistaylarina katilan tim Avrupa Modern Diller Merkezi
Uye ulkelerinden uzmanlarla tartisiimakta, mizakere edilmekte ve birlikte yapilandiriimaktadir. Bunlar,
birbirlerinden bir seyler 6grenmek ve diller, kilttrler ve pedagojik gelenekler arasinda kdpriler kurmak icin
bir araya gelen dil profesyonelleri icin 6zglin mesleki gelisim firsatlari ortaya koymaktadir. Her sey Avrupa
is birligiyle, ulusal sorunlara Avrupa’dan yanitlar bulmakla ilgili ve yeni kaynaklar Uretme sureci de nihai
uranler kadar énemlidir. Avrupa Modern Diller Merkezi su anda, yaklasik yirmi bes yillik bu tir gelistirme
calismalari sayesinde, halka agik olarak yayinlanan ve gevrim ici olarak kolayca erigilebilen dizgin bir
sekilde dokuz ana tematik alana gore duzenlenmis ylzun Uzerinde yayina ev sahipligi yapmaktadir. Simdi
size hem kaynak yayinlari hem de kapasite gelistirme girisimleri agisindan TUrkiye ortaminda ¢ok alakali
oldugunu disindigim bu G¢ konu hakkinda fikirlerimi sunacagim.

Tematik Alan: Ogretim Programlar ve Degerlendirme

Diller icin Avrupa Ortak Bagvuru Metni Tamamlayici Cilt'i (Avrupa Konseyi, 2020) bize yalnizca guncellenmis
ve genigletilmis bir tanimlayici listesi sunmakla kalmaz, ayni zamanda mevcut Diller igin Avrupa Ortak
Basvuru Metni (D-AOBM ) icin gerekli dil 6grenimi, 6gretimi ve degerlendirmesine yonelik bultliinsel bir
yaklagimin dnemini hatirlatmaktadir. (Avrupa Konseyi, 2001). Avrupa Modern Diller Merkezi kaynagi olan
Qualimatrix, Diller icin Avrupa Ortak Bagvuru Metni (D-AOBM ) tabanl yeniligi destekleyen web tabanli bir
uygulamadir. Ogretmenlere ve dJretim programi gelistiricilere, mevcut dil programlarinin Diller igin Avrupa
Ortak Basvuru Metni (D-AOBM ) Uzerine ne kadar iyi kurgulandidini ve onu ne kadar etkili kullandiklarini
degerlendirmek icin yardimci bir aractir ve iyi uygulama o6rneklerine baglantilar saglamaktadir. Dilsel
aracilik agisindan, mevcut Avrupa Modern Diller Merkezi projesi, 6gretme, 6grenme ve dederlendirmede
aracilik, diller arasi araciligi pedagojik uygulamalarina dahil etmek isteyen ilkokul ve ortaokul yabanci
dil 6gretmenleri igin bir égretim kilavuzunun gelistiriimesi tzerinde calismaktadir. Kilavuza gesitli egitim
baglamlari icin 6rnek goérevlerin dijital bir veri tabani eklenecektir. Bu kaynaklarin halen olusturulmakta
olmasina ragmen, uzman ekip, aracilik gérevlerinin nasil tasarlanacagi konusunda égretmenler icin faydali
Oneriler listesi hazirlamistir. Bigimlendirici degerlendirme ve 6z degerlendirme ile ilgili sorular igin Avrupa
Modern Diller Merkezi, Avrupa Dil Portfolyosu’na ayrilmig bir web sitesi ve dil 6gretim programlari, testler
ve sinavlari D-AOBM ile iliskilendirme konusunda RELANG adli bir egitim ve danismanlik faaliyetine
sahiptir. Bu faaliyet, halihazirda devam eden dil egitimi reform olusumlari ile bircok lGlkeye destek hizmeti
vermektedir. Avrupa Modern Diller Merkezi, gelistirme projeleri gibi mevcut egitim ve danismanlik teklifleri,
cok cesitli konulari ve hedef gruplari kapsamaktadir; ikili is birligi araciligiyla, Avrupa Modern Diller Merkezi
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uzmanlari, dil uzmanlari igin 6zel olarak hazirlanmig, baglama 6zel bir mesleki gelisim firsati yaratmak icin
ulusal uzmanlarla sahada is birligi yapmaktadir.

Tematik Alan: Ogretmen ve Ogrenci Yetkinlikleri

Dil egitimindeki profesyoneller, siirekli degisen diinyamizda yetkinliklerini stirekli yenilemeli ve gelistirmelidir.
Bu, cok kliglk ¢ocuklarla ¢alisanlarla baslar. Yabanci dil 6grenimi, anaokulu programlarinin agik bir unsuru
olmayabilir, ancak dilsel ve kulttrel olarak gesitli toplumlarda, bu sektdrdeki egitimciler, klglk ¢ocuklari
dil gelisimlerinin yani sira diger dillere ve kultlrlere kabul ve ilgi gostermelerini destekleyebilirler. Bu, okul
oncesi ¢ocuklarla caligmanin ¢ogul dilli ve kultdrler arasi boyutuna vurgu yapan, mesleki yetkinlikler Gzerine
kisisel yansima igin bir portfolyo olan Avrupa Modern Diller Merkezi (ECML) yayini Pepelino’nun amacidir.
Ortadgretim dil 6gretmenleri 6gretmen adaylarinin ihtiyag duyacaklari mesleki yeterlilikleri anlamalarina,
gelistirmelerine ve degerlendirmlelerine yardimci olmak icin temel 6gretmen egditiminde yaygin olarak
kullanilan baska bir portfolyo yaklagimi da EPOSTL’da bulunabilir. Dil Egitiminde Ogretmen Yetkinlikleri
Kilavuzu, 6gretmen egitimcilerinin mevcut farkli yetkinlik gerceveleri arasinda gezinmelerine, kullanim
orneklerini bulmalarina ve o6gretmen egitimi programlarinda hangilerine guiveneceklerini se¢cmelerine
yardimci olmak igin olusturulmustur. Ayrica, Eylem Arastirmasi Topluluklari, dil sinifinda kigik &lgekli
eylem arastirmasi yapmak igin adim adim bir kilavuz sunarak, tim dil 6gretmenlerinin yeteneklerini gtincel
tutmalarini ve caligsmalarini elestirel olarak analiz etmeyi 6grenmelerini saglamaktadir. Ayrica egitim ve
danismanlik etkinligi olarak da sunulmaktadir.

Tematik Alan: Dil Egitiminde Yeni Medya

Dijital medyanin eg@itimde ne kadar 6nemli oldugu salgin doneminde ortaya ¢cikmigtir. Dinyanin her yerindeki
ogretmenler, binlerce g¢ocugun ve gencin egditime erisimini saglayarak dijital teknolojiyi benimsemigtir.
Bircok dil 6gretmeni, Avrupa Modern Diller Merkezinin BiT (Bilisim ve iletisim teknolojileri) araclari ve agik
editim kaynaklari envanterine bagvurmus; burada yalnizca dil 6gretimini ve 6grenimini desteklemek igin
en yeni dijital aracglar bulmakla kalmamis, bunlarin farkli seviyelerde nasil kullanilabilecedini ve farkh dil
becerilerinde gelisimi desteklemek icin nasil kullanilabilecegini de gérmuslerdir. Bu kaynak ayni zamanda
egitim ve danismanlik igin de kullanilabilir. Ogretmenler, 6grencilerinin elestirel diistinme becerilerini ve
ozerkligini gelistirmelerine yardimci olmak ve “gercek dlnyadaki” ¢evrim ici gbrevleri nasil kullanacaklarini
o6grenmek icin ELANG Moodle Platformu’nu kullanabilirler. Diller ve sorumlu dijital vatandaslik arasindaki
baglanti hakkinda daha fazla bilgi edinmek isterlerse halihazirda devam etmekte olan bir Avrupa Modern
Diller Merkezi projesinin bir pargasi olarak gelistirilen Dil ve Dijital Teknoloji Kullanicilari Olarak Vatandaslar
Profili’'ne bakabilirler.

Salgin Sirasinda Dil Toplulugu igin Ekstra Destek

Avrupa Modern Diller Merkezi (ECML), mevcut kosullara ek, hedefe ydnelik yardim saglamak igin bir dizi
web semineri duzenlemistir. Bunlardan biri, dil 6gretimini gevrim ici héle getirmektir. Digerleri, halka acik dil
sinavlarinin iptali ve alternatif degerlendirme dizenlemeleri gibi glincel sorunlari ve ayrica ebeveynlerin/
bakicilarin karantina sirasinda ¢ocuklarinin dil gelisimine yardimci olma ydntemlerini ele almak i¢in Avrupa
Modern Diller Merkezinin Covid-19 Hazine Sandigi Kaynaklari’ni kullanmistir. ileri gérisliligi nedeniyle,
Avrupa Modern Diller Merkezi’nin Mesleki Ag Forumu’nun daha yakin tarihli bir etkinligi, bu makalenin
sonuglar ve 6nerilerle ilgili son bdlumiyle yakindan ilgilidir. Covid baglaminda dil 6gretiminin gelecegi,
alinan dersler ve sonraki adimlar, salginin dil egitimi Gzerindeki etkisine iliskin Avrupa ¢apinda ¢evrim igi bir
anketle baslamistir. Anket, cogunlukla dil 6gretmenlerinden ¢ok sayida yanit almis ve ardindan ana anket
bulgularini sunan bir web semineri ve bunlari derinlemesine inceleyen ilk uzman danigmanlar grubu ile
devam etmigtir. Eylil 2021’in ortalarinda yapilmasi planlanan ikinci bir uzman danigsmanlar grubu, salgin
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sonrasi bir dinyada surdurilmesi gerektigi digunuilen etkili salgin uygulamalarina yonelik bir taslak kilavuza
odaklanacaktir. Nitelikli dil egitiminin bir IUksten ziyade bir hak olarak goruldigu bir gelecege bakmak ve
ogrenilen dersleri dederlendirmek icin Aralik 2021’de son bir toplanti yapilacaktir. Bunun dncesinde ise
Avrupa Modern Diller Merkezi (ECML), 26 Eylul'deki Avrupa Diller Guni’'ntn 20. yil donimunu, Avrupa
Diller Guinu (EDL) web sayfasinda bir dizi yeni kaynak ve fikirlerle 6zel olarak kutlayacaktir.

Sonuglar ve Oneriler

Umarim bu kisa makaleyi yazarak okuyucuya sadece Avrupa Modern Diller Merkezi (ECML)'nin faaliyetleri
ve mevcut hedefleri hakkinda bir genel bakis saglamakla kalmamis, ayni zamanda Merkeze asina olmayan
okuyucuyu daha fazla bilgi edinmeye ve aktif olarak dahil olmayi disinmeye tesvik etmisimdir. Merkez, dil
egitimi alaninda yer alan herkesi dinamik, kulttrler arasi bir uygulama toplulugu iginde bir araya getirerek;
Avrupa’da basaril ¢ok taraflilik sergileyen benzersiz ve essiz bir kurum olmustur. Ancak bu sekilde dilsel,
sektdrel, kultirel ve pedagojik sinirlarin Gstesinden gelebilir, ortak sorunlarla ylzlesebilir ve ¢ogul anlayisa
dayali gercekten donustlricli 6grenmeyi basarabiliriz. Halihazirda yabanci dil reformuna kararli olan
Tarkiye’nin bu kismi anlagsmaya katiimasinin fayda saglayacagina ve bunun sonucunda Avrupa Modern
Diller Merkezi meslek toplulugunun dnemli 6lglide zenginlesecegine inantyorum.

Kaynakga

Council of Europe. (2001). Common European Framework of Reference for Languages: Learning,
Teaching, Assessment. Council of Europe Publishing, Strasbourg. www.coe.int/lang-cefr adresinde
mevcuttur.

Council of Europe. (2020). Common European Framework of Reference for Languages: Learning,
teaching, assessment — Companion volume. Council of Europe Publishing, Strasbourg. www.coe.
int/lang-cefr adresinde mevcuttur.

European Centre for Modern Languages. (2014). About us. ECML/CELV > About us > About Us -
Overview adresinde mevcuttur.

European Centre for Modern Languages. (2020). Programme 2020-2023. ECML/CELV > ECML-
Programme > Programme 2020-2023 adresinde mevcuttur.
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ECML, su anda 33 uye ulke ile Avrupa Konseyinin en buyuk ikinci Kismi Anlagmasidir. Yetkili mtudur olarak
Dr. Breslin, dil egitimi alaninda Avrupa Ulkelerinin karsilastigi temel zorluklari ve ECML’nin bunlari ele almak
icin nasil destek saglayabilecegini ana hatlariyla agiklayacaktir. Breslin, ¢ok dilli ve kulturler arasi egitimin
demokratik kultur icin 6nemine iliskin Bakanlar Komitesi tavsiye karari baglaminda kaliteli dil egitiminin ne
anlama geldigini, bunun bugln neden her zamankinden daha dnemli oldugunu ve politika, baslangi¢ ve
hizmet i¢i 6gretmen egitimi ve sinif uygulamasi seviyelerinde nasil goriindigunu ele alacaktir.
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Ozet

Dunya Uzerinde sayisi belirsiz birgok dilin bulunmasina karsin gittikge artan uluslararasi iliskiler, uluslarin
kendi ana dilleriyle iletisim saglamalarini yetersiz kilmakta ve bu nedenle diger Ulkelerin dillerini 6grenme
intiyacini ortaya ¢ikarmaktadir.

Turkiye, basta Birlesmis Milletler olmak tzere Avrupa Konseyi, NATO, OECD ve daha bir¢ok uluslararasi
kuruluslara Gyedir. Bu uluslararasi kuruluglarda ortak iletisim araci olarak birka¢ ulusun dili kullaniimakta-
dir. Bu dillerden bir tanesi de Arapgadir.

Uluslararasi iliskilerin bu denli yogunluk kazanmasi Turkiye’de baska dillerin 6grenilmesi gerekliligini or-
taya cikarmis ve bazi yabanci dillerin 6gretilmesi okul programlarinda yer almistir. Turkiye’nin Avrupa Bir-
ligine Uyelik slreci igerisinde egitime yonelik etkenler ve ihtiyaglar, tUlkemizde Arapga 6gretiminin yeni bir
yaklasimla ele alinmasini zorunlu kilmistir. Bu nedenle tlkemizdeki Arapca Dersi Ogretim Programlarinin
hazirlanmasinda ve programlara uygun ders kitaplarinin telif edilmesinde Avrupa Konseyi tarafindan ya-
banci dil 6grenimi ve 6gretimi icin planlamadan uygulamaya birtakim standartlar getiren “Diller icin Avrupa
Ortak Basvuru Metni” 6lcut alinmistir. Dinyaya bakildigi zaman da ayni sekilde Arapca 6gretiminde yine
ayni Olcutlerin kullanildigi goérilmektedir. Dolayisiyla “Diller icin Avrupa Ortak Basvuru Metni” batin yaban-
ci dil dersi 6gretim programlarinin hazirlanmasinda basvurulabilecek bir kaynak olarak kabul edildigi gibi
Arap dili egitimi icin de referans bir kaynak oldugu gézlenmektedir.
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Giris

Dunya Uzerinde sayisi belirsiz birgok dilin bulunmasina karsin gittikce artan uluslararasi iligkiler, uluslarin
kendi ana dilleriyle iletisim saglamalarini yetersiz kilmakta ve bu nedenle diger Ulkelerin dillerini 6gren-
me gereksinimi ortaya ¢ikarmaktadir. Trkiye basta Birlesmis Milletler olmak Gizere Avrupa Konseyi, NATO,
OECD ve daha birgok uluslararasi kuruluslara Uye bulunmaktadir. Bu uluslararasi kuruluslarda ortak iletisim
aracl olarak birkag ulusun dili kullaniimaktadir. Bu dillerden bir tanesi de Arapcadir.

Uluslararasi iligkilerin bu denli yogunluk kazanmasi Turkiye’de baska dillerin 6grenilmesi gerekliligini ortaya
ctkarmis ve bazi yabanci dillerin 6gretilmesi okul programlarinda yer almigtir.

Ulusal ve uluslararasi kurum ve kuruluslarda yabanci dil 6gretimine ve programlarina egilim 6zellikle ikinci
Dinya Savasi’ndan sonra baslamis ve savas sonrasinda bilim ve teknolojideki hizli ilerlemeler uluslara-
rasi iligkilerde yogunluk kazandirmigtir. Boylece insanlarin en az bir dil bilerek yetistiriimesi fikri 6n plana
cikmigtir. Turkiye’de yabanci dil politikalariyla ilgili calismalar 1968 yilinda Avrupa Konseyi ile yapilan is
birligi sonucunda baglamistir. Tarkiye’nin Avrupa Birligine Uyelik sureci icerisinde egitime yonelik etkenler ve
ihtiyaclar, Glkemizde Arapga d6gretiminin yeni bir yaklagimla ele alinmasini zorunlu kilmistir. Bu nedenle Ul-
kemizdeki bazi Arapga Dersi Ogretim Programlarinin hazirlanmasinda Avrupa Konseyi tarafindan yabanci
dil 6grenimi ve 6gretimi icin planlamadan uygulamaya birtakim standartlar getiren “Diller i¢in Avrupa Ortak
Bagvuru Metni” dlcit alinmistir.

Diller igin Avrupa Ortak Bagvuru Metni, dinya ¢apinda hazirlanacak dil 6gretimi izlencelerine, 6gretim prog-
ramlarina, sinavlara ve ders kitaplarina bir temel saglamasi igin olugturulmustur. Bu metin, yabanci dil 63-
renenlere ne 6grenmeleri gerektigi, yabanci dilde etkin bir bicimde iletisime gegebilmek i¢in hangi bilgi ve
becerileri gelistirmeleri gerektigi konusunda anlamli bir yol gésterme amacindadir. Bu metin ayrica, yagam
boyu 6grenme baglaminda 6grenmenin degerlendirilebilmesi igin 6grenenlerin gelisim dizeylerini de belir-
lemektedir.

Diller icin Avrupa Ortak Basvuru Metni, dile iliskin yeterlik dizeylerini (A1-C2) tanimlayan, ulasilabilir ve
kontrol edilebilir amaglar koyan ve bitin Avrupa ulkeleri tarafindan taninan bir arag niteligindedir. Bundan
dolay: Diller icin Avrupa Ortak Bagvuru Metni buttin yabanci dil dersi 6gretim programlarinin hazirlanmasin-
da basvurulabilecek bir kaynak olarak kabul edilmektedir. Arap¢a da bu dillerden bir tanesidir.

Diller i¢in Avrupa Ortak Bagvuru Metni Nedir?

Avrupa Konseyi, daimi merkezi Fransa’nin Strasburg kentinde bulunan uluslararasi bir organizasyondur.
Konseyin baslica hedefi; Avrupa’daki birligi gliclendirmek ve temel degerlerden olan demokrasi, insan hak-
lari ve hukukun Ustinligine saygiy1 temin ederek, Avrupa vatandaslarinin itibarini glivence altina almaktir.
Tarkiye, Avrupa Konseyine 1949 yilinda katilan ilk tGlkelerden biri olmus ve kurucu Uye statiisinde Konseyin
tim calismalarina kesintisiz katilmistir (Demirel, 2003, s. 229).

Avrupa Konseyinin Avrupa’nin gelecedi icin belirledigi egitim ve kultur politikalari icinde en cok 6nemsedigi
konulardan bir tanesi dil politikalaridir. Konsey, Avrupa’nin gelecegi igin “cok kultarla, ¢ok dilli” bir toplum
yaratma anlayisini vazgecilmez bir egitim hedefi olarak belirlemis ve bu hedefe ulasma konusunda Uye
Ulkeleri ydonlendirmeye baslamistir. Avrupa Konseyine Gye toplam 48 Ulkede yuritllen en yaygin dil egitim
politikasi projesi “Avrupa Dil Portfolyosu (European Language Portfolio)” projesidir (Demirel, 2003, s. 241).
Avrupa Birligi ile butlinlesmeyi hedef alan Tlrkiye de bu dogrultuda uyum c¢alismalarina baslamis bulun-
maktadir. Dolayisiyla, GUlkemizde egitim sisteminde yapilacak tum yenilikgi galismalarin Avrupa ile uyumlu
olmasina 6zen gdsterilmesi gerekmektedir. Bu baglamda, yabanci dil 6gretim programlarinin Avrupa Kon-
seyi Yasayan Diller Bolumdnun gelistirmis oldugu standartlara gore duzenlenmesi énemli gorilmektedir
(Isisag & Demirel, 2010, s. 192).

Diller igin Avrupa Ortak Basvuru Metni (D-AOBM ), Avrupa Ulkelerinde dil 6gretim programlarini, program
yoénergelerini, sinav ve ders kitaplari gibi konulardaki ¢alismalari yénlendirmek igin ortak bir ¢cerceve sun-
may! amagclamaktadir. Yabanci dil 6grenenlerin ve 6gretenlerin, bu dili iletisim kurmada kullanabilmek igin
neleri bilmeleri ve bu dilde etkinlik kazanmak icin hangi bilgi ve yetilerini geligtirmeleri gerektigini kapsamh
bir sekilde agiklamaktadir. Ote yandan dgrenenlerin yasamlari boyunca dil 6grenimleri sirasinda ilerledikleri
asamalara standart getiren dil yeterlik duzeylerini de tanimlamaktadir (MEB, 2009, s. 1). Bdylece butun
dinya dilleri tarafindan kullanilabilecek ortak bir 6lgcek ortaya ¢ikmistir.
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1991 yilinda konseye lye iilkelerin katildigi bir sempozyumla isvigre’de temelleri atilan D-AOBM , 1997
yilinda konseye uye Ulkeler tarafindan onaylanmistir. Cok dilliligin ve ¢ok kulturluligin énemini vurgulayan
metin; dil 6grenme, 6gretme, dederlendirme alanlarinda yabanci dil 6gretmenlerine ve 6grenenlere yol
gOsterme amaciyla hazirlanmis kapsamli, seffaf ve tutarli bir kilavuz niteligi tasimaktadir.

D-AOBM ’'nde yasam boyu 6grenme, 6grenen dzerkligi ve kilttrler arasi etkilesimin de énemi vurgulan-
makta, dil 6grenen kiginin ulasmasi beklenen bilgi ve beceriler, dile iligkin yeterlik dizeyleri ile tanimlan-
maktadir.

Dil Yeterlik Duizeyleri

D-AOBM, dile iliskin yeterlik dizeylerini (A1-C2) tanimlayan, ulasilabilir ve kontrol edilebilir amaclar koyan
ve bitin Avrupa ulkeleri tarafindan taninan bir arag niteligindedir. Bu sebeple D-AOBM butiin yabanci
dil dersi 6gretim programlarinin, ders kitaplarinin ve sinavlarinin hazirlanmasinda basvurulabilecek bir
kaynaktir. D-AOBM’nde 6grencilerin A1-A2 dil duzeylerinde, temel dlizeyde yabanci dili kullanabilmeleri,
B1-B2 dil duzeylerinde bagdimsiz dizeyde iletisim kurabilmeleri, C1 duzeyini tamamladiklarinda da hedef
dili deneyimli olarak kullanabilmeleri amaclanmistir.

A B C
Temel Kullanici Bagimsiz Kullanici Deneyimli Kullanici
Al A2 Bl B2 C1 C2
Girig ya da Ara ya da temel Esik duzey ileri ya da Ozerk Ustalik
Kesif gereksinim bagimsiz

Dil yeterlilik alanlari da dil 6gretiminde dort temel dil becerileri olan dinleme, konusma, okuma ve yaz-
ma becerilerine gore belirlenmektedir. Dil becerileri anlama baglaminda dinledigini anlama ve okudugunu
anlama olmak uzere ikiye ayrilmaktadir; konusma becerisi de karsilikli konugsma ve s6zli anlatim olmak
Uzere ikiye ayrilmakta ve yazma becerisi de yazili anlatim olmak Gzere dil becerileri U¢ agsamada ele alin-
maktadir. Asagida evrensel temel 6lcit olarak kabul edilen ortak beceri dizeyleri verilmigtir:



Yetkin

Kullanici

Bagimsiz
Kullanici

Temel

Kullanici

C2

C1

B2

B1

A2

A1

Duydugu ve okudugu her seyi kolayca anlayabilir.

Akici bir dil kullanarak kendini tam anlamiyla ifade edebilir. Karmagik durumlarda
bile kendini ifade ederken ince anlam farklarindan yararlanabilir.

Farkli yapiya sahip uzun ve karmagsik metinleri anlayabilir ve bu metinlerdeki dolay-
I anlatimlari ve imalari fark edebilir.

Dili akademik ve mesleki amaclar i¢in ve gunlik yasamda esnek ve etkili bir sekil-
de kullanabilir.

Cok zorlanmadan, belli 6lcide dogal ve akici bir dil kullanarak ana dilde konugan
birisiyle iletisim kurabilir.

Farkli konularda, ayrintili bir sekilde kendini ifade edebilir ve bir konunun bitin
yonlerini ortaya koyarak kendi bakis acgisini yansitabilir.

Seyahatlerde, dilin konusuldugu yerlerde karsilasilabilecek gogu durumlarin ste-
sinden gelebilir.

Yasadigi olaylari ve deneyimlerini aktarabilir; dislerinden, umutlarindan ve istekle-
rinden sOz edebilir, géruslerini ve planlarini kisaca nedenleriyle ortaya koyabilir.
Kisisel, aile, aligveris, is ve yakin gevre ile ilgili konularda gok sik kullanilan temel
deyimleri ve cumleleri anlayabilir.

Bildigi, alisiimis konularda dogrudan bilgi alisverisinde bulunarak basit dizeyde
iletisim kurabilir.

Basit bir dil kullanarak kendi 6z gegmisi ve yakin gevresi hakkinda bilgi verebilir ve
anlik gereksinimleri kargilayabilir.

Somut gereksinimlerini kargilayabilmek adina bilinen, gunlik ifadeleri ve ¢cok temel
deyimleri anlayabilir ve kullanabilir.

Kendini ya da bagkalarini tanitabilir; nerede oturdugu, kimleri tanidigi, sahip olduk-
lari ile ilgili sorular sorabilir, cevaplar verebilir.

Konustugu kisilerin yavas ve anlasilir bir sekilde konusmasi ve kendisine yardima
hazir olmasi durumunda basit duzeyde iletisim kurabilir.

Arapga 2-8 programinda dil yeterlik dizeyleri ve ders saati sireleri su sekildedir:

2
3
4
5
6
7
8

A1.1 72 72
A1 A1.2 72-144 72
A1.3 144-216 72
A1.1 216-288 72
AT A1.2 288-360 72
A2.1 360-432 72
A2 A2.2 432-504 72
Toplam 504
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Ayrintili bilgi icin Avrupa Konseyi Portfolyo sitesini inceleyiniz:
https://www.coe.int/en/web/portfolio/home
Avrupa Dil Portfolyosu

Avrupa Dil Portfolyosu, kilttrler arasi deneyimlerinizin ve yasaminiz boyunca okulda, gunlik yasamda ve
evinizde edindiginiz dil deneyimlerinizin kayit ve rapor edildigi bir aractir. Bu dosya egitim yasantinizda
kullanilmak tzere dil 6grenme nitelik ve deneyimlerinizin Avrupa egitim sistemi ol¢ltlerinde net bicimde
yansitildigi bir kayit saglamaktadir (MEB, 2009, s.5).

Avrupa Dil Portfolyosu, size aittir. Bu portfolyo, Avrupa Dillerindeki yeterliliginizi ve diger kulturler hakkindaki
bilgi ve deneyimlerinizi drnek ¢alismalar yoluyla gosteren bir belgedir.

Avrupa Dil Portfolyosu (i¢ bélimden olusmaktadir: Dil Pasaportu, Dil Ogrenim Oz ge¢misi ve Dosya. Her
bdélimde bunlarin nasil kullanilacagina iligskin agiklamalar bulunmaktadir.

Dil Ogrenim Oz gegmisi

Kiginin bildigi her bir dilde neler yapabildigini belirtmesini, 6érgin egitim sistemleri icinde ve diginda
kazandigi dilsel ve kulturel deneyimleri hakkinda bilgiler eklemesini saglar. Kisinin 6grenme surecini ve
gelisimini degerlendirip yabanci dil 6grenim slrecini planlamasini kolaylastirir. Ayrica birden fazla yabanci
dil 6grenmeye tesvik eder.

Dosya

Dil Pasaportu ve Dil Ogrenim Oz gegmisi bélumlerinde kayitli olan basari ve deneyimlerinizi érneklerle
aciklamaniz ve belgelendirmeniz igin gerekli materyalleri kayit altina almanizi saglar. Omir boyu dil
yasantinizla ilgili batin envanterinizi bu dosya igerisinde saklayabilirsiniz.

Europass Dil Pasaportu

Avrupa Dil Pasaportu

europass

Dil becerileri, yeterlilikleri ve deneyimlerinin bir kaydidir. Ayni zamanda dil pasaportu, dil 6grenim ge¢cmigini,
deneyim ve basarilari belgeleyen dosya bdliminU iceren Avrupa Dil Portfolyosu’nun bir par¢asidir. Avrupa
Konseyi tarafindan onerilen pasaport, tim Avrupa'da yabanci dil editiminde denklik ve serbest dolasim
sureglerini kolaylastirir. Avrupa'da serbest dolasim hakkini ve is izni alabilmek i¢in her Avrupa vatandasinin
bu pasaportu yaninda tasimasi gerekli olacaktir. Baska bir anlatimla, normal pasaport yerine, sadece dil
pasaportu gecerli olacak ve dil pasaportunda o Ulkenin dilini bildiginizi belgelendirmeniz gerekecektir. Bu
baglamda, dil pasaportu olanlar Avrupa’nin herhangi bir Glkesinde uzun sireli is ve oturma izni alma sansina
sahip olacaktir.

Dil Pasaportu Olusturma:

Dil pasaportu nasil olusturuluyor? Bunun ic¢in su anda MEB sdyle bir sistem olusturmus. Dil pasaportunu



herhangi bir yerden indirebilir, cok rahat bir sekilde internet sitesi Uzerinden kendi dil pasaportunuzu
rahatlikla olusturabilirsiniz. Europass sitesinde 6rnek dil pasaportlari da bulunuyor. Bilmeyenler bu internet
sitesine girip burayi inceleyebilirler. ilkokul égrencisi bile cok rahat bir sekilde burayi kullanabilir. Siz hangi
seviyede iseniz o seviyeyi secip birakabilirsiniz. Ogrenci kendi kendini degerlendirebilir. Aldiginiz sertifikalari
ve diplomalari da buraya tek tek kaydedebilirsiniz. PDF olarak ve resim olarak da bunlari yukleyebilir ve
muhafaza edebilirsiniz. Bu dil pasaportunu istediginiz zaman kendi bilgisayariniza da kaydedebilirsiniz. Su
anda bir 6grenci yiksek lisans ya da doktora basvurusu yaptiginda, bir is bagvurusunda bulundugunda
buradan aldi§i 6z ge¢misi kullanabilir. DUnyada artik herkes bu sekilde dil pasaportunu bu sekilde hazirlyor
ve basvurularda bulunuyor.

TR/EN

Arama

ANASAYFA ~ EUROPASS DOKUMANLARI FAYDALI DOKUMANLAR ~ GALERI ~ BILGI EDINME iLETiSiM

EUROPASS DIL PASAPORTU

Europass Dil Pasaportu Avrupa'nin odrenim ve calisma icin cok onemli olan yabanci dil becerileriniz. Bu dederlendirmeyle kisisel degerlendirmeyi; anlama
konusma ve yazma asti ayn ayn

Europass Dil Pasaportu, Avrupa Belgeseli Avrupa Dil Portfolyosu’nun bir parcasi haline geldi. S6z konusu ug belge vardir: Dil Pasaportu, Dil Biyografisi ve Dosya
Ornek English Europass Dil Pasaportu igin tiklayiniz ...

Europass Dil Pasaportunu kullanim igin linklerden faydalanabilirsiniz:

Europass Dil Pasaportunuzu simdi yapiyor

Dil Pasaportunuzu olusturduktan sonra elektronik olarak. (Bilgisayannizdan veya e-postayla gonderebilirsiniz)

Europass Dil Pasaportu belgelerini indirin

(Bos sablon, talimatiar, farkh dillerde doldurulmus ve Europass kapak sayfasi). Euopass Dil pasaportunuzu olustururken

Europass Dil Pasaportunun giincelleyin (XML)

XML formatinda bir Europass Dil Pasaportuna sahipseniz, onu yikleyebilir ve tiklayabilirsiniz. Kigisel sistem otomatik olarak sisteme kaydedilmeyecektir

Avrupa Konseyi Dil Portfolyosu

Avrupa Komisyonunun Avrupa ve Diller Portali

https://europass.gov.tr/europass-dokumanlari/dil-pasaportu.html
Europass Oz gegmis Olusturma Sistemi

Murat Ozcan

Ana diler) Yabanci diller

Tirkce Arapca

Arapca

Dil becerilerinin kigisel degerlendirmesi

Jil pasaportu ANLAMA KONUSMA YAZILI ANLATIM
O w e O 4
Dinleme Okuma Karsilikhi Konugma 56210 Anlatim Yazma

Doldurmak igin tiklayin

Sertifikalar ve diplomalar
Baslik Veren kurum Tarih Seviye =
© Doldurmak igin tiklayin
® Dosyay ice aktar
Dilsel ve kaltrleraras: deneyim
forit Sore @ Onizleme

© Doldurmak iin tiklayin

© Alan ekle Disa aktar

https://europass.cedefop.europa.eu/editors/tr/cv/compose
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Yabanci Dil Seviyesi Belirtme Yontemi

https://europass.gov.tr/images/video/europass.mp4 (2.30 saniye)

iletisimsel Yaklagimin Temel Alinmasi

lletisimci yaklagimin temeli 1960'larda dil 6grenme gelenegindeki degisimlere dayanir. Bu zamana kadar
yapisal yaklasim ingilizceyi yabanci dil olarak égreten yaklagimlarin en temeliydi. Bu yaklagimda dilin temel
yapilari anlaml etkinliklerle pekistirilirdi. Fakat dili teori seklinde 6grettidi igin 1960'larin ortasinda Amerika'da
karsl gorUsler ortaya ¢gikmaya basladi. 1960'larin sonunda yapisal yaklagsimin siresini doldurduguna karar
verilerek yeni ¢calismalara gidildi. Yabanci dil 6gretiminde yeni yaklasimlarin geligtiriimesine yarayan diger
bir etken de Avrupa’daki dgretim gerceklerinin degismesi idi. Avrupa Ortak Pazari ve Avrupa Konseyi,
Avrupa Ulkelerindeki yetigkinlere bu ortakliklarda kullanilan temel dilleri 6gretme ihtiyacini ortaya ¢ikarmistir.
Avrupa Konseyinin en temel calisma alanlarindan biri egitim olmustur. Avrupa Konseyi dil 6gretimi
Uzerine uluslararasi konferanslar diizenlemis, kitaplar yayinlatmistir. Dil 6gretiminde alternatif yéntemlerin
olusturulmasi ve geligtiriimesine bulylk dnem verilmistir. 1971 yilinda bir grup arastirmaci, dil siniflarini
gelistirmek igin bolim kredi sistemini gelistirmistir. Ogrencilerin ihtiyaglarina goére her bélim bir konuyu
kapsayacak sekilde bolimler hazirlamistir. Grup, Avrupali dil 6drencilerinin ihtiyaclarini géz énine almigtir.

1972'de ingiliz dil bilimci Wilkins’in yayinladig dilin islevsel ve iletisimsel olarak kullaniimasi gerektigine
iliskin makalesi iletisimci yaklagimin temelini olugturmustur. Wilkins'e gére yabanci dil 6grenen bir bireyin
dil bilgisi ve kelime bilgisindeki yetkinlikten ¢ok, dili anlamasi ve o dilde kendini ifade edebilmesi gerekir.
Wilkins daha sonra makalesini genisleterek fikirlerini kitabinda toplamistir. iletisimci yaklasimi gelistiren
Avrupa Konseyi iletisimci yaklagimla ilgili bu analizlerden yararlanarak Avrupa iletigsimci dil programlari ve
kitaplari hazirlatarak yayinlamigtir. Avrupa Konseyinin ¢alismalari, Wilkins'in, Widowson'un, Candlin'in,
Christoper Brumfit'in, Keith Johnson'un ve diger ingiliz dilbilimcilerin calismalari sonucu 1970’lerin ortalarinda
iletisimci yaklasim genislemistir. Avrupa Konseyince 1971 yilinda baslatilan 12 nolu “Yasayan Diller



Projesi” cercevesinde 6zellikle Avrupa Konseyi Uyesi Ulkelerde yaygin olarak kullanilan iletisimci yaklagim
glinimuizde hala etkinligini sGrdirmektedir. Bunun en belirgin nedeni yabanci dil 6grenenlerin su veya bu
sekilde diger insanlarla iletisim kurabilmesi, karsi tarafa bir mesaj iletebilmesi ve verilen mesaji alarak onu
yordayip uygun davranislar sergileyebilmesi, yani dilin fonksiyonel hale getiriimesi mantidi itici giic olmustur
diyebiliriz. Demek ki yabanci dil 6grenen bir insanin égrendiklerini anlayabilmesi ve bildiklerini gerektigi
zaman uygulamaya donustlirmesi yani, gunlik hayatta sorunlarini ¢ézerek, topluma katilmasi anlayisi
iletisimci yaklagimin 6ziini olusturmaktadir. Bu ézelligi Ozcan Demirel daha da belirginlestirmektedir.

Son yillarda yabanci dil 6gretiminde, kuramsal dil bilimciler ve 6grenme psikologlarindan ¢ok toplum
bilimciler, 6zellikle Hymes'’in énclllik ettigi sosyo dil bilimciler, Chomsky’nin éne surdtigu kavramlarla edim
ve yetiile dilin dodasini aciklamanin yetersiz kaldigini bunun yaninda iletisim yetisi adiyla bir Ggtinct boyut
eklemenin uygun olacagdini éne sirmislerdir. iletisimci yaklasimin bir bagska 6zelligi de égrenci diizeyi ve
algilama glcune goére uygun dgretim durumlari 6ngérmesi ve bu anlayisla 6grenciye, egitim programinda
yer alan hedeflere ulastirici nitelikte birgok alternatif etkinlik ve 6gretme araci sunmasidir. Bu araglar daha
cok gercek dokiimanlardan olugsmaktadir. Dolayisiyla yabanci dil yasama donik bir nitelik kazanmaktadir.
Toplumda yaygin bulunan dil seviyeleri unutulmadan, gramer yapi olmaktan ¢ikarilarak sézciklerin anlam
ve islevlerine dayandirilir. Kesif yoluyla 6grenme esas alinarak ¢ok sayida alistirma ve etkinliklere yer
verilmesi iletisimci yaklasimin dikkat ceken bagka bir yéniini olusturmaktadir. Ogretimde hosgériyli esas
alan iletisimci yaklagimda égrenci, kendi hatalarini kendi kendine diizeltmeye yoneltimektedir. Oz olarak
iletisimci yaklasim, sinif ici etkilesime agirlik veren 6grenci merkezli bir yaklasimdir (Budak, 1992).

Cok Dillilik ve Gok Kultiirliiliik Olgusu

Avrupa Konseyinin dil 6grenme yaklagiminda birey bazinda birden fazla yabanci dil bilmek buyuk élgtide
onem kazanmistir. Cok dillilik okulda ya da egitim kurumlarinda égrenciye sunulacak yabanci dil sayisinin
artirlmasi ile 6grencinin birden fazla yabanci dil 8grenmeye ydnlendirilmesiyle ya da uluslararasi iletisimde
ingilizcenin baskin roliniin sinirlandiriimasi vasitasiyla kazanilabilir.

Dil egitiminin amaci degismektedir. Artik iki hatta t¢ dili birbirinden bagimsiz bir sekilde ana dili konusucusu
kadar olmasa da butln dilsel yetileri kapsayan bir dilsel birikim gelistirmek hedeflenmektedir. Bu durum
egitim kurumlarinda dgretilen dillerin gesitlendirilmesini ve dgdrencilere ¢ok dillilik yetenegini gelistirme
olanagi verilmesi geregdini ortaya ¢ikarmistir (Avrupa Konseyi, 2009, s. 5). Nitekim Turkiye’'de ortadgretim
kurumlarinda secmeli ikinci yabanci dil dersi, 6gretim programina konulmus ve birgok diinya dilinin yani
sira Arapcga da 6gretilmeye baslanmistir (Sugin & Digerleri, 2011). Egitim otoritelerinin, sinav kurullarinin
ve Ogretmenlerin sorumluluklari belli bir zamanda, belli bir dilde, belli yetenek dizeyinin kazaniimasi
biciminde sinirlandiriimamalidir. Bireyin egitim kurumu disinda yeni dil deneyimleri karsisinda gidilenme,
beceri ve 6zguvenini gelistirmesi igin yeterince bilinglendiriimesi gerekmektedir (Konseyi, 2009, s. 5).

DIALANG Dil Seviyesi Degerlendirme Sistemi

Ogrenciler dil seviyelerini belirlemek igin DIALANG seviye belirleme anketini uygulayabilir, gikan sonuca
gOre seviyesine uygun gruplara dahil olabilirler.

Avrupa Dil Portfolyosu Hazirlik Sinifi Diizey Belirleme Anketi

Arapga 6gretmenligi hazirlik sinifini tamamlayan bir 6grencinin Arapga duzeyinin, Avrupa Dil Portfolyosu
dizeylerinden hangisine denk geldigini belirlemek amaciyla hazirlanan asagidaki anket maddelerini
cevaplamaniz bizleri mutlu edecektir. Ayirdidiniz vakit icin sonsuz tesekkurler.

Murat Ozcan



Kesinlikle

Katiliyorum

Katiliyorum

Kararsizim

Katiimiyorum

Kesinlikle

Katilmiyorum

S1: Basit bilgilendirici metinleri ve kisa basit betimlemelerin genel fikri-
ni, 6zellikle de metni agiklayici resim iceriyorlarsa anlayabilir.

S2: Kolay isimleri, sézcukleri ve temel kaliplari bir araya getirerek,
ornegin metnin tekrar bélimlerini okuyarak ¢ok kisa ve basit metinleri
anlayabilir.

S3: Kisa, basit yazili talimatlari, 6zellikle resim iceriyorsa takip edebilir.

S4: Gunluk durumlarla ilgili basit duyurularda bulunan tanidik isim,
sozcukleri ve ¢ok basit kaliplari fark edebilir.

S5: Posta kartlarindaki gibi kisa, basit iletileri anlayabilir.

S6: Gunlik hayatta gecen siradan sozclkleri ve ortak uluslararasi
sozcukleri iceren kisa basit metinleri anlayabilir.

S7: Gunlik dille yazilmis kisa ve basit yazili metinleri anlayabilir.

S8: Reklamlar, brosurler, mentiler ve tarifeler gibi basit gunlik yazih
materyallerdeki agik bilgiyi bulabilir.

S9: Kisa, basit kisisel mektuplari anlayabilir.

S10: Sokak, lokanta, tren istasyonlari ve is yerleri gibi halka agik yer-
lerdeki gunlik isaret ve duyurulari anlayabilir.

S11: ligi alaniyla ilgili konularda yazilmig agik ve net metinleri anlaya-
bilir.

S12: Mektup, brosir ve kisa resmi belgeler gibi guinlik belgelerde ge-
reksinim duydugu genel bilgiyi bulup anlayabilir.

S13: Bildik konularda agik ve net yazilmis gazete makalelerindeki
O6nemli noktalar fark edebilir.

S14: Acik ve net yazilmis kanitlayici metinlerdeki ana sonucu bulabilir.

S15: Bir arkadas ya da tanidikla karsilikli yazisabilecek kadar iyi di-
zeyde mektuplardaki olay, duygu ve istek betimlemelerini anlayabilir.

S16: ilgi alaniyla ilgili yazismalari okuyabilir ve anlami kolayca anla-
yabilir.

S17: Alan digi uzmanlik makalelerini, alan terimlerinin anlamlarini
kontrol edebilecegdi bir sdzlik esliginde anlayabilir.

S18: Cesitli tiirde metni, okuma amacina ve metin tiriine bagli olarak
farkli hiz ve sekilde kolayca okuyabilir.

S19: Genis bir s6zcuk dagarcigina sahiptir ancak bazen az kullanilan
so6zclk ve kaliplarda glgluk ceker.

S20: Genis bir konu yelpazesinde haber, makale ve raporlarin igerik
ve uygunlugunu hizli bir sekilde belirleyip ayrintilh bir okuma gerekip
gerekmedigine karar verebilir.

S21: Yazarlarin belirli bakis acgilari gelistirdigi gtincel sorunlar hakkin-
da yazilmig makale ve raporlari anlayabilir.

S22: Nadiren so6zlik kullanarak herhangi bir yazismayi anlayabilir.

S23: Yeni bir makine Gzerindeki uzun ve karmasik talimatlari ya da is-
lemleri uzmanlik alani digsinda bile olsa zor kisimlari tekrar okuyabildigi
takdirde anlayabilir.
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S24: Soyut, yapisal olarak karmasik ya da buyuk oranda ana dil kul-
lanilan yazimsal ya da glnlik metinler dahil tim yazih dil Grdnlerini
kolayca anlayip yorumlayabilir.

S25: Arkadaslarina basit notlar yazabilir.

S26: Yasadigi yeri betimleyebilir.

S27: Formlara kisisel bilgilerini doldurabilir.

S28: Basit, tek kalip cimleler yazabilir.

S29: Kisa basit bir posta karti yazabilir.

S30: Sozluk yardimiyla kisa mektuplar ve iletiler yazabilir.
S31: Kisa ve temel olay ve etkinlik betimlemeleri yapabilir.

S32: Sukran ve 6zir bildiren ¢ok basit kisisel mektuplar yazabilir.
S33: Gunluk hayatla ilgili konularda kisa, basit not ve iletiler yazabilir.
S34: Bir sey hakkinda begeni ya da begenmeme aciklayabilir.

S35: Ailesini, yasam sartlarini, egitimini betimleyebilir.

S36: Gegmis etkinlikleri ve kisisel deneyimlerini betimleyebilir.

S37: Gunlik hayatla ilgili gercek bilgi aktaran ve eylemlerin nedenlerini
aciklayan kisa raporlar yazabilir.

S38: Deneyim, duygu ve olaylari ayrintili bir sekilde betimleyen mek-
tuplar yazabilir.

S39: Trafik kazalar gibi dnceden tahmin edilemeyen olaylarin temel
ayrintilarini betimleyebilir.

S40: Rlyalari, Umit ve arzulari betimleyebilir.

S41: Sorgulari ve sorunlari betimleyen iletileri kaydedebilir.

S42: Bir kitabin ya da filmin kurgusunu ve kendi tepkilerini betimleye-
bilir.

S43: Bir sorun Uzerine farkli fikirleri ve ¢ézimleri degerlendirebilir.

S44: Nedenler, sonuglar ve varsayimsal durumlar hakkinda fikir ytra-
tebilir.

S45: Codunlukla s6zlik kullanmadan yazabilir, ancak metnin ¢ok
onemli oldugu durumlarda yazida kullanilan dil kontrol gerektirebilir.

S46: Okura 6nemli noktalari gérmeye yardim eden uygun ve etkili
mantiksal yapiya sahip yazilar kaleme alabilir.

S47: Bir olayl anlatan ya da Oneriler ve yazinsal metinlerle elestirel
yaklasan acik, akici, ayrintili raporlar, makaleler ve yazilar yazabilir.
S48: Ana dil konusucular tarafindan kontrol edilmeye gerek olmaya-
cak kadar iyi yazabilir.

S49: Yazma 6gretmenlerince bile dlizeltmeye gerek olmayacak kadar
iyi yazabilir.

S50: Anlasilir, yavas ve tekrar edilen konusmalarda basit ve somut
gunlik gereksinimlerle ilgili gtinlik ifadeleri anlayabilir.

S51: Cok yavas ve dikkatlice sesletilen, anlamasi i¢in uzun durakla-
malar yapilan konusmalari takip edebilir.

S52: Soru ve talimatlari anlayabilir, kisa basit yol tariflerini anlayabilir.
S53: Numara, fiyat ve saatleri anlayabilir.

S54: Basit, rutin karsilikli konusmalari ¢ok fazla caba harcamadan an-
layabilir.




S55: Cogu zaman ¢evresinde yavas ve anlasilir bir sekilde sirdarilen
tartismalarin konusunu anlayabilir.

S56: Bildigi konulardaki anlasilir, standart dil kullanilarak yapilan ko-
nusmalari, gergek hayat durumlarinda konusmacidan yinelemesini is-
tese de ¢ogu kez anlar.

S57: Magaza, postane ve bankalardaki basit islemleri yerine getirebilir.

S58: Tartigilan konu bildigi bir konu oldugunda ara sira karsilastigi bi-
linmeyen sozcuklerin anlamlarini baglamdan tahmin edebilir, ciimleyi
anlayabilir.

S59: Anlasilir ve standart dilde olmasi durumunda gevresinde gelisen
tartismalardaki ana fikirleri cogunlukla takip edebilir.

S60: Kendi alaninda verilen bir ders ya da yapilan konusmalari bildigi
bir konu olmasi, sununun acik ve anlasilir bir sekilde dizenlenmesi
durumunda takip edebilir.

S61: Bildigi konularla ilgili radyo yayinlarinin igerigini cok yavas ve an-
lasilir bir konugsma tarzinda ise anlayabilir.

S62: Gorsel materyal ve aksiyonun 6yki dizisinin gogunu tasidigi, éy-
kinUn acik ve dilin anlasilir oldugu filmleri takip edebilir.

S63: Standart (fasih) konusma dilinde sdylenilenleri arka alanda gurtil-
tl olmasi durumunda bile ayrintisiyla anlayabilir.

S64: Kisisel, akademik ya da mesleki hayatta karsilastidi, gerek bildi-
gi gerekse bilmedigi konularla canh veya kayitl standart dille yapilan
konusmalari anlayabilir. Sadece ylUksek gurultd, anlasiimaz timce ya-
pisi, deyim kullanimi anlamasinda sorun yaratabilir.

S65: Teknik tartismalar dahil uzmanlik alaninda standart dille yapilan
soyut ve somut karmasik konusmalardaki ana fikirleri anlayabilir.

S66: Cok iyi bildigi bir konuda yapilan uzun konusmalari ve karmasik
minakasalari muhatap konusmaci tarafindan acgikga belirtiimesi duru-
munda takip edebilir.

S67: Karmasik fikirler iceren ve karmasik dil kullanilan ders, konusma,
soylesi ve diger tir sunularin temel noktalarini takip edebilir.

S68: Somut ve soyut konulardaki standart dil kullanilarak normal bir
hizda yapilan duyuru ve iletileri anlayabilir.

S69: Standart bir dil kullanilarak sunulan ¢ogu radyo belgeselini, kay-
di ya da haberini anlayabilir, konusmacinin tutum ve yaklasimini fark
edebilir.

S70: Standart dil kullanilan ¢ogu televizyon haberini; belgesel, canli
yayini, talk show gibi gunlik yayinlari; tiyatro oyunlari ve filmi anlaya-
bilir.

S71: Sunu anlasilir ise alaniyla ilgili bir dersi ya da konusmay takip
edebilir.

S72: Cogu deyimsel ve konusma dilindeki ifadeleri fark edebilir, bigem
degisikliklerinin ayirt edebilir.

S73: Codu ders anlatimlari, tartismalari ve miinazaralari kolaylikla ta-
kip edebilir.

S74: Uzmanlasmis bir ders ve sunuyu, yukli deyimsel ifadeye, bdlgesel
dil kullanimlarina ve bilinmeyen sdzciklere ragmen takip edebilir.
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Avrupa Ortak Basvuru Metni B1 Diizeyi “Yapabildiklerim” Anketi

DINLEME

Ben

Hedeflerim

Zaman zaman bazi sdzcuk ve deyimlerin tekrarini istemek zorunda kalsam da gunlik bir ko-
nusmayi takip edebilirim.

Genelde konusma standart dilde agikga ifade edildigi siirece ana hatlarini takip edebilirim.

Kisa bir dykuyl anlayabilir ve sonra ne olacagina iligkin varsayimlar olusturabilirim.

Yavas ve net oldugunda ilgi alanima giren konulardaki radyo haberlerini ve bant kayitlarini
ana hatlariyla anlayabilirim.

Yavas ve net oldugunda hakkinda bilgi sahibi oldugum konulardaki televizyon programlarinin
ana hatlarini anlayabilirim.

Ev ve ofis aletlerinin kullanim kilavuzlarindaki basit teknik bilgiyi anlayabilirim.

OKUMA

Ben

Hedeflerim

Gunluk konulari iceren kisa gazete haberlerinin ana hatlarini anlayabilirim.

Belli bir konuda goris belirten makale ve roportajlari okuyabilir ve anlayabilirim.

ilgi alanima giren metinlerde gegen bilinmeyen sdzcik ve deyimlerin anlamini tahmin
edebilirim.

Haber gibi kisa metinlere goz gezdirerek kimin, neyi, nerede yapmis olduguna iliskin bilgiyi
bulabilirim.

Gunluk hayatta karsilasilan broslrlerdeki en gerekli bilgiyi anlayabilirim.

Kisa mesajlari ve is mektubu gibi resmi yazigmalari anlayabilirim.

Kisisel mektuplardaki olay, duygu ve dileklerle ilgili blimleri anlayabilirim.

iyi yapilandirilmig bir dykiideki ana konuyu en énemli bolim, olaylari ve olaylarin éykiideki
yerini anlayabilirim.

KARSILIKLI KONUSMA

Ben

Hedeflerim

Bilinen ya da ilgi alanima giren konulardan olusan bir konusmayi baslatabilir, stirdarebilir ve
bitirebilirim.

Bazen tam istedigimi séylemem ya da sdyleneni takip etmem zor olsa bile bir konusma ya da

tartismayi surdirebilirim.




Yolculuk planlarinda ya da yolculuk sirasinda kargilagsabilecegim durumlarda derdimi anlata-
bilirim.

Ayrintili yon tarifi isteyebilir ve anlatilanlari takip edebilirim.

Sasirma, mutluluk, Gzintd, ilgilenme ve kayitsizlik gibi duygular ifade edip bunlara karsilik
verebilirim.

Samimi bir ortamda yapilan tartismalarda arkadaslarima gorislerimi belirtebilir ya da onlarin
gOruslerini alabilirim.

Bir goruse katilip katilmadigimi kibar bir dille ifade edebilirim.

£
SOZLU ANLATIM %
c ©
9] 9]
m T
Duygu ve dustncelerimi katarak deneyimlerimi ayrintilariyla ifade edebilirim.
Hayallerimi, umutlarimi ve amaglarimi ifade edebilirim.
Planlarimi, hedef ve davraniglarimi nedenleriyle agiklayabilirim.
Bir kitap ya da filmin konusu hakkinda bilgi verebilir ya da distincelerimi sdyleyebilirim.
Kisa bir yaziyi metne sadik kalarak s6zli olarak basit bir dille anlatabilirim.
Oykii anlatabilirim.
£
YAZILI ANLATIM 2
c S
)] (]
m T

ilgi alanima iligkin konularda, kisisel gériis ve bakis agimi iceren sade bir metin yazabilirim.

Bir okul gazetesi veya duvar panosuna olaylar ya da deneyimlerimle ilgili basit metinler yaza-
bilirim.

Gelismeler, haberler ve olaylar hakkinda bilgi almak igin arkadaglarima ya da yakinlarima
kisisel mektup veya elektronik posta yazabilirim.

Kisisel bir mektupta bir kitabin ya da filmin konusu hakkinda bilgi verebilir ve bir konserle ilgili
yorum yapabilirim.

Bir mektupta Uzuntl, mutluluk, ilgi ve sempati gibi duygularimi ifade edebilirim.

Bir ilana basvurabilir ve bu ilanla ilgili daha genis ve ayrintili bilgi isteyebilirim (6rnegin; strlcu
kursu ya da akademik kurs).

Dostlarim ve/veya meslektaglarimla fax ve elektronik posta araciligiyla kisa ve basit bilgi alis-
veriglerinde bulunabilirim.

Oz gecmisimi yazabilirim.
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. __________________________________________________________________________________________________________________|
Tiirkiye’deki ve Diinyadaki Ornek Caligmalar
Turkiye’'de Diller igin Avrupa Ortak Bagvuru Metni’'ne Gére Hazirlanmis Arapga Ogretim Programlari

Turkiye’de D-AOBM 'ni Arapga 6gretimine uygulayan ilk galisma 2011 yilinda Milli Egitim Bakanhigi, Talim
Terbiye Kurulu tarafindan olusturulan Prof. Dr. Mehmet Hakki Sugin’in bagkanhginda 2 yil gcalisan komisyon
tarafindan hazirlanan égretim programidir. Bu ¢alisma Dilnya Bankasi’'nin finansmaniyla proje formati ile
hazirlanmistir. Ogretim programinin ismi su sekildedir:

Sugin, M. H. vd. (2011). ilkégretim Arapga Dersi Ogretim Programi (4-8. Siniflar). Ankara: Milli Egitim
Bakanligi Yayinlari.

Bu programin ardindan 2012 yilinda yine ayni sekilde Prof. Dr. Mehmet Hakki Sugin’in baskanliginda
olusturulan komisyonca ortadgretim icin de bir édretim programi hazirlanmigtir. Bu programin ismi de
soyledir:

Sugin, M. H. vd. (2012). Ortadgretim I, Il ve lIl. Yabanci Dil Arapga Dersi (9, 10, 11 ve 12. Siniflar) Ogretim
Programi. Ankara: Milli Egitim Bakanligi Yayinlari.

Daha sonra ilkégretim kurumlarinda 2. Siniftan itibaren ikinci yabanci dil 6gretiimesi kararinin verilmesiyle
2015 yilinda ilkégretim Arapga Dersi (2, 3, 4, 5, 6, 7 ve 8. Siniflar) Ogretim Programi hazirlanmistir.

2013 yilinda Fransa’nin Lille kentinde faaliyet gésteren ibn Sina Enstitiisi’'niin teklifiyle A1 ve A2 diizeyinde
Avrupa’ya yonelik bir Arapga 6gretim programi Arapga olarak Sugin tarafindan ortaya konulmustur. Program
Kuveyt'te yayimlanan “Alem el-Fikr” dergisinde 2015 yilinda yayimlanmistir. Program igin bkz:

Sucin, M. H. (2015). “Menhec el-Luga el-Arabiyye Hasaba el-itar el-Merci't el-Ur(ibbi el-Musterek Ii’l-Lugat
‘ala el-Musteveyeyn A1 ve A2 [Diller igin Avrupa Ortak Bagvuru Metni'ne Gére A1 ve A2 Diizeyinde Arapga
Ogretim Programi], Mecellet Alem el-Fikr, ss. 223-256.

D-AOBM ’ye Gore Hazirlanmig Ders Kitaplari:

Tiirkiye’deki Ornekler

ilkogretim Eglenceli Arapga 4

ARAPGCA 4

DERS KilABI

Kitabin hazirlanmasinda Talim ve Terbiye Kurulu Bagkanh@inca hazirlanan ilkégretim Arapca Dersi Ogretim
Programi esas alinmistir. Eglenceli Arapga 4 kitabi, 6 Uniteden olusmakta, her Unite 3 dersi kapsamaktadir.
Toplam 108 ders saatinde kitabin islenmesi planlanmistir. Avrupa Konseyi tarafindan yabanci dil 6gretimi
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ve dgrenimi igin yabanci dil dersinin uygulanmasina dair karsilastirilabilir standartlar getiren Diller igin
Avrupa Ortak Basvuru Metni'ne gore kitabin sonunda 6grencilerin A1.1 diizeyine gelmesi beklenmektedir.

Arapca Metin-Mukaleme Dersi 11. ve 12. Siniflar Ders Kitabi

ANADOLL IMAN HATIR Lines s ANADOLU IMAM HATIP USELERI

'nl‘ﬂ.an s
‘Metin Mikaleme N IPA TS
11

Ogretim Maxeryoll
ARAPCA

METIN MUKALEME

12 =

Bu kitap 5 Uniteden olusmaktadir ve her Unite 3’er derse ayrilmaktadir. Konugsma becerisinin gelismesi
tizerine odaklanmaktadir. Ogrenci bu dersin sonunda Ortak Bagvuru Metni'ne gére B1 seviyesinde Arapca
konusma becerisi gelistirmesi beklenmektedir.

Turkiye'de Talim ve Terbiye Kurulunca hazirlatilan bitlin kitaplar su anda D-AOBM ’ye gore olusturulmaktadir.

Ogretim programlarina gore hazirlanmis diger bazi ders kitaplari asagida verilmistir. Bu kitaplar eba.gov.tr
adresinden indirilebilir ve incelenebilir.
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Diinyadaki Ornekler
Almanca Olarak Hazirlanmis Arapga Ders Kitabi

Leipzig Universitesi Dogu Enstitiisiinde Profesdr Eckehard Schulz tarafindan gelistirilen bu kitaplar
Avrupa’da ders kitabi olarak okutulmaktadir. Kitaplarin internet destedi bulunmaktadir.
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MODERN STANDARD ARABIC Learn Arabic — New ways to proficiency in Arabic
INTEGRATING MAIN ARABIC DIALECTS * 24 lessons with detailed guidelines for teachers and students

« listening, speaking, reading, writing
« cultural and historical facts
« various communication situations and diverse exercises
« vocabulary by frequency and usage-based, realistic
grammar
|)) olis 8, .»SJI ,l Ml . int‘roducﬁon into the oomprehensior.\ of th‘e main. dialects
« written tests after each lesson and intensive review after
» every 6 lessons
Textbook e-Edition « glossaries, charts and additional materials

« A1/A2 = Novice Low/Mid/High after Lesson 12 and B1/B2 = Advanced

Low/Mid/High after Lesson 24 according to ACTFL
Complete Arabic

e-Edition

25 Unitedenolugan bu kitabin her hafta bir Unitesiiglenerek B2 seviyesinde Arapga 6grenilecegi belirtiimektedir.
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Arabic with Ease

Gunluk derslerle 6 ayda B2 seviyesinde Arapga 6grenilecegi ifade edilmektedir. Bir ders kitabi ve G¢ interaktif
cd den olugsmaktadir.

Get Started in Arabic

GET STARTED IN

ARA

< Speak, write and understand

Diller igin Avrupa Ortak Basvuru Metni (D-AOBM )'nin A1’den A2’ye kadar Arapcga 6gretmektedir. Kdrfez
Arapcasi konusmaya ve Modern Standart Arapca (MSA) okumaya olanak sagladidi ifade edilmektedir.

Arabic A1 Student Course Book (khuTuwaat - Eton Institute)

Birlesik Arap Emirliklerinde bulunan Eton Enstitisi’nin yiksek nitelikli Arapga departmani tarafindan
geligtirilen KhuTuwaat, yeni baslayanlar veya A.1 seviyesi i¢in uluslararasi D-AOBM seviyelerine uygun
kapsaml bir materyal sunar. Kitaptaki materyaller, politikacilar, diplomatlar tarafindan kullanilan Modern
Standart Arapgaya dayanmaktadir. Enstiti ayni zamanda hem online hem de yliz ylze dil égretimi
yapmaktadir.
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FIND YOUR COURSE Please note that the course fee excludes material, registration and trans,

( Choose a Location

( nguages / Course Type )

khuTuwaat

w/vGroup Course / Delivery Ty

(start Date

tarter | A1 Student’s Book

( x A1.1/ Level
\. ARABIC GROUP COURSE ARABIC GROUP COURSE
(AUH_MID_19_02) (AUH_MID_19_260)

(Time of Day ) AED177500 AED 1,420.00 Incl. VAT AED 1,775.00 Incl. VAT AE

Arap Dili Egitimi Kurslari

Dar Loughat

ispanya’nin Granada sehrinde bulunan bu Arapga kursu, standart Arapcanin yani sira isteyenlere Fas
Lehcesini de 6gretmektedir. Kurs materyalleri Diller icin Avrupa Ortak Basvuru Metni’ne gére hazirlanmistir.
Bunlar sunlardir: Al-Kitaab fii Ta'allum al-'Arabiyya, "Ahlan Wa Sahlan" ve Al-Arabiya al-Mu'asira.

Arabic Online Uzaktan Arapcga Ogretim Sitesi:

Online olarak kayit yapilan bu site 2013 yilinda Avrupa Birliginin vermis oldugu en iyi dil 6gretimi yapan
internet sitesi 6dulind almistir. Baslangi¢ seviyesinde Diller igin Avrupa Ortak Basvuru Metni'ne gére A2
seviyesinde Arapca ogretilmektedir.
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Learn Modern Standard Arabic

Online Arabic courses for Beginner, Intermediate and Advanced levels.

Our Courses

Online Arabic courses

CLL Language Centers

Belgika’nin Briksel sehrinde bulunan bu kursta Diller igcin Avrupa Ortak Basvuru Metni’nin her seviyesine
gOre Arapca kurslari dizenlenmektedir.

CLL~

Ianguage centres

isvec Zirih Universitesi Arapca Kursu

Burada sadece B2 ve C1 seviyesinde ileri Arapca dersleri verilmektedir. Universite web sitesinde kursun
ilan edilmesinin ardindan yapilan bir sinavla 6grenci kabul edilmektedir.

W™ Universitit .
<) saien - EETHzurich

ingiltere Southampton Universitesi Modern Diller Birimi Arapga Kursu

Universitenin agmis oldugu bu kursta Diller igin Avrupa Ortak Bagvuru Metni'nin B1 seviyesinde Arapca
ogretimi yapiimaktadir.
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Diller igin Avrupa Ortak Basvuru Metni’ne Gore Arapga Miifredati Uygulayan Bazi Ulkeler

Dillerigin Avrupa Ortak Basvuru Metni ‘ne gére Arapca miifredat Malta, Fransa, ingiltere, Avustralya, Amerika
Birlesik Devletleri’nde bazi eyaletlerde, Hindistan, Nijerya ve irlanda’da uygulanmaktadir. Tiirkiye'de ve
dinyada D-AOBM’ye miufredat programi gelistirme ¢alismalari icin lGtfen bu ¢alismayi inceleyiniz:

OZCAN, M. (2015). Turkiye'de ve Diinyada Arapga Ogretimi icin Mifredat Gelistirme Caligsmalari ve
ilkdgretim Arapca Dersi Miifredati icin Bazi Oneriler. International Journal of Sport Culture and Science, 3
(Special Issue 4), 81-94. DOI: 10.14486/IJSCS361.

TOEFL Benzeri Uluslararasi Gegerliligi Olan Arapga Seviye Tespit Sinavi

Almanya’da Leipzig Universitesinin biinyesinde bulunan Oryantal Enstitiisinde Diller igin Avrupa
Ortak Basvuru Metni'ne gore hazirlanmis uluslararasi gegerliligi bulunan Arapga seviye belirleme testi
yapilmaktadir. Universitenin Dogu Enstitlisiinde Profesér Eckehard Schulz tarafindan gelistirilen, tamamen
bilgisayar tabanl bir Arapca yeterlilik sinavi oldugu belirtiimektedir.

Seviyelere gore Ucretleri su sekildedir:
A1/A2: 150 €

B1/B2: 180 €

C1/C2: 360 €

https://toafl.com

TOAFL. COM HOME T eTEST M AL-ARABIYYA-TEST 3% English

au,ell aslll o8 &
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SAMPLE TEST E-TEST AL-ARABIYYA-TEST MY ACCOUNT

ABOUT US

The AL-ARABIYYA-INSTITUTE was founded in 2011 by Eckehard Schulz,

Professor at the Oriental Institute of the University of Leipzig. The
textbook “Modernes Hocharabisch” (Modern Standard Arabic) by
Eckehard Schulz has been...




Diller igin Avrupa Ortak Basvuru Metni (D-AOBM) sartnamesine gére AL-ARABIYA TESTI icin tek
tip cergcevenin gelistiriimesi ¢cok uzun deneyime dayaniyordu. Bilgisayar tabanli yapmak ve yeni teknik
seceneklerden yararlanmak igin ¢abalar 2006 yilinda baslamis ve 5 yildan fazla sirmustir. Basta Leipzig
Universitesi Dogu Enstitlisiinden birgok akademik uzman bu siirece katilmigtir. Testin tasarimi ve
sorular ayrica Almanya'daki ve dunyanin birgok Ulkesindeki 6grencilerin yaptigi 35.000'den fazla e-testin
sonuclarina dayanmakta oldugu ifade edilmektedir.

Urdiin Talal Abu-Ghazaleh Danigmanlik Ofisi Arapga Seviye Tespit Merkezleri

Talal Abu-Ghazaleh Uluslararasi Universitesi (TAGI-UNI), diinya ¢apinda 100'den fazla ofisi olan kiiresel
bir profesyonel hizmet ve egitim grubu olan Talal Abu-Ghazaleh Organizasyon’un (TAG-Org) bir Uyesidir.
Ankara’da ve istanbul’da ofisleri bulunmaktadir. TAGI-UNI, Arap dili ve kiltiriiniin yayginlastiriimasina
katkida bulunmak, degerini kiresel diizeyde arttirmak ve ana dili Arapga olan ya da olmayan kisilerin dil
seviyelerinin standartlastiriimasini saglamak amaciyla Arapga Akici Konusma Sertifikasi’'ni tasarlamistir.
Bu benzersiz sertifika ayni zamanda mesleki ve akademik kurumlarin, tim Arap dili becerilerini guvenilir
ve yuksek bir kalite ile kapsayan standart bir sinav araciligiyla degerlendirmelerini daha kolay bir hale
getirmek icin tasarlanmigtir. TAGI-UNI, bu kurumlarin en iyi seviyelere ulagsmasina yardimci olmak amaciyla
tum araclar ve imkéanlari saglamayi taahhat etmektedir. Bu sinav, Arapcgayi 6grenmek isteyen adaylarin
seviyesini belirleme alaninda mumkiin olan en yiksek dogrulugu ve objektifligi sunan en profesyonel arag
olmasi igin tasarlanmis ve geligtirilmistir.

Bu sinav, Arap diline dair kapsamli bir 6lcim sunar: adaylarin ne seviyede okuyabildiklerini, kelime ve
gramer bilgilerinin ne seviyede oldugunu ve Arap¢a dinleme, konusma ve yazma becerilerini tam olarak
Olgen bir sinavdir. Uzmanlar tarafindan hazirlanmig, standart kosullar altinda uygulanip profesyonel bir
yontemle dizeltilmistir. Standartlastiriimis olup Arap dilini tim ydnleriyle kapsar. Ana dili Arapga olan ve
olmayan kisilerin dil seviyesini belirleyen bir sinavdir. Diller icin Avrupa Ortak Basvuru Metni (D-AOBM )
standartlarina uygundur, Amerika Yabanci Dil Ogretim Konseyi (ACTFL) kilavuzlarindan faydalanmakta ve
Arap dilinin 6zel durumunu dikkate almaktadir. Sinav, yliksek dogruluk ve objektivite ile tarafsiz bir denetim
altinda yuksek bir tutarlilikla uygulanmaktadir.

Arapca Akici1 Konusma Sertifikas: Tiirk g~ Search... Q

Sertifika Hakkinda Arap Dili ~ Merkezler ~ Smnav ~ Egitim Kurslan ~ Demo testi Bize Ulagin

Sinava Calisma | Talal Abu-

Kilavuzlar: Ghazaleh
TAGI-UNI, sinav igin bir Ull!51arff rasl
egitim sistemi elemesi ... Universitesi

(TAGI-UNI)
Talal Abu-Ghazaleh
Uluslararas) Universitesi ...

=
E!\; "‘& Sertifika = |h , Yararlanan ve
—— —r— Hakkinda . Yararlanacak
~~ S 1 TAGI-UNI, Arap dilinin ve y Hedef Gruplar
| S . Kiiltiiriiniin ... i

Bu sinavdan yararlananlarin

baginda anadili Arapga ...
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Sonug ve Oneriler

Hem Turkiye'de hem de dunyada Arapga 6gretiminin gun gegtikce daha iyiye dogru yol aldigi gérilmektedir.
Kuresel bir 6lcek olarak Arapga 6gretiminde de kullanilabilen Diller icin Avrupa Ortak Basvuru Metni'ne gore
hazirlanmig materyaller incelendiginde bu eserlerin niteliginin ¢ok iyi oldugu anlasiimaktadir.

Hem dinyada hem de Turkiye’de Avrupa Birligi dizenlemeleri ¢ergcevesinde D-AOBM ’nin dil 6grenme
ortamlarina uygulanmasina yonelik gesitli gabalarin dikkat ¢ektigi gérulmektedir. Turkiye’de de yabanci dil
olarak Arapcga ogretim programlari hazirlanirken temel 6l¢it olarak D-AOBM alinmaktadir. Bu gergeveden
hareketle, Arapca 6greniminde kokli degisiklikler yapiimistir. D-AOBM 1s1dinda yeni ulusal dil 6grenim
programlarinin hazirlanmasi, bu programlar isiginda ders kitaplarinin hazirlanmasi ve D-AOBM tarafindan
ileri sUrulen ilkelerin benimsetilmesi igin dil 6gretmenlerinin hizli bir sekilde hizmet ici egitime alinmasi sarttir.

Talim ve Terbiye Kurulu Baskanhd tarafindan ingilizce dgretmenleri icin hizmetici egitim programlari
uygulanmaktadir. Bu egitimlerin temel amaci, Turkiye’'deki dil 6grenme slrecini D-AOBM isi§inda
sekillendirmek ve Avrupa’daki dil 6grenme dunyasindaki gelismeleri Turkiye’de de etkin ve uygulanabilir
hale getirmektir. 2009 yilinda baglayan ve Talim ve Terbiye Kurulu Baskanliginca yurutulen “Egitmenlerin
Egitimi” isimli hizmetici egitim programinin amaci, Milli Egitim Bakanhgi binyesinde gérev yapan 5000
civarinda ingilizce 6gretmenini D-AOBM ’nin temel ilkeleri dogrultusunda egditmek ve bu konuda donanimii
hale getirmek icin formatorler yetistirmektir. Programlarda ele alinan konular arasinda; D-AOBM , Yeni
ingilizce Ogretimi Programi, Tiimlesik Dil Ogretimi, Dil Ogretiminde Portfolyo Kullanimi, D-AOBM isi1ginda
Dil Materyali Gelistirme gibi ¢esitli konular bulunmaktadir. Ayni sekilde bu program Arapca égretmenleri igin
de derhal uygulanmalidir.

D-AOBM ilkelerinin blytk oranda benimsendigi tUlkemizde, dil 6gretmenlerinin hentiz lisans éJrencisiyken
bu ilkelerden haberdar olmalari, kendi 6gretme sorumluluklarina dair bakis agisini bu dénemdeyken
gelistirmeleri ve daha da dnemlisi kendi 6grencilerinin 6zerkliklerini gelistirme konusunda ¢aba sarf etmeleri
ogretmen yetistirme programlarinin temel amagclarindan biri olmaldir.

D-AOBM ’de belirtilen dil 6gretim tekniklerini sunmada 6nemli bir arac¢ olarak da nitelendirilebilecek olan
Avrupa Aday Dil Ogretmenleri Gelisim Dosyasr’'ndan (ADOAP), dil égretmen adaylarinin daha kendi
ogrencilikleri sirasinda faydalanabileceklerine inaniimaktadir. Diger bir deyisle, ADOAP, dil 6gretmen
adaylarinin kendi 6gretmenliklerine yonelik bir bakis agisi kazanmalarinda olduk¢a énemli bir role sahiptir.
Avrupa Aday Dil Ogretmenleri Gelisim Dosyasi yeni bir uygulama olup Arapga 6gretimi igin heniiz galismalar
baslamamistir. Bu galismalarin da 6zellikle Arapga 0gretmenligi bolumlerinde uygulanmaya baslanmasi
gerekmektedir.

Uluslararasi gecerliligi olan TOEFL benzeri dinleme, okuma, konusma yazma becerilerini butincull olarak
sinama firsati sunan test merkezleri Turk Universiteleri blinyesinde agiimalidir ve YOK tarafindan denkligi
saglanmasi igin ¢calismalar baslatilmalidir. Uluslararasi Arapga seviye tespit sinavlari yapan Universiteler
ve kuruluslarla irtibata gecilip Turkiye'de de Universiteler ve dil 6greten kurslar blinyesinde es zamanli test
merkezleri olusturulmalidir.
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D-AOBM TAMAMLAYICI CiLT’iNiN DIiL OGRETIM PROGRAMLARINA UYGULANMASI:
KARSILIKLI ETKILESIM VE ARACILIGIN ONEMI

Dr. Daniela FASOGLIO
SLO, Hollanda Ulusal Ogretim Programi Gelistirme Merkezi

d.fasoglio@slo.nl
Ozet

D-AOBM olcekleri, 6zellikle glincellenmis ve genisletiimis “D-AOBM Tamamlayici Cilt (Avrupa Konseyi,
2020) olgekleri” uluslararasi, ulusal, okul, sinif/6drenici gibi cesitli dizeylerde 6gretim programlari ile
iliskilendirmek icin gucli bir aractir. Ayrica bu dlcekler; hedefler, 6gretme ve dgrenme ile degerlendirme
arasinda baglanti kurmak ve yabanci dil 6gretim programlarinda seffaflik ve tutarliik saglamak igin de
kullanilabilmektedir. D-AOBM tanimlayicilari, is birlikli dil gdérevlerini tasarlamak ve basari élgutlerini
tanimlamak icin etrafli ve esnek bir kaynak saglamaktadir. Dil etkinliklerine iliskin olcekler, 6gretmenler ve
materyal gelistiriciler tarafindan baglamlari, durumlari, ulasilacak iletisimsel hedefleri ve dil gbrevlerinde
gerekli eylemleri tanimlamak igin kullanilabilmektedir. iletisimsel yetkinliklerin tanimlayicilari, égretmenler
ve Ogrenciler tarafindan 6grenme sonuglari hakkinda c¢ikarimlar olusturmak, geri bildirim paylagsmak ve
gelecekteki 6grenmeyi planlamak igin kullanilabilmektedir. D-AOBM olceklerine dayali dil gérevleri, gorevi
tamamlamak igin etkilesimi ve is birligi icinde anlam olusturmay tesvik etmektedir. Aracilik dlgekleri, her
alanda dilsel araciligi dil 6grenme etkinliklerine dahil etmek icin esin kaynagi olmuslardir.



Genis Bir Ogretim Programi Perspektifinde D-AOBM

D-AOBM ’'nin 6gretim programi tasariminda kullaniimasi, yabanci dil egitimindeki sorunlari ele almanin yani
sira 6gretim programi iginde ve 6gretim programlari arasinda kalite ve tutarlilik elde edilmesine yardimci
olmaktadir. Bu, 6gretim programinin tim seviyeleri igin gegerlidir (Sekil 1). Ogretim programi etkinliklerini
tartisirken, cesitli duzeyler arasinda ayrim yapmak gerekmektedir.

BIREY (NANO)

DERS, grup, 6gretim sirasi,
o6gretmen (MIKRO)

OKUL, kurum (MEZO)

ULUSAL/EGITIM SISTEM,
devlet, bolge (MAKRO)

ULUSLARARASI,
karsilastirmali (SUPRA)

Sekil1. Mifredat diizeyleri

Supra dlzey, uluslararasi politika tartismalarinda ve dgdretim programi karsilastirmalarinda giderek daha
gorindr hale gelmistir. OECD’nin 90’dan fazla (lkenin katildigi Uluslararasi Ogrenci Degerlendirme
Programi (PISA) buna bir 6rnektir. D-AOBM , ortak dil egitimi hedefleri olusturmak ve basarilari uluslararasi
dizeyde karsilastirmak icin bir aractir. PISA 2025, yabanci dil becerilerini D-AOBM o6lgeklerini kullanarak
degerlendirecektir. Ulusal 6gretim programi ve testler makro diizeyde ele alinmaktadir. Ogretim programi ve
ulusal yonergeler gibi resmi belgeler, ulusal kazanim hedeflerine iliskin tanimlayici 6zellikleri icermektedir.
Tanimlayici 6zellik ve zorunlu nitelik duzeyleri Ulkeden Ulkeye buyuk farkhliklar gostermektedir. Bazi
Ulkelerde, basari hedefleri D-AOBM seviyeleri ile iligkilendirilmistir. Mezo dlzey, okullarin kendi profillerini
olusturma ve ulusal standartlari yerel baglamlarina ¢evirme konusunda dnemli dl¢gide Ozerklige sahip
oldugu Hollanda gibi Ulkelerde o6zellikle 6ne g¢ikmaktadir. Mikro dizeyde o6gretmenlerin isi, ulusal ve
okul dgretim programini yorumlamak, anlamak ve bunlari 6gretme ve 6grenme planlamalarinda islevsel
hale getirmektir. D-AOBM , hem okul hem de sinif dizeyinde 6gretim programi ve egitim programlarini
dizenlemeye yardimci olabilmektedir. Kisinin kendi 6grenmesinde, aktdér olarak birey nano diizeyde ele
alinir. Bir 6gretim programi geligtirmenin en zor yonlerinden biri, gesitli bilesenleri arasinda bir denge ve
tutarlihk bulmaktir (Sekil 2). Gerekge (6grenciler neden 6greniyor, genel hedefler nelerdir?), 6grenme
hedeflerini tanimlamak igin bir temel gérevi gérmektedir. Hedefler igerige, 6grenme etkinliklerine ve uygun
kaynaklara dénustirilmelidir. Ogretmenlerin aracilik etme stratejilerini belirli hedeflere ve etkinliklere gére
uyarlamalari ve 6grencilerin hedeflerine yonelik 8renme sureclerini izlemek icin uygun 6gretmen, akran ve
6z degerlendirme bigimleri gelistirmeleri gerekmektedir. Ogretim programinda tutarlilik ve nitelik saglanmak
isteniyorsa 6gretim programi bilesenleri birbirinden ayri distnilmemelidir. Ogrenmenin gerekgesinde,
amaglarinda ve iceriginde meydana gelen degisiklikler, diger bilesenlerde de degisiklige isaret etmektedir.

__
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Sekil 2. Ogretim programinin bilegenleri (van den Akker, 2003).
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D-AOBM , yabanci dil 6grenimi ve 6gretimine yonelik kapsaml bir 6gretim programi yaklasimi igin iyi bir
temel olusturmaktadir. Uluslararasi, ulusal, okul ve sinif 6gretim programlarinin yani sira é6gretmenler, egit-
menler, materyal ve test gelistiricileri ile 6greniciler gibi Gnemli aktérler arasinda da énemli bir kbpri gorevi
gOérmektedir. Bu durum, 6gretim programinin tim bilesenlerinin birbiri ile tutarli olmasini saglamaktadir.
Sonraki bélimlerde, bunu daha derinlemesine ele alacagiz.

D-AOBM ve Konstriiktivist (ingsaci) Ogretim Programi Uyumu

D-AOBM tanimlayicilari, 6gretim programi tasariminda ¢ok énemli rol oynamaktadir. Her seyden dnce
ogrenme hedeflerinin gercek dunyadaki dil kullanimiyla baglantisini saglamaktadir. Dil ediniminde eylem
odakli yaklasim (action-oriented approach) D-AOBM'yi sekillendirmektedir (Piccardo & North, 2019). Eylem
odakl yaklasim kavramsal modeline dayanan 6grenme hedefleri; dil 6grenenlerin 6z dizenleme ve plan-
lama, eylem, is birligi, degerlendirme ve uyum surecine dil kullanicilari olarak katilmalarini saglamaktadir.
ikinci olarak D-AOBM tanimlayicilari; 6gretmenler, dgrenciler, ebeveynleri ve velileri ile gelecekteki egitim
ve calisma igin hedeflerin ve basar élgutlerinin netlestiriimesini saglamaktadir. Ogrenciler her bir yeterlilik
dizeyinde hangi dil etkinliklerine katilabileceklerini, hangi iletisim stratejilerini kullanabileceklerini ve hangi
dil yetkinliklerini elde edeceklerini bilmektedirler. Ayrica, D-AOBM tanimlayicilari; hedeflerin égrencilerin
o6grenme ihtiyaclarina gére dizenlenmesine, dnceliklerin belirlenmesine ve gelecekteki faaliyetlerin plan-
lanmasina imkan vermektedir. Ogretim ve degerlendirmenin 6grenme hedeflerine uygun hale getirimesi,
ogretim programi gelistirmenin temel amaglarindan biridir. D-AOBM tanimlayicilari; eylemi, etkilesimi ve
is birligini tesvik eden dil gérevleri icin somut dneriler ve baglamlar sunmaktadir. Ustelik; dilsel, toplum dil
bilimsel ve pragmatik yetkinliklerin tim yonlerini yeterlilik seviyeleri ile iliskilendiren kriter referansli deger-
lendirme standartlari da vermektedir. Ogretim programi uyumu ayni zamanda dgrenciler igin 6égretme ve
dgrenmeyi uyumlu hale getirmeyi de igermektedir. Ogreniciler, D-AOBM tanimlayicilarini, kendi sonuglarini
yansitmak ve gelecekteki 6grenimi planlamak igin anlasilir bir yol gdsterici, “rehber” olarak kullanabilirler
(Avrupa Konseyi, 2020, s. 42). Ogretmenler de dgrenme gidisatini, ders programlarini, 6grenme ve de-
derlendirme goérevlerini birbirlerine uyarlamak ve dgretimlerini 6grencilerinin 6grenmeleriyle uyumlu héle
getirmek icin D-AOBM tanimlayicilarini kullanabilirler.

D-AOBM tanimlayicilari tamamen iglevseldir.

Ogretmenler ve materyal geligtiriciler, dncelikle D-AOBM ’ nin temelini olusturan eylem odakl bakis agisi,
felsefe ve dil 6grenimi ve dgretimi vizyonu hakkinda bilgi sahibi olmalidirlar. D-AOBM ’ nin dogru uygulana-
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bilmesi icin bu vizyonu anlamak ve benimsemek gerekmektedir. D-AOBM dlgekleri, 6gretmenler tarafin-
dan asagidaki sonuglari belirlemek icin kullanilabilirler:

a) Sartlar, iletisim amaglarini ve eylemleri belirlemek igin uygun dlgekler kullaniimaktadir. iletigim-
sel dil etkinlikleri dlgekleri (alimlama, Uretme, etkilesim ve aracilik), égrencilerin iletisimsel hedeflere ulag-
mak i¢in gesitli yeterlilik seviyelerinde dil ile neler yapabilmeleri gerektigini tanimlamaktadir. Bu olgekler,
beklenen performans dizeyine uygun dil etkinlikleri olugturmak igin fikir ve ilham saglamaktadir.

b) Ogrenme sonuglari hakkinda dilin seviyesinin ne kadar iyi oldugu, gosterilen performansin he-
deften ne kadar uzakta oldugu ve nasil ilerlenmesi gerektigi, hedef degistiriimeli mi yoksa yeniden gozden
gecirilmeli mi gibi hukimlerde bulunmalarina izin veren degerlendirme veya basari olgutlerini olugturmak
icin iletisimsel dil yetkinlik 6lgekleri (dil bilimsel, toplum dil bilimsel ve pragmatik) kullaniimaktadir. Bu 6l-
cekler, ogrencilerin gorevi bagaril bir sekilde tamamlamak igin hangi yetkinliklere ihtiya¢c duyacaklarini
anlamalarina yardimci olmaktadir. Ayni zamanda, 6gretmenlerin tavsiyelerinde ve geri bildirimlerinde neye
odaklanmalari gerektiginin farkinda olmalarina ve 6grencilerinin performansina gore 6gretimlerini degistir-
melerine yardimci olmaktadir.

Dil Gorevlerinde Aracilik

Aracilik tanimlayicilari, i birlikli dil gérevleri ve gbrev sireci i¢in basari kriterleri olusturmak icin kullanilabil-
mektedir. Metin aracilik olgekleri ve aracilik stratejileri, bir metni agiklamak veya karmasik bilgileri ayristir-
mak gibi birbiri ile etkilesimde olan iletisim ve anlamayi artirmak icin bireysel olarak gerceklestirilebilen dil
etkinliklerini tanimlamaktadir. Bu etkinlikler, tipki gercek hayatta oldugu gibi, alimlama, tretim ve etkilesim,
yazili, s6zIlU ve dijital iletisim gibi dil becerilerinin butlnlestirici bir sekilde kullanildigi gergekgi bir ig birlikli
gOreve kolayca dahil edilebilmektedir. Kavram ve iletisim aracilik dlgekleri, is birlikli bir gérevde muhataplar
arasinda bir aracinin rolinln yani sira eylem odakli yaklasim modelinin énemli bir par¢asi olan D-AOBM
’ nin sosyal vizyonunu da vurgulamaktadir. Ogretmenleri, 6grencilerin farkl fikirleri paylagacaklari, bilgileri
birbirlerine anlatacaklari ve anlam yaratmak igin birlikte calisma yapacaklari; baska bir deyigle, gorevi
basarmak igin birbirlerine ihtiya¢c duyacaklari dil gorevlerini hazirlamaya tesvik etmektedirler. Aracilik 6l-
cekleri, 6grencilerin gérevi tamamlarken ig birlik¢i streclerinin nasil gittigi ve bu slreci gelistirmek igin ne
yapmalari gerektigi konusunda digunmelerini saglamaktadir.

Sonug olarak, 6grenciler basaril bir is birligi icin neyin gerekli oldugunun daha ¢ok farkina varmaktadir.

Aciklayici Bir Ornek

Yukarida soylediklerimizi 6rneklendirmek igin Avrupa’da bir yerde hayali bir liseye gidecegiz. Ulusal ogre-
tim programlarinda, dort dil becerisi icin genel D-AOBM yeterlilik seviyelerinin tanimlandidi yabanci dil igin
genel kazanim hedefleri bulunmus olsun. Yakin zamanda okulun yabanci dil subeleri bir D-AOBM ¢alisma
grubu kurmus olsun. Amaclari ise D-AOBM’ye dayali 63renme yollari olugturmak olsun. Bu 6grenme yolla-
ri, ulusal kazanim hedeflerini dikkate almali ve dil 6gretim programlari ile ortaokul ve lise arasindaki uyumu
artirmalidir. Calisma; alimlama, Uretim, etkilesim ve aracilik agisindan her sinif dizeyi icin dil hedeflerinin
yani sira dil yetkinliklerini de icermektedir. Bir sonraki adim, uygun 6grenme etkinlikleri gelistirmektir. S6zIU
uretim becerilerini gelistirmek igin, Fransizca ve Aimanca égretmenleri is birlikli bir dil gérevi tasarlarlar. is
birlikli dil gorevi; 6grencilerin, sonraki okul yili icin derslerini segcmesi gereken alt siniflardaki dgrencilere
iki dili tanitmak icin 3-4 kisilik kiicik gruplar halinde bir vlog olusturmasidir. Dil gérevi, “tanidik bir dinle-
yici kitlesine ikna edici bir metin sunabilirim.” hedefine karsilik gelmektedir. Bu gorev, “Topluluklara Hitap
Etme” ve “Ortaya Varsayima Dayanan Bir Diistince ileri Stirme” dlgeklerinden A2+ tanimlayicilari ile iligki-
lendirilir. Ilgili dilsel dlgeklerdeki A2 ve B1 tanimlayicilarina dayanarak dgrenciler sézIi dil kullanimlarinin
niteligi hakkinda geri bildirim alirlar. Goérevin ayrimini kavramak ve ortak bir Grun elde etmek icin birlikte
calismalari gerekmektedir. Araci kavramlar i¢in dlgekleri kullanarak is birliginde nasil basariya ulastiklarini
yansitmalari istenmektedir.



Tablo 1. “Vlog Tanitimi” Dil Gérevini Diizenleyen ve Basari Olgitlerini Tanimlayan Olgekler

Gorev tanimi

Ogrenme
hedefi

dilin niteligi

is birligi streci

Basari olgitleri:

Basari olgutleri:

Ortadgretimde Almanca ve Fransizcayi tercih eden 6grenci sayisi azalmaktadir. Bu
¢ok Uzlicu ¢lnkl bu dilleri bilmenin birgok avantaji vardir. Alimancayi veya Fransizcayi
birakmayi sec¢en her 6grenci bunu dodru nedenlerle yapmazlar. Bu nedenle hala
kararsiz olan 6grencilerimizin bilingli bir karar verebilmeleri i¢in bir tanitim vlogu hazir-
lamanizi rica ediyoruz.

Bilinen bir dinleyici kitlesine ikna edici bir metin sunabilirim.

D-AOBM seviyesi: A2+ Bir konuda neyi sevip neyi sevmedigini, neden bir seyi digerine
tercih ettigini basit, dogrudan karsilastirmalar yaparak agiklayabilir. A2+ Gunluk ya-
samlariyla ilgili bir konuda kisa, provasi yapilmis bir sunum yapabilir ve gortsler, plan-
lar ve eylemler igin kisaca gerekgeler ve agiklamalar verebilir.

Kelime cesitliligi

B1 aile, hobiler ve ilgi alanlari, is, seyahat ve glincel olaylar gibi konularda biraz te-
reddut ve dolambagli ifadelerle kendilerini ifade etmek igin yeterli kelime dagarcigina
sahiptir ancak zaman zaman sdzcuksel sinirliliklar tekrara ve bazen de acgik ve kesin
ifadelerde zorluklara neden olmaktadir.

Dil bilgisi dogrulugu

A2 bazi basit yapilari basariyla kullanir ancak sirekli olarak temel hatalar yapar. Yine
de genellikle ne iletmeye calistiklari acik ve nettir.

Akicilik

B1 dil bilgisi ve s6zciksel duzeltme i¢in duraksadiginda ve dizeltmenin belirgin oldugu
durumlarda bile, 6zellikle daha uzun dogal yapim sureglerinde, iyi konusmaya devam
edebilir.

Tutarllik ve uyum

B1 bir dizi daha kisa, ayrik basit 6geyi baglantili, dogrusal bir nokta dizisi ile
iliskilendirebilir.
Aracilik kavramlari: akranlarla is birligine dayali etkilesimi kolaylastirmak

A2 Birinin bir seyin ise yarayacagina neden veya nasil inandigini sorabilir.
A2 Basit bir sekilde dnerilerde bulunabilir.

A2 Ara sira tekrar veya duzeltme isteyebilmeleri kosuluyla baskalarinin ne disindugu-
nd sormak, oénerilerde bulunmak ve yanitlari anlamak gibi basit, pratik gérevlere katila-
bilir.

Araci kavramlar: kavramsal konusmayi tesvik etmek

B1 Birinin, bir seyin ise yarayacagina neden veya nasil inandigini sorabilir.
A2 Birinin belirli bir kavram hakkinda ne diisinduguni sorabilir.

Bir metne aracilik etme: not alma

B1 Yeterli zaman verilirse ve anlasilir bir dille yazilmigsa bilinen bir konuyla ilgili bir
toplantida duzenli talimatlari not alabilir.




Grup galismasi sirasinda 6gretmenler 6grencilerini gozlemler ve aracilik igin her bir tanimlayicinin yanina
notlar alirlar. Ayrica, cogul dilli repertuar Uzerine kurulan dlgegin A2 tanimlayicisi olan “Basit, pratik bir
bilgi aligverisi yapmak icin ¢ogul dilli repertuarlarinda farkl dillerden basit kelimeler, isaretler ve deyimler
kullanabilirler.” ifadesini de kullanabileceklerini fark ederler. Aslinda, 6grenciler Almanca, Fransizca
veya egitim dilinde Vlog'da ne sdylemeleri gerektigini tartisip sonuca baglarlar. Vloglarin izlenmesi
sirasinda égrenciler iletisimsel yetkinlik olgeklerini kullanarak kendilerinin ve akranlarinin dil seviyelerini
degerlendirirler. Vlog’lar, 6grenciler ve ebeveynler/veliler i¢in bilgilendirme agsamalarinda kullaniimigtir. Bir
Onceki yila gére Almanca ve Fransizcayi segcen 6grenci sayisi %20’ nin Uzerinde artis gdstermistir.

Sonuglar ve Oneriler

Eylem odakli yaklasimdan da anlasilacagdi gibi gercek yasam etkinliklerinin kullanimi yoluyla yabanci
dil 6gretim programinda seffaflik ve tutarlihk saglayarak D-AOBM ’nin dil egitiminin niteligini nasil
artirabilecegini gostermis olduk. Makalede ifade edildigi gibi bu tlr gérevlerde bazen gergcek dinyadaki
durumlardan faydalanmak mamkindir ancak gérev baglamlari ve hedefleri de pekala simulasyon olabilir.
Ornegin bir viog, strdlrilebilir turizmi artirmak igin yerel bir soruna ¢dziimler saglayabilir veya bir turistik
yeri tanitabilir. Ogretmenler, okul ve sinif gretim programinin kalitesini artirmak s6z konusu oldugunda okul
yoneticilerinin yardimina ihtiyag duyarlar. Ogretmenler, D-AOBM 'nin dil 6renme ve 6gretme konusundaki
yenilikgi fikirlerini kendi 6gretim uygulamalar ile iligkilendirebilmeli ve 6grencilerinin egitim ortamlarina
uygun kararlar verebilmelidirler. Bu, yuksek derecede Ogretim programi farkindaligi gerektirmektedir.
Ogretmenler, bunu basarmak icin diger seylerin yani sira amagclanan hedefleri ve sonuglari somut hale
getiren acik etkinlik ve materyal drneklerine sahip olmalidir. Bazi ders kitaplari eylem odakh goérevleri
icermeye bagladi bile. Ogretim ydntemleri, amaglanan iletisimsel dil hedefleri ile uyumlu olmali ve bir
o6grenme yolunu mumkun kilmahdir.
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Ozet

Yabanci dil 6gretiminde kullanilan ders kitaplari ve materyaller hazirlanirken Diller icin Avrupa Ortak Basvuru
Metni’'nden (D-AOBM) yararlaniimaktadir. Bu tst metin hem egitim kurumlarinda calisan 6gretmenlere
rehberlik eder hem de 6gretim silrecinde hedeflenen 6grenim kazanimlarinin sekillenmesinde bir gergceve
olusturarak standartlasma ve kurumsallasma anlaminda butlinlUk saglar. Bu c¢alismada, yabanci dil
etkilesiminin saglanmasinda D-AOBM Tamamlayici Cilt'inin yaklasimi ve yeni tanimlayicilarindan aracilik
kavrami boyutu ele alinmistir. ingilizce 7. Sinif ders kitabindaki konugma etkinliklerinin eylem odakli yaklagim
ve aracilik kavrami ile ilgili degerlendirmeleri, kitabin yaklasim ve aracilik agisindan olumlu ve yeterli ancak
kavramsal ve metinsel aracilik yéninden analiz yapma ve sonug ¢ikarma kisimlarinda eksiklikler oldugunu
gOstermistir. Sonuclar konusma becerisinin geligtirilebilmesi ve surdurilebilmesi igin bu yaklagim ve aracilik
kavraminin ders kitaplarinda ylksek oranda bulunmasina bagh oldugunu géstermektedir. Kitabin konusma
ve yazma gibi Uretimsel bolimlerinin aracilik acisindan yeniden yapilandiriimasi ve genisletiimesi dil
o6grenenlerin sorumluluk almasi ve iletisimi sirdirebilmesinde édnemli bir kilit noktasi olusturacaktir.

D-AOBM, Eylem Odakh Yaklagim (EOY) ve Aracilik

D-AOBM , dil d6grenenlerin iletisim iglevlerini yerine getirebilmesi icin kapsamlilik, seffaflik ve tutarlilik
kavramlarinin altini gcizmektedir. Kapsamlilik dil bilgisi, dil becerisi ve dil kullanimini icermektedir. Seffaflik,
bilginin acik¢a formule edilmesi ve kullanicilar i¢in kolaylikla kavranabilecek uygunlukta, net ve ulasilabilir
olmasidir. Tutarlilik ise metindeki bilgilerin belli bir birlik ve buttnlik iginde zihinde yer bulmasi, canlanmasi,
metinde islenen konu etrafinda kaliplasarak sekil almasidir. Kapsamli, tutarli ve seffaf bir dil 6grenme
ve ogretme dizeninin olusturulmasinda D-AOBM , ¢cok amaclilik, esneklik, aciklik, dinamiklik, kullanici
dostu ve kesin yargilari olmayan 6zellikleri doért dil kullanim alaninda (kisisel, kamusal, mesleki ve egitsel)
vurgulamaktadir. TUum bu alanlar akademik ve sosyal baglamda bireyleri iletisimde etkili kildigindan (CEF,
2001; CEFR, 2018; 2020) yabanci dil 6gretimi ders kitaplari icinde ciddi bir yer olusturur. Bu alanlarin olumlu
kazanimlara dénismesinde egitimde son yillarda eylem odakli yaklagim ve aracilik kavramlari dne ¢ikmigtir.

Bir dilin 6grenilmesi ve uygulamasinin gerceklesmesinde dil 6grenenlerin “sosyal aktorler” olarak
degerlendiriimesini benimseyen eylem odakli yaklasim (EQY); bir taraftan iletisimsel boyutu iginde
barindirirken diger taraftan da sosyal boyutu kapsar. Bu yaklasimda, “Dil kullanan ve 6gdrenenler belli
kosullarda, belirli gevrelerde ve eylem alanlarinda, salt dilsel olmayan, bildirisimsel gérevleri Ustlenen toplum
Uyeleri olarak ele alinir” (CEF, 2001, 9; CEFR, 2018, 18; CEFR-CV, 2020, 26). Bu ifade dil 6grenenlerin hem
dilsel hem de dilsel olmayan gorevleri yerine getirmelerinin beklendigini ortaya koymaktadir. Dilsel, sosyo
dil bilimsel ve pragmatik yeterliklerin Gg farkli alaninin iletisimdeki batinlesik olarak kullaniimasidir. Kisaca,
EOY (CEF, 2001; CEFR, 2018; 2020) dil 6grenen sosyal aktorlerin asagidaki 6zelliklere sahip olmasini
benimser:

« Kilturel ve dilsel gesitlilige deger vermesi,

« ihtiyaclarini, dilsel-kiiltirel deger ve deneyimlerini sosyal ve egitim ortaminda paylasmasi,
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 Karsilikli anlayis gostermeyi basarmasi,
+ Sahip olduklan dilsel-kultirel varliklari daha ileriye tagimayi gelistirmesi,

» Sadece dilsel gorevleri yerine getirmesini degil, belirli durum ve ortamda sosyal goérevlerini yerine
getirmesi,

» S6z edim ve sahip olunan becerilerini belli bir sonuca ulagsmak icin stratejik bir sekilde harekete gecirmesi,
+ Sahip oldudu bilissel, duyussal, devinimsel kaynaklari ile tim yeteneklerini dikkate almasidir.

D-AOBM ’'de “Aracilik” toplumsal ve bireysel boyutu birbirine baglayan bir kavram olarak ele alinmistir.
Boylece, dil 6grenimindeki bireysel ve sosyal boyutlar arasindaki bag buttnlestirilmistir. Yani anlamin
yeniden yapilandiriimasinin ¢ok 6tesine gider. Kisaca, bireysel ve sosyal diizeyde dil 6grenme arasindaki
anlik iletisim ve etkilesimde anlamin yeniden yapilandiriimasi s6z konusudur. Yani dis faktérli kavramsal
bir durumun farkli 6zellikler tasiyan bireyler arasinda yorumlanmasi ya da filtre edilmesi durumudur (North
ve Piccardo, 2016: 6, 12). Aslinda, D-AOBM sosyal aktorlerin konugsma veya uretimleri sirasinda sosyal
boyutlari nasil algiladiklarini ortaya koyarak araciligin i¢sel bir sekillenme oldugunu belirtir. Bu durum bile
araciligin tguncu bir kisi tarafindan yapilmasini gerekli kilar (North ve Piccardo, 2016: 11-12). Aslinda aracilik
sadece farkl goris ve yorumlama ile sinirlandirilamaz. Dil bilimsel, kiltlrel, sosyal ve pedagojik aracilik
olarak dort farkli alandan olusur (North ve Piccardo, 2016, s. 6) ve asagidaki sekilde betimlenmektedir.

Dil Bilimsel Aracilik: Diller arasidir. Ozellikle geviri ve yorumun nasil yapilacagi, bir bigimdeki metnin diger
bir yapiya nasil donustirilebilecegi anlamina gelir. Hedef dil ve kaynak dilde de olabilecegi icin dil-igi
boyutunu da kapsar. Bilginin transferi sirasinda mimkun oldugunca dil yapilarinin Gzerine odaklanilir. Diger
bir dil bilimsel aracilik ise ¢ok dilli/uluslu siniflarda farkh dillerin esnek kullanimidir. Ornegin ¢ok dilli/uluslu
siniflarda tek bir dilde aktarimin yetersiz olmasi durumunda tiim 6gdrencilerin katilimini saglayacak herhangi
bir metni 6grencilerin asina oldugu baska bir dilde agiklama, 6zetleme, netlestirme ve genisletmedir (North
ve Piccardo, 2016: 13). Kisaca, dil dgrenenler agisindan dil bilimsel esneklik saglar.

Kultarel Aracilik: Kaynak dilden hedef dile gegis aslinda kaynak kultirden hedef ya da diger kultur(ler)e gegis
demektir. Kultlrel farkindalk dil ici oldugu kadar diller arasi ve kultlrler arasidir. Dil 6gretiminde sunulan
metinlerin bigim ve ¢esitliligi arasindaki bagi géstermenin yani sira toplumun kultlir semsiyesi altinda sosyal
alt kulturleri de kapsar (North ve Piccardo, 2016: 13).

Sosyal Aracilik: Dil, insanlarin neden birbirlerini anlamadiklarinin sebebi olamaz. iletisim zorlugu; farkli
bakis acisi ve beklentilerden, davranislari farkli yorumlamadan kaynaklanabilir. Boyle bir durumda, araci da
bu yanlis anlamalarin Gstesinden gelen ve boslugu doldurmaya ¢alisan yardimci kisi rolinu Ustlenir. Bunun
yani sira, bir metnin anlagilir olusturulmasina da aracilik edilebilir. Metnin anlasiliriginin zorlugu dilden degil,
deneyim veya bilgi eksikliginden, alana yakinlik eksikliginden kaynaklanabilir (North ve Piccardo, 2016: 14).

Pedagojik Aracilik: Farkl diller g6zle gorulir derecede kendine 6zgl pedagojik kiltlire sahip olsa da, egitimde
genellikle 6gretmen merkezli ve is birlikgi 6grenim bilesenini tercih etmektedirler (North ve Piccardo, 2016:
15). Sinif ortaminda iligkileri ve uyumu olusturmak, etkilesimi diizenlemek, bireyleri bir araya getirmek ve
gorev almalarini saglamak, sorunlari ortadan kaldirmak veya ¢ézmek gibi durumlara oldukga fazla zaman
harcandigi bilinmektedir. Bu durumun ortadan kalkmasi igin pedagojik aracilik Snemlidir. Pedagojik aracilikta
bilissel aracilik ve ig birlik¢ilik olusturulur, 6grenenlerin yaraticiligini saglamak i¢in dizenleme yapilir.

Bu dort grubun iletisimsel boyutunun saglanmasi ve aracilik dl¢cedinde (metinsel, kavramsal ve iletisimsel)
blatlnlestiriimesi ders kitaplarinin islevini artiracaktir. Metinsel aracilik, ¢ogunlukla dil bilimsel, kdltlrel,
anlam bilimsel ve teknik engeller dolayisiyla metne ulasimi olmayanlara ya da dil 6grenenlere metnin
icerigini aktarmadir. Kavramsal aracilik, dil égrenenler i¢cin dogrudan alamadiklari kavram ve bilgiye
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ulagmay! kolaylagtiran bir islemdir. Anlami/kavrami yapilandirma ve detaylandirma ile kavramsal bilgi
degisimi ve gelisimi sartlarini harekete gegirmek ve kolaylastirmak gibi iki tamamlayici yonu vardir. Boylece
bireyler deneyimlerindeki eksiklikleri bu aracilik ile giderirler. iletisimsel aracilik, iletisimi saglikh kilmak
icin bireysel, sosyo kultlrel, sosyo dilbilimsel ve dugtnsel farkhliklari olan dil dgrenenler arasinda basarih
iletisimi sekillendirme ve karsilikli anlayisi kolaylastirma ve anlagsmazliklari ortadan kaldirmadir (North ve
Piccardo, 2016: 30). Bu gruplandirmalardan da anlasilacagi gibi aracilik anlami yeniden yapilandirmaktan
ayni kavramsal ortami paylasan ancak farkli yorumlama ve algilamaya sahip iki kisi arasindaki iletisimsel
araciliga kadar ¢ok degisik 6zellikleri icerir (CEFR, 2016: 20; CEFR-CV:10).

Yabanci Dil Ogreten Ders Kitaplari, Eylem Odakli Yaklagim ve Aracilik

Ogrenme ortamlarinda yabanci dil 6§reniminin etkin hale getiriimesinde 6gretmenin kullandigi yéntem disinda
ders kitaplari ve materyalleri de vazgecilmez kaynaklardir. Ogrenme ve ddretme siirecinde 6grencilerin
neler égrenecegdini, 6gretmenlerin neler 6gretecedi konusunda rehberdir. Ancak, sadece dil becerilerini
harekete gegirecek etkinlikler sunmaz, baska ozellikleri de barindirmasi gerekir. Dil 6greniminde kaynak
kultarin kaltdrel ve dilsel kimligini korumasi; iletisimi ve karsilikh anlayisi gelistirmesi; tahammadalsizIik ve
irkcilikla micadele etmesi nedeniyle kilturel 6geler desteklenmelidir (CEFR 2001: 3). EOY’de temelde bireyi
esas alinmasina ragmen onlara sorumluluk duygusu verme, 6grenme ortaminda aktif kilma, ihtiyaclarina
cevap verme, dilsel kazanimlariyla gereksinimlerini értistirme, 6n 6grenmelerini gergeklestirme ve kulturel
birikimlerini g6z ardi etmeden sosyal bir aktor oldugunu hissettirmektedir. Delibag ve Agildere (2019:
277) ders kitaplarinin EOY’ye gore “Ogretme”, “Ogrenme” ve “Degerlendirme” olarak siniflandirildigini
belirtmektedir. Ancak bu ¢alismanin amaci, D-AOBM igerisinde yer alan eylem odakl yaklasim ve aracilik
tanimlayicisinin ders kitaplarinda ne kadar yer aldiginin belirlenmesi oldugundan sadece “Ogretme” ve
“Ogrenme” boyutlari ile sinirlandiriimis ve aracilik alt gruplari ile tablolara dénustiiriiimis ve degerlendirme
yapimistir.



OGRETME

OGRENME

DEGERLENDIRME

Beceriler: Dort dil becerisinin yaninda dil bilgisi, sesletim ve kelime olmak Gzere G¢ alt beceriye yer
verir.

Asamalilik ilkesi esastir. Basitten karmasiga dogru giden 6grenmelerde 6grenenlerin dnceki bilgile-
riyle 6grendikleri bilgiler harmanlanarak bir sonraki 6grenmelere ihtiya¢ olusturulur.

Klasik yaklagsimdan farkli olarak dil bilgisi 6gretimi ortik bir sekilde yapilir. Kurallardan ziyade anlam-
lar Gzerinde durulur.

Kelime 6gretimi baglamsaldir. “Sézcuklerin anlamlari yoktur, kullanimlari vardir.” ilkesini esas alir
(Guiraud, 1984, s.19)

Ogretmenin rolii grenenlerle birlikte hareket etmek, onlarla is birligi halinde olmak veya gerekli alt
yaplyl olusturduktan sonra gorevleri gergeklestirmelerine olanak saglamaktir. Bilgiyi anlatmaktan
¢ok ona nasil ulasabileceklerine aracilik etmektir.

Ogrenim ortamlari: Yaparak yasayarak 6grenme ilkesinden hareketle sinif ici 6grenmeler kadar sinif
dis1 6grenmeler de 6grenme slrecinin bir parcasi olarak goérultr (Glinday, 2015, s. 132)

icerik: Ogrenenlerin ihtiyaclari yerine getirmeleri gereken gdrevleri, gérevierde dersin igerigini
belirler.

Ogrenme giktilarindan gok 6grenme siireclerine ve slireg igerisinde dJrenilenlere odaklanir.

Ogrenen 6grenme siirecinin sorumlulugunu alr. Ogrenenler siireg igerisinde otonom yani 6zerktirler.
Bu 6zerklik onlara 6z yeterlik ve 6z guven kazandirir.

Eylemler: iletisimi belirleyen eylemlerdir (Puren, 2006) ilkesinden hareketle dilsel géstergeler bag-
lam icerisinde anlamli hale getirilir. Eylemler gbsteren ve gosterilen arasindaki nedensiz olan iligkiyi
ogrenenlerin zihinlerinde anlamli kilar.

Ogrenen: Kendi 6gretim siirecinin sorumlulugunu alan dzerk bireylerdir. Ogrendigi bilgi ve edindigi
becerilerin bilincindedir.

Gorevler: “Cozllecek bir problem, yapilmasi gereken bir zorunluluk ya da ulasilmasi gereken bir
hedef baglaminda istenen sonuca ulasmak icin bir birey tarafindan gerekli gorilen amach eylem
olarak tanimlanabilir. Bu tanim, bir gardirobu tasimak, bir kitap yazmak, bir s6zlesme gortismesinde
belirli sartlari elde etmek, iskambil kagidi oynamak, bir lokantada yemek ismarlamak, bir yabanci dil
metnini gevirmek ya da grup calismasi yoluyla sinif gazetesi ¢cikarmak gibi genis bir eylem yelpaze-
sini kapsar.” (AOBM, 2001, s.7) Kisacasi dilsel imgeler tasidigi varsayilan anlamlarla degil kurdugu
oruntulerle anlamlandirilir.

Etkinlikler: GunlUk hayattan alinmis metinler, videolar, sarkilar gibi ¢esitli didaktik ve/veya otantik ttir-
den materyalleri kullanarak 6grenenleri hatirlama, anlama, uygulama, ¢6zimleme, degerlendirme
ve yaratma basamaklarindan gegirme aracidir.

Edince odaklandigi kadar edime de odaklanir.

Ogretilen dil ile toplumda konusulan dil aynidir. Dilin toplum dil bilimsel ve edimsel boyutunu
soyutlamaz.

Kullanimsal bilgiye 6ncelik verir. Durumsal 6gretimden ziyade anlamsal 6gretime yer verilir.

Grup ici 6grenme: Verilen gdrevlerin daha hizli ve etkilesimli olarak yerine getiriimesi i¢in grupla
o6grenme 6n plandadir. CUnkl 6grenene etkilesim sirecinde her zaman bir baskasina ihtiya¢ duy-
maktadir.

Degerlendirme: Gergeklestirilen s6zlU veya yazili gorevlerin 6gretmen tarafindan duzeltilip donat
verilmesidir.

Oz degerlendirme: Gergeklestirilen sdzlii veya yazil gorevlerin, kazanilan dilsel yeterliklerin érenenin
kendisi tarafindan degerlendiriimesidir.

Akran degerlendirmesi: Grup i¢i gerceklestirilen ¢calismalarda 6grenenlerin kendi aralarinda birbirle-
rini degerlendirmeleri hem motivasyonu hem de kargilikli hoggoruyu artirir.

Otonomi: Ozerklik bu yaklagimda dili égrenenlere sorumluluk duygusu kazandirir. Bir bitiine ait
olma ve aktif olma imkani saglar.
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Tablo 1.’de ders materyallerinin EOY’ye gore 6gretme, 6grenme ve degerlendirme alt basliklari verilmektedir
(Delibas ve Agildere, 2019: 277). Ogretme on alt bagliktan, dgrenme yedi alt basliktan ve degerlendirme ise
dort alt basliktan olusmaktadir. Ancak bu ¢alisma sadece 6gretme ve dgrenme boyutuyla sinirlandirilarak
yapilan analizler Tablo 2.’de sunulmustur.

Tablo 2. ingilizce 7. Sinif Ders Kitabl Konusma Etkinliklerinde Eylem Odakli Yaklagim

MEB, INGILIZCE KIiTABI, 7.SINIF, 1-10 UNITE
EYLEM ODAKLI YAKLASIM
OGRETME (EYLEM ODAKLI YAKLASIM) f %
1. Asamalik ilkesi 8 | 80.0
2. Ortuk Dil bilgisi Ogretimi 9 90.0
3. Baglamsal Kelime Ogretimi 7 | 70.0
4. Gorevi Gergeklestirme 10 | 100.0
5. Yaparak Yagayarak Ogrenme 3 30.0
6. Ogrenme Siireci 10 | 100.0
7. Otonom Ogrenme 9 | 90.0
8 Qgrenilenlerin Zihinde Anlam Bulmasi (Gosteren Gosterilen 10 | 100.0
lligkisi)
9. Sorumluluk 10 | 100.0
OGRENME (EYLEM ODAKLI YAKLASIM) f %
1. Ogrendigi Bilgi ve Becerilerinin Farkina Varma 10 100
2. Dilsel imgelerin Tagidigi Anlamlar 9 90.0
3. Ekinliklerin Hatirlama Basamag 8. 80.0
4. Etkinliklerin Anlama Basamagi 10 | 100.0
5. Etkinliklerin Analiz Yapma Basamagi 3 30.0
6. Eding Farkindaligi 10 | 100.0
7. Edim Farkindaligi 9 90.0
8. Pragmatik 10 | 100.0
9. lIslevsel Bilgiyi Kullanma 10 | 100.0
10. Grup igi Ogrenme 8 | 80.0
Toplam 163 | 100.0

Tablo 2, ingilizce 7. Sinif ders kitabinda on tnitede yer alan konusma etkinliklerinin EQY agisindan analizini
goOstermektedir. Bu sonuclara gére, 6gretme alt basliklarindan gérevleri gergeklestirme, 6grenme sireci,
ogrenilenlerin zihinde yer bulmasi ve sorumluluk duygusu tam olarak yer alirken ortik dil bilgisi 6gretimi
ve otonom yuiksek oranda (%90), asamalilik ilkesi (%80) ve baglamsal kelime dgretimi sinirli olarak (%70)
gorunmektedir. Yaparak yagayarak 6grenmenin yeteri kadar Unitelerde yer bulmadigi (%30) sonucuna
ulasiimistir. Ogrenme alt-basliklarindan birgcogunun EQY &zelliklerine gére tasarlandigi (bilginin farkina
varma, anlama, eding, pragmatik ve iglevsel bilgiyi kullanma %100; imgeler ve edim %90; hatirlama ve grup
ici 6grenme %80) ancak etkinliklerin analiz yapma basamaginin diguk oranda (%30) kaldigi gorilmektedir.
Asagida verilen Tablo 3 ise ingilizce 7. Sinif ders kitabinin on (initesinde yer alan konusma etkinliklerinin
aracilik sonuclarini vermektedir.



Tablo 3. ingilizce 7. Sinif Ders Kitabi Konusma Etkinliklerinde Aracilik Kavrami

MEB, INGILIZCE KITABI, 7. SINIF, 1-10 UNITE
DILSEL ARACILIK Konugma Etkinlikleri (Let’s Speak)
KAVRAMSAL ARACILIK
A-Grup iginde Is birligi f %
1. Grup icinde anlam olusturmada is birligi 8 57.14
2. Akranla etkilesimde is birligini kolaylastirma 8 57.14
B-Grup Calismasina Liderlik Etme
3. lletisim yénetmede onciiliik etme 9 64.28
4. Kavramsal sohbetlere yoneltmede cesaretlendirme 5 3571
ILETISIMSEL ARACILIK
5. Cok kultarulik alanini kolaylastirmak 4  28.57
6. Arkadaslar arasinda araci gorevi lustlenme 3 2142
7. Hassas konularda ve anlagsmazliklarda iletisimi kolaylastirmak 1 714
METINSEL ARACILIK
8. Belirli bilgilerin aktarimi 10 71.24
9. Verilerin aktarimi (Grafik, diyagram, tablo vb.) 6 4285
10. Metni ¢6zimlenmesi/islenmesi 3 2142
11. Yazili metnin ¢evrilmesi - 0.00
12. Not almak (ders, toplanti, vb ) 3 21.42
13. Yaratici metinlere (edébi eser danhil) bireysel tepki verilmesi 2 14.28
14. Yaratici metinlerin (edébi eser dahil) analiz ve elestirisinin yapilmasi - 14.28
Toplam 62 100.00

Tablo 3. ingilizce 7. Sinif ders kitabindaki on (initede yer alan konusma etkinliklerinin aracilik (kavramsal,
iletisimsel ve metinsel) oranlarini géstermektedir. Sonuclarina gére, kavramsal aracilik alt-basliklarindan grup
¢alismasina liderlik etmenin iletisim yénetmede dnculiik etme %64.28 olarak gorinlrken cesaretlendirmenin
disuk duzeyde (%35.71) kalmistir. Grup iginde is birligi alt-bashgindan anlam olusturma is birligi ile akranla
etkilesimde is birligini kolaylastirmanin sinirli ve esit (%57.14) oraninda yer aldigi sonucuna ulasiimigtir.
iletisimsel Aracilik konusunda ise oranlarin diisiik (gokkiiltiirliilik %28.57; araci gorev istlenme %21.42;
hassas konularda iletisim %7.14) oldugu goéruimektedir. Metinsel aracilik sonuglarinda belirgin bilgilerin
aktarimi en yuksek dizeyde iken metnin igslenmesi ve not alma konulari sinirli oranda kalmistir. Ancak
metinlerin analiz ve elestirisinin yapilmasinin hi¢ yer almamasi dikkat ¢ekicidir.

Sonug ve Oneriler

Alan yazinda sayisiz ¢calisma dil 6gretiminde ders kitaplarinin etkin yaklagim ve dneriler ile desteklendiginde
olumlu sonuclar verdigini ortaya koymaktadir. Bu galisma, ingilizce 7. Sinif ders kitabindaki konusma
etkinliklerinde EQY ve aracilik olgusunun ne dlgiide bulundugunu incelemek lGzere yapilmistir ve aracilik
konusma ve yazma gibi Uretimsel becerileri kapsadigindan sadece konugsma bdlimu ile sinirlandiriimistir.
EQY sonuclarina goére “goérevi gerceklestirme”, “6grenme slreci”, “zihinde anlamlandirma” ve “sorumluluk
duygusu” oldukca etkin olarak yer almistir. “On bilgileri sunma” ve “otonom égrenme” konusunda da yeterli
olmasina ragmen “asamalilik ilkesi”, “6rtuk dil bilgisi 6gretimi” sinirl dizeyde kalmistir. Halbuki bu 6zellikler
EQY icin dnemlidir ve bilgilerin batlnlestiriimesi ve tamamlayicilik ilkesi agisindan etkin sekilde yer almaldir.

Ancak iletisimi dogrudan etkileyen “baglamsal kelime o6gretimi” ve “yaparak yasayarak 6grenme” yeterli
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oranda degildir. Ogrenme sirasinda bilgilerin hatirlanmasindan ziyade iletisimin sirdirilebilmesi igin zihinde
islem yapma, gerekli bilgileri cagirma ve kullanma bireyi etkileme ve ikna etme anlamanin 6tesindedir.
islevsel bilgiyi kullanmak icin EQY etkin bir sekilde ders kitaplarinda yer almaldir. Ciinkii EQY bireylere
sorumluluk duygusu alma ve sosyal ortamda aktif sekilde dilsel kazanimlarini ortaya koyma sorumlulugu
vermektedir. Bu yonulyle etkilesimsel yaklasimdan ¢ok daha etkilidir ve sosyal baglamda etkilesimi dogrudan
etkiler.

Araclilik ise eylem odakli yaklagimin Gretime donusturiimesini etkinlestirir. Konusan ile konusulan arasindaki
anlamlandirmanin dogru ve eksiksiz gergeklestirimesini saglar. Aracilik kavramlari ile ilgili sonuglar ingilizce
7. Sinif ders kitabinda yeterli verileri barindirmasina ragmen etkili etkilesimin olusmasinda bazi konularda

LT3

(“cok kaltarlalik”, “akran arasinda araci olma”, “hassas konularda iletisim”, “metnin islenmesi ve ¢evrilmesi”,
‘not alma”, “metne tepki verme” ve “elestiri yapma”) eksik kaldigr goéralmastir. Bunun nedeni konugma
etkinlikleri bolimlerinde iletisimsel aracilik unsurlarinin yonergelerde (“Fotografa bakiniz ve onun hakkinda
konugunuz.” ifadesi “Kimlerle?/Kiminle?, Ogretmen!/Akran!” vb. sorulari akla getirmekte ve sinifta dgretmenin
sinif yonetimi glcunu zayiflatabilmektedir.) daha detaylandirici sekilde veriimemesidir. Aracilik kavraminin
icsellestirilebilmesi icin bireylerin sadece bir bilginin baska bir bilgiye donustirdlmesi olmadigini anlamasi
gerekmektedir. Edim sdzler/sdz 6bekleri her iki birey arasinda her an farkli anlam tasiyabilir ve bu farki
yaratan da bireylerin deneyimleridir. Dolayisiyla etkinliklerin ydonergelerinde amag net sekilde belirtildiginde
ve iletisimde yer alacak s6z dbekleri verildiginde sézlu Uretim daha kolay ve etkili sekilde elde edilebilir. Bu
nedenle kitaplarin zihinlerde soru isareti birakmayacak aciklikta olmasi araciligin da saglkli yapiimasiyla
sonuglanacaktir. Etkilesimin saglikli kilnmasi i¢in ders kitaplari tasarlayan ve hazirlayanlar, 6grencilerin 6n
ve yeni bilgilerini etkin hale getirecek cesitli etkinlikler yaninda yonergelere de énem vermeli ve U¢ aracilik
kavramini icerecek sekilde metin ve etkinlikleri hazirlamaldir. Ancak analizler bu konuda kitabin konusma
etkinliklerinin yetersiz kaldigini gostermektedir. S6zIu uretim ve etkilesimin saglikli yerine getirilmesi icin
asagidaki onerilerin de g6z 6nune alinmasi gerekmektedir.

» Ders kitaplarinin Unitelerindeki tim etkinlik yonergelerinin EOY ve aracilik becerilerini kapsayacak
sekilde yeniden gézden gegirilerek genisletilmesi,

* Aracilik becerilerinin (Okuma+Dinleme, Konusma+Yazma) islevsel sozcuklerle (baglacglar, sézclklerin
bicimbirimsel yapilari ve cesitlilikleri) daha ¢ok desteklenmesi,

» Cikarimlarin sadece metne bagl degil, kavramsal ve iletisimsel boyutlarinin 6grenci farklliklarina gére
cesitlendiriimesi,

 MEB, TTKB Ders Kitabi Yazma Komisyonlarinin diginda ders kitaplarindaki bigcimsel gorinus, bilimsel
icerik ile dil ve anlatim kazanimlarinin aracilik boyutunun (deneyimli akademisyenler, materyal tasarimcilari,
alan 6gretmenleri) paydaslarla is birligi yapilarak ortaya konmasi,

« Standart materyal degerlendirme Olceklerin gelistiriimesi ve hazirlanan materyallerdeki her bir maddenin
(kazanim, amagclar, becerilerin butlinlesik uygulanmasi, ilkeler, s6zcik dagarciginin dizeye gore
siniflandiriimasi vb.) dogrultusunda yeniden degerlendiriimesi ve gerekli dizeltmelerin yapilmasi,

» Her dizey icin standart s6zcik sayisinin sistemli artirilarak (1.000, 3.000, 5.000 vb.) olusturulmasi ayni
dizeyde ayni tir bilgilerin kazaniimasi ve Uretimlerin saglikli yapilmasi agisindan édnemlidir.
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ETKINLIK OLARAK DiL VE EYLEM ODAKLI YAKLASIM: DiL EGITiMi iCiN CIKARIMLAR
Prof. Dr. Enrica PICCARDO

OISE- Toronto Universitesi
Ozet

Bu bildiri, dil egitiminin dogrusal bir goristen, 6grenenin araci olusunun merkezde oldugu yerlesik ve
karmasik bir goriise gecisini temsil eden eylem odakh yaklasima dahil olan teorik gelismeleri (6rnegin,
karmasiklik teorisi, sosyo kiltlrel teori, ekolojik yaklagsim, aracinin sosyo biligsel teorisi) 6zetlemektedir.
Karmasik gdrevleri tamamlamadaki eylemlerinde sosyal aktdrler, iletisimsel dil yetkinlikleri ve stratejileri
ile birlikte genel yetkinliklerini (sosyal, duygusal, bilissel, kiltirler arasi vb.) birlestirip harekete gecirerek
kendileri ve digerleri icin aracilik ederler. Eylem odakli yaklagim, tanimlayicilari her birinde bir dizi adimin
(farkl yetkinliklere ve etkinliklere odaklanan) genellikle bir yapi veya performansin olusturulmasini kapsayan
nihai bir gérevle neticelendirildigi moddlleri gelistirmek icin somut 6grenme hedefleri olarak kullanmaktadir.
Somut 6grenme amaglari, 6gretmenlerin dinamik ve déngisel bir sirecin hazirlik asamalari boyunca net
ileri bildirim ve geri bildirim vermelerine yardimci olmaktadir.

1. Eylem Odakli Yaklagim: Goriiglerin Degisimi ve Tiimevarim Gelisimi

Diller icin Avrupa Ortak Basvuru Metni (D-AOBM , Avrupa Konseyi, 2001) Eylem Odakl Yaklasima (EQY)
oncluluk etmistir ancak Piccardo ve North’a (2019) kadar yaklasimin kuramlasmasi s6z konusu olmamistir.
Sonraki yillarda kiglk ¢apl pratik bir ydonlendirme olmussa da (Bourguignon, 2010; Piccardo, 2014) EOY
esas olarak uygulayicilarin timevarim deneme sirecleriyle geligtirilmistir. Yakin zamanda yayinlanan
D-AOBM’nin Tamamlayici Cilt'i (Avrupa Konseyi, 2020), klasik iletisimsel yaklasimdan gozle goérulur bir
sekilde uzaklasarak, EOY’nin pedagojik gortsinua gelistirip genisletmektedir.

1.1. Uygulamalarin Yankilari

Kanada ve Isvigre’deki D-AOBM uygulamasini karsilastiran yeni bir proje (Piccardo, Kuzey ve Maldina,
2019), EOY’nin bazi baglamlarda iyi bir sekilde uygulandigini, ancak 6gretmenlerin genellikle hem D-AOBM
hem de EQY ile ilgili asinaliklarinin ve bilgilerinin eksik olmasi kapsamli hizmet ici egitimleri gerektirmistir:

Ogretmenlerden eylem odaklinin ne oldugunu agiklamalarini istedigimde, ¢ogunlukla agiklayamiyorlar.
Ancak onlari gbzlemlerken, bunu uyguladiklarini gériiyorum. Bir tanitim igin siniflarimizin videosunu
cekip izledigimizde &gretmenlerin nasil 6grettigini gbrmek mimkdiin olacaktir. Yaklasim oldukga 6grenen
odaklidir. Ogretmen rehberlik etmek icin vardir ancak édrenciler ok etkindir. Ogrenciler gok sayida oyunu,
proje galismasini, projelerini birlikte hazirlayip sunabilecekleri ¢evrim i¢i sinifi kullanirlar. Daha ¢ok ilgili
hissetmek igin kendileri ve kisisel alt yapilari hakkinda konugabilirler. Materyaller oldukg¢a 6zgdinddr, bizim
icin durumlarin gergekgi olmasi 6nemlidir. (11-CAN)

Ogretmenlerin bu (eylem odakli) yaklasima daha fazla maruz kalmasi gerekir. Bu yaklasim su anda hizmet
ici egitimde ele alinmamigtir. (15-CAN)

1.2. Dogrusaldan Karmasik Bir Goriige

Geleneksel olarak iletisim ve dil 6grenimi dogrusal olarak gérulmustar: Bir mesaji aktarmak ve ona ait bilgiyi
sonradan sinifdisindakullanmakigin sinifortaminda 6grenin. Bu geleneksel yaklagim, dgretilenin 6grenildigini
ve ogrenenlerin sinif uygulamalarindan gercek iletisime sonradan gegebilecedini varsaymaktadir. Gergek
¢ok daha karmasiktir. Simdi, hem iletisim hem de dil 6grenimi karmasik birer olgu olarak gdrtlmektedir.
Ozellikle sinif, égrencilerin icerik ve iletisimi (beraber) yapilandirmayi égrendikleri gergek bir sosyal
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baglam olarak gorilmektedir. Bundan bagka, dil 6grenim strecinde 6grenenlerin butin dilsel ve kultirel
repertuvarini (Busch REFs) icerdigi anlasiimaktadir. Bunun iki pratik etkisi vardir: ilki 6grenenin ana dili ve
diger dilleri ders slresince her zaman varligini géstermesi (Dendrinos, 2013; Kénigs, 2015); ikincisi ise dil
ogrenimi kiginin yagam boyu yoriingesinde asla bitmemesidir.

Piccardo ve Kuzey'de (2019) agiklandigi gibi, ¢cok sayida teorik girdi, batlnlestirici ve yapici eylem odakli
yaklasim kavramina dogru gitmektedir. Bunlardan ilki, karmasiklik teorileri (Larsen Freeman, 2017;
Larsen-Freeman & Cameron, 2008) ve sonradan eylem temelli 6gretimi savunan (Van Lier, 2007) ekolojik
yaklasimin (Van Lier, 2004, 2010) birbiriyle baglantili gériisiidir. ikinci akim, Vygotsky’'nin égrenmenin
sosyal, is birlik¢i bir baglamda gercgeklestigine ve daha sonra bireysel bir yansima sureciyle pekistirildigine
dair bakis acisini izleyen sosyo yapisalci ve sosyokiiltirel dgrenme teorileridir (Lantolf, 2000; Lantolf &
Poehner, 2014). Son olarak ve en dnemlisi, bir sosyal aktor olarak 6grenen kavramiyla EQY, sosyo biligsel
araci teorisinden etkilenmektedir (Bandura, 1989, 2001). Araci olma; amaclilik, planlama, otokontrol ve
yansitmayi icermektedir.

1.3. D-AOBM’nin Katkisi

D-AOBM ’nin ortaya ¢ikmasindan dnce 6grenenin imaji, dilin klasik dort beceri bolimini takip ederek
s6zIU (dinleme ve konusma) ve yazili (okuma ve yazma) bicimde mesaj gonderen ve alan konusan/
dinleyen idi (Lado, 1961). 1970’lerde ve 1980’lerde iletisimsel yaklagsim ortaya ¢ikinca dogruluk Gzerindeki
geleneksel odagi dengelemek icin akicilik kaygisini dahil ederek dort beceri modelini korumustur (Brumfit,
1984).

D-AOBM, 2001 betimleyici semasiyla (simdi alimlama ve Uretim olarak kavramsallastiriimis) dért beceriye
dil etkinliginin iki buttinlesik bigimi olan etkilesimi ve araciligi ekleyerek dne ¢cikmistir. D-AOBM’de etkilesime
vurgu yapilarak égrencinin rold, dilin sosyal kullanimina odaklanilarak gelistiriimektedir. Ogrenen, bireysel
(yani dahili) baglama ek olarak sosyal (yani dis) baglamla baglantilh bir katihmcidir. Ayrica, D-AOBM
2001’de aracilik esasen diller arasi bir iletisim etkinligi olarak tanitiimis ancak gelistiriimemistir. Ancak
Piccardo’nun (2012) isaret ettigi gibi D-AOBM tanimlayici semasi, araciligi dolayl olarak kavramsal
modelinin merkezine yerlestirmigtir.

D-AOBM ’nin yeni guncellenmis ve tamamlayici versiyonu olan D-AOBM Tamamlayici Cilt (Avrupa
Konseyi, 2020), 6grenenin aracilik icinde anlami (birlikte) yapilandiran ve bu sirecgte tim kaynaklarini
harekete geciren bir sosyal aktér olan 6grenen vizyonuna vurgu yaparak D-AOBM 2001’de tanitilan
yenilik¢i kavramlarin birgoguna 1sik tutar ve bircogunu daha da gelistirir. Eylem odakli yaklasim, iletisimsel
yaklasimdan temel olarak 6grenenin sosyal durumlardaki araci olusunun énemi (sosyal — aktor) ile ilgili
olarak farklilik gosterir. iletisimsel yaklasim, eylem odakli yaklasima basamak olarak eklenebilecek pek
cok yon gelistirmigtir. Dil ile ilgili olani degil de dili 6grenme, gergek yasam durumlarinda anlaml hedef
dil kullanimi, sadece dil bilgisinden ziyade iletisimsel islevler, 6zgin materyaller ve son olarak énemli
ikili ve grup calismalari érnek olarak verilebilir. Piccardo’nun (2014) belirttigi gibi eylem odakl yaklagim,
yukarda belirtilen yonlere 6grenenin tum dilsel yetkinliklerine ek olarak, butin genel yetkinliklerini (biligsel,
duygusal, kiltirler arasi, mesleki vb.) harekete gecirmeye tesvik eden gorevlere odaklanmayi ekler. Bu,
kilturler arasi farkindalik ve ¢ogul dillilik igin merkezi bir konum anlamina gelir. Ek olarak, égrencinin
aracl olusunu gelistirmeye, 6gretmen, 6grenci ve akranlari tarafindan olumlu degerlendirme igin var olan
kilit rolle birlikte, planlama, uygulama ve kendi kendini kontrol etmenin oldugu stratejik, stre¢ odakli bir
tasarlama /yeniden tasarlama déngusiinde hareket edebilme becerisine odaklanma da s6z konusudur.

iletisimsel ve eylem odakli yaklagim arasindaki temel farkliliklar Tablo 1’deki gibi dzetlenebilir.



Tablo 1. iletisimsel ve Eylem Odakli Yaklagim Arasindaki Farklar (Sonradan Bourguignon, 2010 tarafindan
gelistirilen)

Temel amag: Fonksiyonel ve Temel amag: Sosyal (baska bir dilde etkin olma; ortak

iletisimsel (yabancl/ikinci bir dilde bir hedefe ve ugrasa erismek igin harekete gecme)

iletisim kurma)

Dilsel zorluk derecelerine gore Artan zorlugu olan gorevler, odak olarak yalnizca

ayarlanmis dil odakli gérevler dilsel olmayan stratejik karar verme sureglerini isaret
eden problem ¢ézme durumlari

Dart dil becerisi: dinleme, konusma, iletigimsel etkinligin doért modu: alimlama, uretim, et-

okuma, yazma kilesim, aracilik

Dil, dil becerileri ve yapabilme bilgisi,  Aktarim, stratejik harekete gegme ve yetkinliklerin

iletisim stratejileri birlesimi (savoir agir)

Dil hedefi: Dilsel bilgi (savoirs) ve Dilsel olmayan hedef: bir gérevi basarma

beceriler (savoir-faire)

2. Geligen Durumlu ve Aracili Bir Etkinlik Olarak Dil

Dil sadece bir bilgi birikimi degildir ya da basli basina bir amaci iletmek anlamina gelmez. Baskalariyla
bilgi, hosumuza giden ve hoslanmadigimiz seyleri paylasmak i¢in konusuruz; gtincel olaylar hakkinda bilgi
edinmek, bizim veya arkadaslarimizin aile ge¢cmislerini 6grenmek icin bir anlati dinleriz; bir proje toplantisi
icin bir giindem duzenlemek veya akrabalarimizi en son haberlerimizden haberdar etmek gibi belirli bir
amag icin e-posta kullaninz. Bu érneklerin gosterdigi gibi dil bir etkinliktir, yaptigimiz bir seydir ama daha
da dnemlisi birlikte yaptigimiz bir seydir:

“Dil (yaziliyken bile) her seyden 6nce sdylesimsel ve 6zneler arasi bir etkinliktir. Dil; eylemleri, algilari ve
tutumlari koordine etmemize, deneyimleri ve planlari paylasmamiza ve farkl zaman 6lgeklerinde karmasik
sosyal iligkiler kurmamiza ve surdirmemize izin veren bir etkinliktir.” (Fusaroli, Gangopadhyay & Tylén,
2014, s. 33, benim vurgum)

Dili bir varlik olarak gérmekten bir etkinlik olarak gérmeye gecmek, aracili bir bakis agisini benimsemeyi
gerektirir. Aracilik, tim bilginin (birlikte) yapilandirilma ve yeniden yapilandiriimasinin merkezinde yer alir.
Aracilik yoluyla bireysel ve kolektif olanla biligsel ve sosyalle olanin baglantisini gérebiliriz. Vygotsky’nin
gOsterdigi gibi tim ileri zihinsel iglevler, sosyal bir baglamda psikolojik ve kultirel araglar, 6zellikle de dil
araciligiyla aracilik eder (Vygotsky, 1981; Wertsch, 1985). Etrafimizdaki seyleri, onlari disinerek anlariz.
Dusunceyi ifade etmenin dinamik slreci araciligiyla anlami bu sekilde yapilandirmak, hem bireysel hem de
toplumsal anlamda “dilsellestirme” (Swain, 2006) ve “cogul dilsellestirme” (LUdi, 2015; Piccardo, 2017)
olarak tanimlanmistir. Boéyle bir dilsellestirme, kaginilmaz olarak elestirel kiltirel farkindaligin (Byram,
1997) ve sembolik yetkinligin (Kramsch, 2002) gelisimini gerektirir. Bdylece dil, hepsi igin bir tlr aracilik
gerektiren karmagsik eylem aglarindan dogar. Aracilik; anlamanin, disinmenin, anlam olusturmanin, i
birligi yapmanin sosyal bir aktor olarak hareket etmenin merkezindedir.

3. Sosyal Aktor Olarak Ogrenenler

Eylem odakli bir yaklasimda ogrenenler sosyal aktorler olarak gorilmektedir. Kosullar ve kisitlamalar
dayatan belirli bir sosyal baglamda araci rolinG kullandiklari igin sosyaldirler. Tim kaynaklarini (bilissel,
duygusal, dilsel ve kilturel) harekete gegirmeleri, planlamalari, sonug tUretmeleri ve eylemlerini izlemek igin
tekrar eden déngiilerde stratejiler gelistirmeleriyle de aktordirler. iletisimsel etkinliklere katilarak, iletisim
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stratejilerini kullanarak (D-AOBM 2001 Bolum 4/ D-AOBM Tamamlayici Cilt 2020: Bolum 3) gergek
hayattaki gorevlerde anlami (birlikte) yapilandirirken, sosyal aktérler tim genel yetkinliklerinin (kultarler
arasi dahil) yani sira pragmatik, dilsel, sosyolenguistik iletisimsel dil yetkinlikleri (CEFR 2001, Bélim 5 /
CEFR CV 2020, Bolum 4) ve cogul dilli/gogul kulturlt yetkinliklerinden de (CEFR CV, Bélum 5) yararlanirlar.

Bu nedenle dgrencilerin anlami yapilandirdigi ve anlama aracilik ettigi is birlik¢i gdrevleri mufredata dahil
etmek ¢ok dnemlidir. D-AOBM ’nin Genigletiimis Baskisi; bir metne aracilik etmek, iletisime aracilik
etmek ve kavramlara aracilik etmek icin kapsamli bir tanimlayicilar seti sunmaktadir. Dilsellestirme
surecinde duygusal, biligsel, i¢csel ve kisiler arasi, kultlrel ya da metinsel olmak Gzere ¢esitli boyutlar farkl
kombinasyonlarda ve farkli asamalarda devreye girer. Kavramlara aracilik ederken, sosyal aktorler bir
seyleri birlikte disinlrken dilsellestirme yoluna giderler; iletigsime aracilik ederken 6z-6teki dizenleme
surecinde dilsellestirirler ve bir metne aracilik ederken kendileri ve bagkalari i¢in ya da baskalariyla birlikte
metnin kendisini anlamayi saglayan ifadeler bulmaya ¢alismak icin dilsellestirme yoluna giderler.

4. Eylem Odakli Yaklagim (EOY): Dinamik ve Déngiisel Bir Siire¢ Olarak Ogretme ve Ogrenme

EOY’yi sinifta kullanmak yeni bir yaklasim gerektirir. Bu yaklasimin ¢ temel unsuru, hedefler ve
degerlendirmenin seffafligi (tanimlayicilarla elde edilir), gercek hayattaki is birlikgi gérevlerin kullanimi
ve bu gorevlerin hazirlanip yerine getiriimesinde stratejik, bagimsiz karar almanin tesvik edilmesidir.
EQY, gercek diinya degiskenlerini (alan, baglam, goérevler, iletisimsel etkinlikler ve metinler); “yapabilir’
tanimlayicilarini (amag olarak); seffaf dl¢utleri (degerlendirme igin); ve stratejik, pragmatik, dilsel (amag
olarak) yetkinlik boyutlarini batiinsel olarak birlestirir.

Senaryolarin kullanimi, EOY’nin uygulamaya ddnustirilmesine yardimci olur. Senaryolar, simile edilmis
ancak gercekgi bir dil kullanimi igin baglam saglayan, gercek dunyadaki dil kullanimiyla baglantili, tanidik
yazilara dayanan zihinsel semalardir. Dil kullanimina yetkinligin boyutlarini entegre etmek igin kuresel bir
cerceve olusturarak (nihai bir géreve dogru giden bir dizi dersin alt gérevleri olarak) bir dizi adimda ortaya
cikmaktadir. Her senaryonun, genel ¢erceveyi destekleyen bir 6zet paragrafi vardir. Cesitli adimlarin her
biri 6grenciler icin bir cimle ile 6gretmenler igin daha ayrintili olarak 6zetlenmistir. Anahtar dil etkinlikleri,
stratejileri ve yetkinlikleri igin bir dizi tanimlayici, 6grencilerin uyum saglamasina katkida bulunmakta
ve dgretmen, 6z ve akran degerlendirmesi icin araglar sunmaktadir. Ornekler asagdidaki kaynaklarda
listelenmisgtir.

EQY, dil 6grenimini bir bilgi ve teknik bilgi birikimi olarak gérmekten uzaklasarak bir hedefe ulasmak igin
kaynaklarin stratejik olarak etkinlestiriimesi mantigina dogru kaymistir. Senaryolar, 6grenmeyi canli,
tanimlanmis ve somut olan harekete gecirilmis eylemler etrafinda yapilandirmayr mamkun kilan birlestirici
araclardir. Ayrica dersi tanimlayicilarda belirtilen hedeflerle senaryolar ¢gergcevesinde dizenlemek, 6gretim
ve degerlendirmeyi aninda birbirine baglamayir mumkan kilar.

Ozetlemek gerekirse, EQY tekrarlayan bir stratejik planlama, yerine getirme, yansitma ve harekete gegme
ve ardindan paylasma siirecini icerir. Gérevlerde ddrenciler rol alir. Ogretmenler tarafindan gdzlemleme,
yansitma ve ileriye dénik planlama yapilir. Ogretmenler bdylece stratejist olarak hareket ederler;
ogrenciler strece tam olarak katilirlar, géreve nasil yaklasacaklari ve nihai yapi veya performansin nasil
olusturulacagd! konusunda sec¢im yapma 6zgurlagu ile bir seyleri neden yaptiklari hakkinda (tanimlayicilar
ile) bilgilendirilirler. Ogretmen gerek duyuldugunda girdi saglayarak bu siireci kolaylastirir.



5. Sonuglar ve Oneriler

Eylem odakl yaklagim, yoksunluk bakis acgisinin yerine “Yapabilir” tanimlayicilari tarafindan yénlendirilen
bir yeterlilik bakig agisi sunar.

EOY’nin sinif igin onemli cikarimlari bulunmaktadir: Gudulendirici bir baglamda gergek ve anlamli dil
o6grenimine odaklanir; kendi kendine 6grenmeyi tesvik eder ve 6grenen esnekligini, yaraticihgini ve ¢ok
yonlaligunu destekler; 6gretmenin roliinii bir kog, kolaylastirici, kaynak kisi, danigsman, organizator olarak
degistirir. Son olarak da yagsam boyu dil 6grenimini, kendisinin ve baskalarinin kiltirel gesitliliginin takdir
edilmesini tesvik eder.

EOY'yi de etkileyen ¢ogul dillilik araciligiyla dil siniflarinda faydasiz oldugu kanitlanan, gercekgi olmayan dil
ayrimi ve dilsel yalinlik fikrinin de Ustesinden gelebiliriz. EOQY araciligiyla karmasgikliktan korkmak yerine, dil
o6greniminin kaginilmaz olan karmasik ve karisik dogasini géren ve bunu égrencilerin ve 6gretmenlerin dahil
oldugu dinamik, kisisel ve yaratici bir sire¢ olarak kullanan bir dil 6grenme bakis agisini benimseyebiliriz.
Karmasiklikla basa gcikmanin “birakiniz yapsinlar” ve kuralsizlik anlamina gelmesinden ziyade; 6gretmenlerin,
ogrenenlerin segimleri icin alan saglama ve onlarin sorumluluklarini destekleme kapasitesi ile planlama,
temel olusturma ve eslik etme konusunda daha fazla yeterlilik ve istekliligine isaret eder.

D-AOBM ’nin glncellenmis ve genigletilmis yeni baskisi bu degisimi mimkun kilma potansiyeline sahiptir.
Hem 6gretmenler hem de 6grencilere benzer olarak kapsamli ve acgik bir tanimlayici sema iginde dizenlenmis
bir dizi hedeflenmis tanimlayici saglayarak onlari gtinlik uygulamalarda destekleyebilir ve onlarin farkindalik
yaratma yolculuklarinin anahtari haline gelebilir.
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AVRUPA DiL PORTFOLYOSU VE PORTFOLYO DEGERLENDIRMESi
Prof. Dr. David LITTLE

Trinity Universitesi Dublin
dlittle@tcd.ie

Ozet

Avrupa Dil Portfolyosu (ADP), 6grenicilere hem dil 6grenimlerini yonetme hem de degerlendirme konusunda
yardimci olan raporlama iglevleri ile pedagojik olanaklar saglamak amaci ile gelistirilmistir. Her ADP,
ogrenme hedeflerini belirlemek ve 6grenme sonuglarini kendi kendine degerlendirmek igin kullanilan
“yapabilirim” tanimlayicilarindan olusan kontrol listelerini icermektedir. Kontrol listeleri, dil etkinlikleri ve
yeterlilik seviyeleri icin Diller igin Avrupa Ortak Bagvuru Metni’ ne gbre dizenlenmistir (D-AOBM ; Avrupa
Konseyi 2001). Bu makale, bir portfolyo degerlendirme sistemi olusturulurken yanitlanmasi gereken bazi
sorulari ele alarak baslayacak, ardindan ADP’ yi tanitacak ve irlanda ilkokullarinda ingilizce 6grenen gégmen
ogrenciler i¢in nasil kullanildigini agiklayacaktir. Bu dgrenciler icin 6gretim programi cercevesi D-AOBM’
nin ilk G¢ seviyesine dayandiriimis; ADP kontrol listesi tanimlayicilari bu 6gretim programi gergevesinden
olusturulmustur. Yapilan resmi sinavlar da bu 6gretim programi gergevesi ve kontrol listelerinde yer alan
gorevler esas alinarak hazirlanmigtir. Bu sekilde 6dretim programi, 6grenme ve degerlendirme birbirleri ile
yakindan alakali olmus; portfolyo dederlendirmeleri ise resmi sinavlarda degisikliklere neden olmustur.

Portfolyo Degerlendirmesi

Portfolyo degerlendirmesi, o6grencilerin karsilamasi beklenen standartlari gosteren degerlendirme
Olcltlerine gore bir araya getirilen 6grenci calismalarini dederlendirme islemidir. Portfolyo degerlendirme
sistemi olusturulurken doért soruya cevap verilmelidir. Birincisi, degerlendirmeyi kim yapacak? Portfolyolar,
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bir sinav kurulu gibi harici bir birim tarafindan mi degerlendirilecek? Yoksa portfolyo degerlendirmesi,
odgretmenlerin 6grencilerine not verme yollarindan biri olarak egditim kurumu iginde gerceklesen bir sey
mi olacaktir? Her durumda “Ogrenciler nasil bir rol oynuyor?” sorusunu sormaliyiz. Baska bir deyisle,
dgrencinin 6z degerlendirmesi mevcut olan sistemin bir unsuru mudur? ikincisi, degerlendirme 6lgitlerini
kim belirleyecek? Portfolyo dederlendirmesi ulusal bir degerlendirme sisteminin parcasiysa degerlendirme
Olcltleri ilgili degerlendirme kurulusu tarafindan belirlenecek. Lakin okul icinde ise degerlendirme olcutleri
dgretmenler tarafindan imkan dahilinde égrencilerle belirlenebilecektir. Ugilinciist, portfolyonun igerigini kim
belirleyecek? Yine, portfolyo degerlendirmesi daha genis bir harici degerlendirme planinin pargasiysa ilgili
kurum dogruluk, glvenilirlik ve gecerlilik gerekliliklerini yerine getirmek icin portfolyoya nelerin dahil edilmesi
gerektigine karar vermelidir. Diger taraftan portfolyo degerlendirmesinin okul icinde olmasi durumunda,
ogretmenler portfolyonun igerigine imkan dahilinde égrencileriyle birlikte karar vereceklerdir. Dérduncusda,
portfolyonun 6gretme ve 6grenmede oynadigi rol nedir? Bastan itibaren 6gretmeyi ve 6grenmeyi desteklemek
icin mi kullaniliyor, yoksa sadece degerlendirme amaciyla bir 6grenme ddéneminin sonunda gézden mi
gegciriliyor? Bu makale, portfolyo égrenimini ve degerlendirmeyi saglayan Avrupa Dil Portfolyosu’nun bu
sorularin yanitlanmasina nasil yardimci oldugunu acgiklamaktadir.

Avrupa Dil Portfolyosu

Avrupa Konseyi, bir raporlama ve pedagojik amaca hizmet etmek lizere Avrupa Dil Portfolyosu’ nu
(ADP) gelistirmistir. Raporlama islevi, bireye dil 6grenme ve kullanim deneyimlerinin bir kaydini sunar.
Pedagojik amaci, 6grenen 6zerkligini destekler, kdlturler arasi farkindahg ve yetkinligi artirir ve cogul
dilliligi tesvik eder. iki islev karsilikli olarak birbirine baglidir: ADP éJretme ve 6grenme icin ne kadar énemli
ise, 6grencinin basarisinin degerlendirilebilir bir kaydi olarak gecerli olmasi da o kadar olasidir. ADP 3
bdélime ayrilmistir: Bireyin dizenli olarak gincellenen dilsel ve kiltirel oto portresi olan bir dil pasaportu;
ogrenmeye yonelik yansitici bir alt bolim saglayan ve hedef belirlemeyi ve 6z degerlendirmeyi destekleyen
D-AOBM ’ nin dil etkinliklerine ve yeterlilik seviyelerine gore dizenlenen “yapabilirim” tanimlayicilarinin
kontrol listeleriyle bir dil biyografisi ve gogu ADP’de yalnizca bog bir alan olan ve bir 6grenme programi
sirasinda bir sitre¢ ve sonuc¢ boéliminde bir gosterge islevi gorebilecek bir dosya. Gosterge islevi,
elbette, portfolyo degerlendirmesinin esasidir. Etkili ADP kullanimi igin sunlar én kosullardir: Ogretim
programi, 6gretme/6grenme ve degerlendirmenin timd birbiri ile uyumlu olmalidir. Ogretim programinin
iletisimsel icerigi “yapabilir’ terimleriyle ifade edilmelidir. Ogretme ve 6grenme, ADP’ ye ve “yapabilirim”
tanimlayicilarinin oldugu kontrol listelerine éncelik vermelidir ve harici 6gretmen tarafindan gelistirilen
sinavlar, 6gretim programinin “yapabilirim” tanimlayicilari ve ADP’nin “yapabilirim” tanimlayicilari ile agik
ve net bir sekilde baglantili olmalidir. Ayrica ADP’nin pedagojik islevine uygun olarak 6grenenler kendi
o6grenmelerinin planlanmasi, uygulanmasi, izlenmesi ve degerlendiriimesine tamamen dahil edilmelidir.
ADP’ ler, bir akademik yilin veya calisma programinin sonunda degerlendirmeye dahil edilebilir. Bu da
dosyanin gosterge islevinin uygulanmasi anlamina gelir. Yine de ADP tabanli portfolyo degerlendirmesinin
gecerliligi, bireysel dgrenici dzerkligini yansitmasi gereken siireg islevine baglhdir. Bu baglamda, ADP ilkeleri
ve Yonergeleri (Avrupa Konseyi 2011), ADP’ nin bireysel 6greniciye 6zgu bir deger oldugunu belirtir. Ayrica,
ADP’ nin dayandidi ilke ve degerler, ddrencilerin dlzeylerinin raporlanmasinin kendi 6z dederlendirmelerini
icermesini de acikca gerektirmektedir.

irlanda’dan Uygulamali Bir Ornek

1990’lardan bu yana irlanda; milteciler, siginmacilar, ekonomik gé¢menler ve diger AB lye lkelerinin
vatandaslari dahil olmak Uzere olaganustl bir gdgmen akini yasamistir. Sonug olarak okullar, dgrencilerin
blylk cogunlugunun egitim dili olan ingilizcede okuma yazma bilmeyen gocuklar ve ddrencilerle dolup
tasmistir. Irlanda hikimeti bu soruna 1990’larin sonlarinda, ana dili ne ingilizce ne de irlandaca olmayan
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herbir dgrenci igin iki yillik ingilizce dil yardimini finanse ederek karsilik vermistir. Gégmen dgrencilerin
blyik bir bélimi okulda yaslarina uygun 6rgiin egitim veren siniflara alinmis ve ézel ingilizce dersleri icin
periyodik olarak kiglk gruplara bélinerek dil egitimi verilmistir. Bir Dublin Trinity Universitesi kar amaci
gltmeyen okul sirketi olan “irlanda Dili ve Egitimine Entegrasyon Saglama (IILT)”, iki yillik ingilizce dil destegi
icin Ingilizce 6grenme hedeflerini belirlemek, 6grenme materyalleri gelistirmek ve yilda iki kez hizmet ici
seminerler yoluyla 6gretmenlere dil 6grenme hedefleri ile 6grenme materyalleri arasinda aracilik etmek
Uzere gorevlendirilmigtir. IILT, ilk ¢ D-AOBM yeterlilik dizeyine (A1, A2, B1) dayali ve 6gretim programi
temalarini ve sinif iletisimini yansitan ingilizce Dil Yeterliligi Kiyaslama Olgitleri'ni gelistirmistir (IILT 2003a);
Kiyaslama olgutlerinden elde edilen “yapabilirim” kontrol listelerine sahip bir ADP versiyonu, ¢ok miktarda
ogretme/d6grenme materyali ve bu komisyonun ihtiyacglarini yerine getirmek Gzere bir dizi géreve dayal dil
testini de hazirlamistir.

Ozetlemek amaciyla ilkokula odaklanacagim. ilkokullar igin ingilizce Dil Yeterlilik Kiyaslama Olgitleri (IILT
2003a), D-AOBM 'nin 6z degerlendirme tablosuna dayali olarak 15 tablo hélinde ifade edilmigtir (Avrupa
Konseyi 2001, s. 26-27). Genis kapsamli yeterlilik gelisiminin gidis yolu, iletisimsel yeterliligin kiresel
kiyaslama olgutlerinde ve altinda yatan dilsel yetkinligin kiresel kiyaslama dlgeklerinde tanimlanmis
ve yinelenen &gretim programi temalarina odaklanan 13 ek tablo (islenecek Unite bashgi da denilen)
olusturulmustur: Myself; Our school; Food and clothes; Colours, shapes and opposites; People who help
us; Weather; Transport and travel; Seasons, holidays and festivals; The local and wider community; Time;
People and places in other areas; Animals and plants; Caring for my locality.

Gocmen o6grenciler icin ADP (IILT 2003b), 6grencinin gogul dilli kimligine, dil ve dil ¢esitliligiyle ilgili okul disi
deneyimlerine ve dgrenmeyi nasil 6grenecegine dncelik vermigtir. 13 adet islenecek Unite basliginin her
birinin dil biyografisinde bir kontrol listesi mevcut olmus ve dil pasaportu 6grencilerin genel ilerlemelerini,
duzenli olarak kiresel kiyaslama dlgutlerinin kisaltiimig bir versiyonuyla takip etmelerini saglamigtir. Dosya;
icindekiler sayfasini, igslenecek Unite baghdi ile ilgili acilis sayfalarini ve bazi ek ¢alisma sayfalarini igermistir.
Asagida bir 6gretmenin kiyaslama olcltleri ve ADP’ yi nasil kullandigr anlatilmaktadir:

Ogretmen, okula gelen tim &égrencilere her giin, yaslarina ve bazi durumlarda ingilizce yeterliligine gére
kategorilere ayirarak bir ders vermistir. Ogrencilerinin gelisimine yardimci olmak igin ADP’ yi ve derslerini
planlamak icin ingilizce Dil Yeterlilik Kiyaslama Olgitleri'ni kullanmistir. Gelen tim dgrencilerle ayni konu
dongulsunu takip etmis, her 6gretim yilinda tim islenecek Gnite basliklarini ele almigtir. Tim sinif etkinlikleri,
ingilizcenin spontane kullanimini icermis ve cogu ADP dosyasi icin eklenen yazili iiriin ve ¢alismalar, sinif
duvarinda sergilenen afigler, her yastan ve her seviyeden 6grencinin ¢calismalarini iceren ¢ok sayida kitaplar
ile sonuclanmistir. Ogretmen, 6grencilerinin calismalarini iki haftada bir ADP’lerindeki kontrol listelerine gére
g6zden gecirmelerine yardimci olmustur. Ogrenciler, en son 6grenme basarilariyla eslesen “yapabilirim”
tanimlayicilarinin yanindaki simgeleri renklendirmigler ve 6gretmen de tarihi eklemistir. Sonug olarak ADP,
her 6grencinin ilerlemesinin oldukga ayrintili bir kaydina dontismastur.

Sonug¢

2000’lerin gécmen dgrencilerin katilimina yonelik bir yaklagimini ayrintili olarak anlattim. IILT, irlanda’daki
ilkokullara son iki yilinin her birinde (2006—2007 ve 2007—2008) 5000 adet ADP ve okuryazarlik éncesi bir
versiyonu olan My First English Book’un (IILT 2005) 2000 adet kopyasini satmistir. Bu, ingilizce dil yardimi
alan 6grencilerin bliyiik cogunlugunun bu araclardan birini kullanmis oldugunu, égretmenlerinin ise ingilizce
Dil Yeterlilik Kiyaslama Olgiitleri’ni kullanmis olduklarini gdstermektedir. ingilizce Dil Yeterlilik Kiyaslama
Olgitleri sayesinde, 6gretmenler, midrler ve egitim mufettileri, iki yillik ingilizce dil destedi sonucunda elde
edilebilecek yeterlilik gelisiminin gidis yolu hakkinda net bir fikre sahip olmuslar ve Avrupa Dil Portfolyosu
sayesinde ilerlemenin farkindaligi her égrencinin 6grenme deneyiminin merkezinde yer almig ve velilere
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kolayca iletilmistir. IILT’nin kiyaslama ol¢Utlerine dayal resmf dil sinavlari olusturmasina ragmen, birgok
okul ADP tarafindan saglanan kanitin yeterli olduguna inanarak bunlari kullanmamayi tercih etmistir. Benim
bildigim benzer bir ELP uygulamasi da bulunmamaktadir. 2008 de IILT nin finansmani kesilmis ve bu da
onu mali krizin ilk kurbanlarindan biri haline getirmistir. [ILT nin olusturdugu sistem hizla gézden dismus ve
gdemen dgrenciler igin ingilizce Dil Yeterlilik Kiyaslama Olgtleri ve ingilizce Dil Yeterlilik Programi biiylik
Olgude unutulmustur. Bununla birlikte, verilen érnek, portfolyo 6grenimine entegre edildiginde ve 6gretim
programi hedefleriyle siki bir sekilde baglantili oldugunda portfolyo degerlendirmesinin gliciini ve énemini
gOstermistir. Bu distince beni su soruyu sormaya yoneltiyor: D-AOBM Tamamlayici Cilt (Avrupa Konseyi
2020) herhangi bir egitim sistemini, organizasyonu veya kurumu ADP yi canlandirmaya ve onu dil 6gretimi,
ogrenimi ve degerlendirmesine yénelik tamamen koordineli bir yaklasimin merkezine yerlestirmeye tesvik
edecek mi?
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DiL MUFREDATI VE SINAVLARININ D-AOBM iLE iLISKILENDIRILMESi: RELANG
PROJESI’NDEKi DENEYIMLER

José NOIJONS

Avrupa Konseyi Avrupa Modern Diller Merkezi
information@ecml.at

Ozet

Avrupa Konseyi, Avrupa Modern Diller Merkezi (ECML) ve Avrupa Komisyonu arasindaki “Dil 6greniminde
yenilikgi yontemler ve degerlendirme” ortak eyleminin bir parcasi olarak RELANG Dil Mifredatini Test ve
Sinavlarini Diller igin Avrupa Ortak Bagvuru Metni (D-AOBM) ile iligkilendirme Projesi 2012'den beri AB
ve ECML Uye ulkelerinde yaklasik 30 ¢alistay koordine etmistir. RELANG calistaylarindan ikisi: Mifredati
D-AOBM ile iliskilendirme, Testleri ve Sinavlari D-AOBM ile iliskilendirmedir. Calistaylar, Bakanlarin AB
ve Avrupa Konseyi tavsiyeleri ile uyumludur. RELANG calistaylarindaki iliskilendirme stregleri, projenin
orijinal olarak RELANG calistaylarinda D-AOBM ile iligkili sinavlar olusturmaya yonelik kullandigdi, Avrupa
Konseyi tarafindan yayinlanan bir iliskilendirme Kilavuzu’na dayanir. RELANG calistaylarinin pekistirici
faydalarindan biri, iye devletlerdeki yabanci dil mifredati ve sinavlarinin artik D-AOBM ile iligkileri 1siginda
revize edilmesidir. Bu; yalnizca yeni mifredatin uygulanmasi, bu yeni mifredata dayali sinav mifredatinin
olusturulmasi, D-AOBM tabanli (dis) sinavlarin hazirlanmasi ve yonetilmesiyle sonuglanarak devam eden
bir sliregtir. Bu surecin, tam olarak uygulanmasi birkag yil alabilecektir.

Giris

Avrupa Konseyi Avrupa Modern Diller Merkezi (ECML) ve Avrupa Komisyonu arasindaki “Dil 6greniminde
yenilik¢i ydntemler ve degerlendirme” ortak eyleminin bir pargasi olarak, RELANG Dil Mufredatini, Testleri
ve Sinavlarini Diller icin Avrupa Ortak Basvuru Metni D-AOBM ile iliskilendirme Projesi 2012'den beri AB
ve ECML Uye devletlerinde dil egitimi profesyonellerini (dil dgretmenleri, 6gretmen egitimcileri, mifredat
yazarlari, test uzmanlar ve politika yapicilar) iceren bir dizi calistay koordine etmistir. RELANG Projesi
simdi Uye devletlere aralarindan secim yapabilecekleri bes farkli modul sunmaktadir. Bu moddiller yalnizca
mufredat ve mifredat reformu etrafinda daha genis diisincelere gecisi degil ayrica D-AOBM 'nin yabanci
diller alaninin 6tesinden ikinci dil testi alanina uygunlugunun degerlendirilmesi ihtiyacinin taninmasini da
yansitmaktadir.

RELANG Projesi’nin Amaci ve Baglami (igerigi)

D-AOBM, genellikle dil kullaniminin kavramsal bir cergevesinden ziyade, dil yeterlilik dizeylerinin bir
cercevesi olarak dar bir sekilde algilanmaktadir. Bu baglamda oéncelikle dil mufredatinin, testlerin,
sinavlarin ve degerlendirme prosedurlerinin D-AOBM'de belirtilen dil kullanimi ve dil yetkinliklerinin ilgili
yonlerini dikkate almasini saglamak 6nemlidir. Bir sonraki adim, bu mufredatlari, testleri ve sinavlari
D-AOBM'nin ortak referans seviyeleriyle (A1 dncesi-C2) iligkilendirme prosedurlerinin guvenilir ve seffaf bir
sekilde gergeklestirildiginden emin olmaktir. Boylece bu iddialarin gecerliligi garanti edilebilir. Mufredatin
uygulanmasinin, testlerin ve sinavlarin yonetiminin uluslararasi kabul gérmus iyi uygulama ve kalite
yonetimi ilkelerine uygun olarak yuratlldigu anlasiimalidir.

RELANG faaliyeti Uye ulkelerdeki ilgili paydaslarin dil mufredati ve dil testinin geligtiriimesi ve dil testi
degerlendirmesinde kalite ve esitligi garanti etme; icerik ve islevleri acisindan ise gecerli dil testleri ve
sinavlari saglama girisimlerini desteklemeyi amaclamaktadir. RELANG etkinligi, muifredat, testler ve
sinavlar ile D-AOBM arasindaki iliski iddialarini dogrulama girisimlerine odaklanmaktadir. Paydaslarin
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-uygulanabilir oldugunda - Avrupa Yeterlilikler Cercevesi'ni uygulama ¢abalarini desteklemektedir.

Faaliyetin arkasindaki 6nemli bir ilke, mufredati, testleri ve sinaviari D-AOBM'ye (seviyelere) resmi olarak
iliskilendirmeyi degil, D-AOBM'ye uyumlu héle getirmeye yonelik egitimin amaglanmasidir. RELANG proje
ekibi, D-AOBM seviyelerininyerlestirilecegibelirlimifredatlar, testlerve sinavlarhakkindaresmiagiklamalarda
bulunmamaktadir. RELANG ekibi, paydaslara, ilgili paydaslarin kendi yetki ve sorumluluklarinda karar
vermeleri icin mufredatin, testlerin ve sinavlarin D-AOBM ile gecerli bir sekilde nasil iliskilendirilebilecegini
gOstermektedir.

RELANG Atélye Galismalarinin igerigi

Uye devletlere sunulan ilgili RELANG modidilleri, yabanci dil mifredatini D-AOBM ile iligkilendirme ile
yabanci dil testlerini ve sinavlarini D-AOBM ile iligkilendirmedir. Bu galistaylarda mifredat geligtiriciler, sinav
geligtiriciler, 6gretmen egiticileri, politika yapicilar ve diger ilgili paydaslar, mevcut mifredat ve sinavlari
D-AOBM ile iligkilendirmenin ve/veya D-AOBM dil kullanim modeliyle ilgili olarak mufredat/sinav reformunu
baslatmanin yollari hakkinda bilgilendiriimektedir. Calistaylar sirasinda, D-AOBM ile ilgili testlerin ve
sinavlarin gelistiriimesi icin ulusal mifredatta bir 6grencinin elde etmesi beklenen genel yetenek seviyesini
D-AOBM ile iligkilendirme ilkelerine ve bunun sonuglarina 6zel dnem verilir.

D-AOBM ile uyumlu héle getirilecek mevcut bir mifredat olmasi durumunda, RELANG calistaylarina
katilanlardan, ilgili D-AOBM tanimlayicilarini mufredattaki 6grenme g¢iktilari/kazanim hedefleri ile
karsilastirmalari ve oradan D-AOBM seviyelerini belirlemeleri istenmektedir. D-AOBM Tamamlayici Cilt'te
belirtildigi gibi tanimlayicilarin ana islevi mifredat, dgretim ve degerlendirmeyi uyumlu héle getirmeye
yardimci olmaktir. Egitimciler, D-AOBM tanimlayicilarini belirli baglamla ilgililiklerine gére segebilir ve
gerektiginde bunlari slrece uyarlayabilir. Bu nedenle tim calistaylarin temel amaci, katihimcilari mevcut
mufredatin/sinavlarin veya D-AOBM ile ilgili olarak gelistirilecek mifredatin/sinavlarin gesitli yonleri Gzerinde
elestirel bir sekilde dislinmeye hazirlamaktir. Bu amaglara ulagsmak i¢in katilimcilar:

* Yabanci dil mifredatlarinin/sinavlarinin D-AOBM ile ne él¢ude ilgili oldugunu belirler.

* D-AOBM dil kullanimi modelini anlar.

» Mifredat icindeki kazanim hedeflerini D-AOBM ile iliskilendirir.

» D-AOBM ile ilgili bicimlendirici ve (summative) 6zetleyici/genel degerlendirme geligtirir.
Organizasyon

Once cgalistaya bir giris yapilir ve temel hususlara genel bir bakis verilir, ardindan D-AOBM dil kullanim
modeli, gegerlilik, tarafsizlik ve etik kaygilar Gzerine grup ¢alismasi yapilir. Ardindan, Kilavuzda (Avrupa
Konseyi 2009) iliskilendirme surecine yonelik ana hatlariyla belirtilen asamalara gegilir:

1. Tanitim (Familiarisation): Egitim faaliyetleri, D-AOBM, D-AOBM seviyeleri ve aciklayici tanimlayicilar
hakkinda ayrintih bilgiye dayalidir. D-AOBM yaklasimindaki unsurlar sunlardir: Kigiler tarafindan
gerceklestirilen eylemler, bireyler ve sosyal aktorler, hem genel hem de 6zel olarak iletisimsel dil yetkinlikleri
olmak uUzere bir dizi yetkinlikler, dil etkinliklerine katilmak icin farkli kosullar ve kisitlamalar altinda cesitli
baglamlar, belirli alanlardaki temalarla ilgili olarak metin tGretmek ve/veya almak icin dil stiregleri.

2. Belirleme (Specification): Mifredat/sinavlar ve D-AOBM arasindaki iliskiyi kanitlamak, madde yazarlarina
rehberlik saglamak, mufredatin/sinavin igerigi ve kalitesi ile bunun D-AOBM ile iligkisi hakkinda tim
paydaslar icin seffafligi artirmak.

3. Standartlastirma ve Kiyaslama (Standardization & Benchmarking): Kiyaslama ilkelerine giris hem
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standartlastirma egitimi igin belirli bir dizeyde performansi géstermek hem de adaylarin performanslari
hakkinda gelecekteki kararlarin alinmasinda bir referans noktasi olarak bir veya daha fazla tipik ve 6zgtn
ornek saglamak.

4. Standart Belirleme (Standard setting): Alici beceriler (okuma, dinleme) ve temel yetkinlikler (dil bilgisi,
kelime bilgisi) icin performans standartlari belirlenmelidir. Katiimcilar, 6grencilerin sinavin olmasi gereken
D-AOBM seviyesine ulastiklarini iddia etmeleri icin gereken minimum puani belirtirler.

5. Gegerlilik: D-AOBM ile iliskilendirme iddialarini destekleyen kanit elde etme yontemleri.
Sonug ve Oneriler

RELANG Projesi, 6grencilerin daha az maruz kaldigi yabanci dillerle kiyaslandiginda 6gretilen yabanci
dillerin her biri igin duyulan gereksinimin ayni oldugu varsayiminin ¢ok da gergcekgi olmadigini ortaya
koymustur. Ogretim saatlerinin sayisi ayni olsa bile belirli bir dile maruz kalma o kadar fazla olabilir ki
ogrencilerin sadece o dil igin gerekli D-AOBM seviyelerine ulagsmalari daha kolay olabilir. Eger tim yabanci
dillerin 6gretmenleri standartlarini esit derecede ylksek tutarlarsa o zaman ¢ok sayida 6grencinin daha
az maruz kaldiklar dillerdeki sinavlarda basarisiz olacagini gérebilirler. Ancak standartlarini disdrtrlerse
yasalara aykiri hareket edebilirler.

RELANG Projesi, genel egilim olarak ulkelerin egitim sistemlerini gelistirmek istediklerini ortaya koymustur.
Bazi durumlarda bu, mevcut mifredati yeni 6gretim ve test materyalleri ile glncellemek istedikleri
anlamina gelmektedir (ders kitaplari dilsel yetkinliklere ¢ok fazla odaklanmaktadir). Diger durumlarda ise,
dil mufredatlarini yakin zamanda revize etttiklerini ve simdi de bunlari D-AOBM ile uyumlu hale getirmek
istediklerini g&stermektedir. Ulkeler igin ilk ve yaygin olarak paylasilan amag, D-AOBM seviyeleriyle
iligkilendirme iddialarini dogrulamaktir.

Mifredat calistayi, iliskilendirme prosedurlerini, projenin RELANG caligtaylarinda D-AOBM ile iligkili
sinavlar olusturmaya ve mevcut sinavlari D-AOBM ile iliskilendirmeye yonelik kullanmakta oldugu Kilavuz'a
(Avrupa Konseyi 2009) dayandirmaktadir. Bu Kilavuz’da 6zetlenen adimlarin, mufredatin D-AOBM ile
iliskilendiriimesi strecinde temelde esit dneme sahip oldugu tespit edilmistir. Adimlarin ¢ogu igin ézellikle
alistirma, kiyaslama ve standart belirleme ile sinavlar ve testlerdeki ayni proseduirlerin kullanilabilecegi iddia
edilebilir.

D-AOBM, dil égrenimine yonelik eylem odakli iletisimsel yaklasimlari vurgulamaktadir. iletisimsel dil
yetkinligi; dilsel yetkinligi, edimsel yetkinligi, toplum dil bilimsel yetkinligi, kultirlerarasi yetkinligi, stratejik
yetkinligi ve varolugsal yetkinligi icermektedir. Calistaylardaki katiimcilar tarafindan 6gretim ve testlerde
kelime ve dil bilgisine yapilan vurgunun D-AOBM iletisimsel yaklagimiyla uyumlu olmadigi fark edilmistir.

Cogu mufredatin degerlendirmeye 6nem verdigi gercegdi goz dnune alindiinda sinavlari D-AOBM ile uyumlu
hale getirmek olduk¢a 6nemlidir. RELANG danigmanlari, katilimcilara, test ve sinavlarin D-AOBM ile nasil
iliskilendirilecegine yonelik iddialarin nasil dogrulanacagi konusunda tavsiyelerde bulunmaktadir.

Bir mufredatin 6grencilerin belirli bir D-AOBM seviyesine ulasmasini talep etmesi yeterli degildir. Mifredat
hem standartlastirma egitimi igin belirli bir dizeyde performansi géstermek hem de adaylarin performanslari
hakkinda gelecekteki kararlarin alinmasinda bir referans noktasi olarak hizmet edici bir veya daha fazla
tipik/6zgln 6rnek saglamalidir. Standart belirlemenin genel ilkeleri sunulmustur. Uygulamada, katilimcilar
belirli standart belirleme ydntemlerinin nasil ¢alistigina asina hale getirilmistir.

Uye devletler, okullarinda sunulan tim yabanci dilleri iceren bilyik mifredat ve degerlendirme reformu
projelerine baglamadan 6nce kazanilan bilgiler Gzerine inga ettikleri, belki de ilk olarak bir dilde degisiklikleri
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tanittiklari ve pilotluk yaptiklari icin ikinci ve hatta G¢lnct bir RELANG calistayi talep etmektedirler. Digerleri
ise 0grenmeyi ulusal dizeyde basamaklandip daha sonra paylasarak ve karsilastirarak bu 6grenmeyi
derinlestirmek icin komsu Ulkelere ulasmaktadir.

Oneriler

RELANG Projesi, halihazirda baglamis olan ¢alismalarin devami olarak su etkinliklerin gerceklestiriimesini
Onermektedir:

* Mevcut mufredati D-AOBM ile iliskilendirmenin ve/veya D-AOBM dil kullanimi modeliyle ilgili olarak
mufredat reformunu baslatmanin yollari,

+ D-AOBM' yi ikinci dil yetkinlik testlerinin gelistiriimesine uygulamak,

* RELANG calistaylarinda verilen tavsiyelere gore yeniden tasarlanan testleri ve sinavlari gézden
gegirmek,

+ Uye devletlerde diger belirli konularda veya orijinal ¢alistaylardan farkli dillerde takip ¢alistaylari,

* D-AOBM ile iligkili olmasi gereken sinavlar i¢in kiyaslamalarin ve standartlarin gelistirildigi Uye
devletlerde takip calistaylari,

+ Uye devletlerde, 6gretmenlerin yeni metodolojiler konusunda yetkin olmalarini saglayan yenilikgi dil
testi ydntemleri Gzerine galistaylar,

+ Uye devletlerde dil testlerinde kalite glivencesi ve genel test yonetimi konularinda, testlerde gecerlilik
ve guvenilirlige ve madde yapimina (item construction) odaklanan galistaylar,

» Avrupa Yeterlilikler Cergevesi’'nin (EQF) gerekliliklerini, sinavlari D-AOBM ile iligskilendirme ihtiyaci ile
birlestirme konusunda Uye devletlerde calistaylar,

* D-AOBM ile iligkilendirilecek gegerli sinavlar Gretme hizmetinde veri toplama, veri analizi ve veri
yorumlama konusunda sinav merkezlerinde istatistikgiler igin ¢caligtaylar.
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degerlendirme baglaminda 6grenci performans oOrneklemesi, veri toplama, veri analizi ve raporlama
alanlarinda uzun yillardir calismaktadir. Egitim kurumlarina dil sinavlari ve mifredat programlarini D-AOBM
yeterlik seviyeleri ile uyumlu hale getirme konusunda yardim eden ortak bir AB-Avrupa Konseyi projesi
olan RELANG'in proje koordinatortdur. Bu proje 30’dan fazla Avrupa ulkesinde yurutilimektedir.
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DORT DiL BECERISINi OLCEN BiLGISAYAR DESTEKLi SINAVLAR
Dr. Elif KANTARCIOGLU

Bilkent Universitesi
Ozet

Diller i¢in Avrupa Ortak Bagvuru Metni’'nde (D-AOBM ) belirtildigi ve Tamamlayici Cilt'te de vurgulandigi
Uzere dil 6grenme dort beceriden olusmakta ve hepsi de birbiriyle es deger 6nem arz etmektedir. D-AOBM
'nin iletisimsel dil faaliyetlerini okuma, dinleme, yazma, konusma gibi dért beceri yerine alimlama, tretme,
etkilesim ve aracilik olarak dort durum seklinde nitelemesi bu becerilerin birbirlerinden ayrilmazhgini
ortaya koymaktadir. Bu dért durumun 6l¢iimesine de ayni sekilde 6nem verilmesi dil 6gretimini ve sinifa
yansimalarini olumlu sekilde etkileceyektir. Bu baglamda bu sunumda éncelikle dil egitiminde dort becerinin
her birinin dlciilmesinin dneminden bahsedilecek. ikinci olarak bilgisayar destekli sinav gesitlerinden
(Bilgisayarda Bireysellestiriimis ve Bilgisayar Tabanli) ve bunlarin olumlu ve olumsuz yanlarindan
bahsedilecektir. Daha sonra da salgin surecinde Universitelerimizin dil 6lcme uygulamalarina deginilecektir.
Son olarak da Turkiye’'den ve yurtdisindan bilgisayar destekli sinav drnekleri ele alinacaktir.

Giris

Dil yetenegdinin tanimi yillar iginde birkag kez gelistirildi ve Diller igin Ortak Avrupa Basvuru Metni (Avrupa
Konseyi, 2001), Tamamlayici Cilt'in (Companion Volume) yayinlanmasiyla dil becerisine yeni bir bakis agisi
getirdi. Avrupa Konseyi, 2018; 2020). D-AOBM, dil yeteneginin tanimini geleneksel dort beceriden —okuma,
dinleme, yazma, konusma — dort iletisim moduna — alimlama, Uretme, etkilesim, aracilik — genisletir. Dil
etkinliklerinin bu sekilde kategorize edilmesinin, gercek yasam gorevlerini cok daha yakindan ve gergekgi
bir sekilde yansittigi ve geleneksel dort becerinin ayrilmaz dogasini gésterdigi kesindir. Ornegin yazma,
her zaman kendi basina gergeklesen bir beceri degildir. Zaman zaman yazma, e-posta yazarken oldugu

gibi iletisimle birlestirilir. Benzer sekilde, okuma gibi alici becerileri, diger yazarlardan alinti yapmak ve
akademik bir baglamda tartisma yapmak gibi yazili bir gercek yasam gorevi de takip edebilir.

Dilin gergek hayatta nasil kullanildiginin énemi, dil testinin nasil yapilandiriimasi gerektigini de
vurgulamaktadir. Yalnizca belirli becerileri 6lgen testler yaniltici olabilir ve kisinin yeteneginin tam bir
resmini vermeyeceginden eksik ve yanlis sonuglar verebilir. Okullar ve dil egitimi s6z konusu oldugunda,
testin etkisi ve sinifa yansimalari son derece dnemlidir. Testler tim becerileri dlgtuginde, bunun muifredat
tasarimi, sinif 6gretimi ve 6grenimi Gzerinde olumlu bir etkisi olur. Bu sebeple, 6grenciler sinavlarda daha iyi
performans gostermelerine yardimci olacak etkinliklere katilmalari icin motive olacaklarindan, égrencilerin
motivasyonunu ve derse katilimini artirir.

2000'lerin basinda, 6zellikle ucuz ve yiksek guicli bilgisayarlar oldukga erisilebilir hale geldiginden, bilgisayar
teknolojisinin egitimde kullanimi daha yayginlasti (Thompson ve Weiss 2011, Thurlow, Lazarus, Albus
ve Hodgeson 2010, Wainer 2000). Teknolojik gelismeler, bir sonraki bélimde kisaca sunulan bilgisayar
destekli sinavlar araciligiyla tim becerilerin veya iletisim bigimlerinin dlgtlmesini kolaylastirmistir.

Bilgisayar Destekli Sinaviar

Bilgisayarlar destekli sinavlar genel olarak ikiye ayrilir: Bilgisayarda Bireysellestiriimis Testler (BBT'ler) ve
Bilgisayar Tabanli Testler (BT T ler). BBT lere 6rnek olarak DIALANG ve Oxford Placement Test verilebilirken
TOEFL iBT ve Pearson ingilizce Testi BTT olarak siniflandiriimaktadir.

BBT’ler, her sinava giren kisinin onceki sorulara verdigi yanitlara bagh olarak farkli sorularla karsilastigi

- 69



icin ve kigisellestiriimis oldugundan yani her aday farkli bir sinav aldigindan ve kisinin dil yetenegini kisa
surede Olcebilmesi nedeniyle tercih edilir. Bu, teste girenlerin sorularin zorluk seviyelerine gore yetenek
seviyelerini tahmin edebilen Madde Tepki Teorisi (IRT) kullanimi sayesinde mumkun olmaktadir. BBT lerin
bu dogasi, hizli bir yetenek dlgisi olmanin yani sira bir dizi baska avantaji da beraberinde getirir. Her
test katilimcisinin aldigi testin benzersizligi, kopya faktorini ortadan kaldirir. Bir BBT testinde, yeterince
yuksek bir guvenilirlik seviyesine ulasmak icin daha az madde gereklidir (Walczak, A. 2015). BBT lerin bir
diger avantaji, testin ¢cok genis bir madde havuzunda ¢alistidi icin siklikla uygulanabilmesidir. BBT lerin bazi
olumsuz yoénleri de vardir. BBT lerin genis bir madde havuzuna dayanmasi, madde yazma acisindan fazla
kaynak gerektirmesi nedeniyle de dezavantaj olarak gértlmektedir. Adaylara farkli maddeler verildiginden,
sadece birka¢ kisi tarafindan gorulen hatali bir soru sorulabilir ve bu da sinavin adil olmamasiyla ilgili
sorular dogurabilir (Wainer, 2000). BBT’ler ayrica yazma ve konusma gibi Uretken becerilerin 6lgliimesine
de elverigli degildir.

BTT'ler ise yazma ve konusmayi olgmeyi mimkin kilmaktadir. Ayrica adillie katkida bulunan ol¢lte
dayali bir test tasarimina dayali olarak tim adaylara tam olarak ayni soru kiimesini sunarlar. Ayrica sinavin
uygulanmasinda insan faktorind ortadan kaldirdiklari igin ylksek dizeyde bir standardizasyon saglarlar.
BTT lerin bir baska avantaji da sinavlari sanal bir 6grenme ortaminin pargasi olarak ve bagimsiz bir sekilde
sunabilmeleridir. Ancak her sinava giren kisinin sinava girmek icin bir bilgisayara ve gerekli alt yapiya
ve sabit internet baglantisina ihtiyaci olabileceginden BTT ler belirli bir dlizeyde teknolojik kurulum ve
ekipman gerektirir. Ayrica 6grencilerin veya sinava girenlerin yalnizca sinav igerigine degil, ayni zamanda
bilgisayarda nasil girilecegine de oldukca agina olmalari gerekir. Ogrencilerin bilgisayar karsisindaki dikkat
sureleri farklilik géstermekte olup bu durum tasarim asamasinda da g6z éninde bulundurulmalidir. Bununla
birlikte cogu sinav katilimcisi hangi yasta olursa olsun, zamanlarinin dnemli bir bélimana bilgisayar, tablet
veya akilli telefon 6niinde gecirdiginden bu yollarla sinava girmek bir avantaj olarak goralmeyebilir.

Bir sonraki bolim, Universitelerin pandemi boyunca ¢evrim ici degerlendirmeyi nasil ele aldigi hakkinda kisa
bilgi saglamayi amaclamaktadir. Bu, ¢cevrim ici degerlendirmede deneyim kazanirken bu alanda buyuk bir
uzmanlik olusturmus olmamiz agisindan énemlidir.

Salgin Sirasinda Tiirk Universitelerindeki Uygulamalar

Pandemi, dinya capindaki Universitelerde sinavlarin ¢evrim ici olarak yapilmasini gerektirmistir. Turk
Universiteleri bu ihtiyaca; kaynaklarina, dgrenci profillerine ve vizyonlarina gore farkli sekillerde cevap
vermiglerdir. En yaygin olarak takip edilen uygulama, Sekil 1'de gdsterildigi gibi bir sinav, bir 6grenme
yonetim sistemi ve bir glvenlik énlemi icermigtir.

Universiteler genellikle yiiz yiize verilen sinavlarin kisaltiimis bir versiyonunu kullandilar ve bunlari Moodle
veya Backboard gibi bir 6grenme ydnetim sistemine entegre ettiler. Buna ek olarak sinava girenlerin
tarayicisini kilitleyen ProctorU veya Respondus gibi bir gtivenlik sistemi de kullandilar. Bazilari da sinav
guvenligini artirmak igin egitmenlerine égrencileri Zoom Uzerinden izletti.
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Moodle,
Canvas,
Blackboard

Kurumsal
sinavlarin kisa
bicimleri

ProctorU
Respondus

Degerlendirme

Sekil 1 - Pandemi slrecinde Tark Gniversitelerinin izledigi ortak bir degerlendirme uygulamasi.

Bu uygulamalar glvenlik onlemleri agisindan bazi ulusal ve uluslararasi dil sinavlari ile benzerlik
gOstermektedir. Bir sonraki bélimde bazi BBT ve BTT drnekleri verilmistir.

Bilgisayar Tabanlh ve Bilgisayarda Bireysellestirilmis Sinavlardan Bazi Ornekler

Bilgisayarda Bireysellestiriimis Testler ve Bilgisayar Tabanh Testler dinya genelinde olduk¢a yaygindir
ve pandeminin baslangicindan bu yana daha da yayginlagsmistir. Bazilari, bu tir sinavlardan elde edilen
puan sonuglarini kullanan kurumlarin aradigi bir dizi faktdérden dolayi digerlerinden daha fazla tercih
edilmektedir. En 6nemli kriterlerden ikisi, dort becerinin tamaminin dl¢llmesi ve test sonuglarinin D-AOBM
ile baglantisidir. Asagidaki Tablo 1, bazi ulusal ve uluslararasi testlerin sahip oldugu o&zelliklerin bir
dzetini sunmaktadir. ilk stitun sinavin adi, ikincisi ise BTT veya BBT olup olmadigina gére sinavin tirini
go6stermektedir. Uglinci siitun, sinavin hedefledigi D-AOBM seviyeleri ile ilgili bilgi saglar ve dérdinci
sttun, puanlamanin nasil gerceklestigi hakkinda bilgi verir. Son stitun, sinavin ne kadar yaygin olarak
kullanildigi ve hangi sektorlerin bunlari esas olarak kullandigi hakkinda kisa bilgi verir. Unutulmamalidir ki
tabloda listelenen sinavlar bilgisayarlar araciligiyla verilen uzun bir sinav listesinin sadece birka¢ 6rnegidir.



Tablo 1 — Ulusal ve Uluslararasi BBT lere ve BTT lere Bazi Ornekler

E-Yadis
TOMER

CATEP - de-
vam eden
proje

Language
Cert

Oxford
Placement
Test

Cambridge
English
Placement
Test

Aptis

Bilgisayar tabanli

Bilgisayarda
bireysellestiriimis

Bilgisayar tabanl

Bilgisayarda
bireysellestiriimis

Bilgisayar tabanli

Bilgisayar tabanli

A1-C1

A1-C1

A1-C1

A1-C2

A1-C1

A1-C2

O,D,Y, K

O,D

O,D,Y,K
Dilbilgisi,

D

0O,D, (Y
kiguk yas
grubu)

O,D,Y,K

Otomatik + insan
tarafindan

Otomatik

Otomatik + insan
tarafindan

Otomatik

Otomatik + insan
tarafindan

Otomatik + insan
tarafindan

Merkezler

Universiteler

Limitli

Birgok Ulkede

ancak kullani-
mi kisith bece-
rilerden dolayi
limitli

Yaygin

Yaygin ve
birgok Ulkenin
Milli Egitim
Bakanliklari

Bu tir testlerin kullanicilarina, yalnizca icerik dizeyinde bazi iddialarda bulunuldugundan ilgilendikleri
sinavda ayrintili D-AOBM baglanti galismalarinin yapildigindan emin olmalari 6nerilir. Erisim kolayligi igin
yukarida Tablo 1'de incelenen sinavlarin internet baglantilari asagida verilmistir.

« E-yadis by TOMER

https://e-yadis.ankara.edu.tr/

» Language Cert https://www.languagecert.org/en/exam-types/online-exams

» Oxford Placement Test

https://elt.oup.com/feature/global/oxford-online-placement/?cc=tr&selLanguage=en

+ Cambridge English Placement Test (CEPT)

https://support.cambridgeenglish.org/hc/en-gb/sections/201140445--CEPT-Cambridge-English-
Placement-Test-Metrica-

* Aptis

https://www.britishcouncil.org/exam/aptis
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Sonug ve Oneriler

Testlerin dgretim ve 6drenim Uzerindeki etkisi inkar edilemez. Neyin olcildigu ve nasil élguldaga, dil
ogrenenlere neyi nasil dgrettigimiz tGzerinde buyulk bir etkiye sahiptir (6rn. Choi, 2008; Cheng, 1997; Wall
& Alderson, 1992; Wall & Horak, 2009). Egitimciler, mufredatin, égretim yonteminin ve degerlendirmenin
birbirini yakindan yansitan tutarli bir ti¢gen olusturmasini saglamakla yikimltdir. Bu nedenle, é3rencilere
tim becerilerin etkili bir sekilde dgretiimesini pekistirmek icin mifredat yenileme ve 6gretmen yetistirme
projelerinin yani sira, istenen sonuglari saglamak igin sinif i¢ci sinavlarin ve yiksek 6énem tasiyan dil
sinavlarinin da dikkatle tasarlanmasi buyuk 6nem tagimaktadir. Ayrica, bu tur projeler el ele yaruttulmelidir,
¢unku ayrik projelerin sonuglari, bu ana 6gretme ve 6grenme unsurlari arasinda tutarhligin kurulamamasina
neden olabilir.

Mevcut bilgisayar teknolojisinin dil ve egitim degerlendirmesi agisindan sunacagi ¢ok imkan var. Etkili ve
son derece guvenilir test saglar. Turkiye'de halihazirda, az sayida ulusal diizeyde geligtirilmis, sinirl sayida
bilgisayar destekli ingilizce dil sinavi mevcuttur. Ayrica bu sinavlar kapsam olarak sinirlidir, yani belirli
amagclara hizmet ederler ve belirli aday kitlelerini hedeflerler. Bu nedenle, ortaokul ve lise 6grencilerini
hedefleyen ve ulusal mufredatin kazanimlarini kapsayan okullar igin dil sinavlari tasarlama ihtiyaci ortaya
cikmaktadir.

Turkiye, D-AOBM ile ilgili dort beceriyi de 6lcen bilgisayar destekli bir sinav tasarlamak icin gerekli kaynaklara
ve uzmanliga sahiptir. Devlet ve 6zel kurumlar arasindaki is birligiyle, 6grencilerimize gelismis dil 6grenme
firsatlari saglayabilir ve dért becerili dil sinavi tasarlayip sunarak ingilizcenin dért becerisini de 6grenmeye
ve uygulamaya olan ilgilerini artirabiliriz.
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YAZAR HAKKINDA: Dr. Elif KANTARCIOGLU

Elif Kantarcioglu Bilkent Universitesi'nde ingilizce Hazirlik Program Midiri olarak gérev yapmaktadir.
Doktorasini ingiltere’de Roehampton Universitesi'nde dil sinavlarinda D-AOBM ve gegerlilik alaninda
yapmistir. 20 yili askin siredir 6lgme degerlendirme ile ilgilenmektedir. ilgi alanlarindan bazilari sinav
tasarlama, sinav gecerlilik calismalari ve D-AOBM olarak sayilabilir. Hem ulusal hem de uluslarasi
kurumlarin destekledigi projeler yuratmastir.
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DiL OGRETMENLERININ MESLEKI GELiSiMi iCiN ARACLAR: EPG VE EAQUALS TDFRAM
Dr. Deniz KURTOGLU EKEN

Sabanci Universitesi Diller Okulu
deniz.kurtoglueken@sabanciuniv.edu
Ozet

Dil 6gretmenlerinin egitimi ve gelisimi, tiim nitelikli kurumlarda vazgegilmez bir mesleki faaliyettir. Ogretmen
gelisimine yapilan yatirim, egitimin kalitesine ve s6z konusu egitim kurumunun kalkinmasina yapilan bir
yatirimdir. Bu sunumda, iki 6gretmen mesleki gelisim aracinin, 6gretmen 6z degerlendirme uygulamalarina
ve egitim kurumlarinda kalitenin gelistiriimesine olan katkilarini inceleyecegiz. Bunlar, Sabanci Universitesi
Diller Okulu’nun etkin katki sundugu ve Avrupali ekipler tarafindan g yili askin bir sire iginde tasarlanan,
Dil Ogretmenleri icin Avrupa Profil Tablosu (EPG) ve Eaquals Ogretmen Egitimi ve Gelisimi Cergevesi
(TDFRAM) isimli araglardir. Dogasi geregi Diller i¢in Avrupa Ortak Basvuru Metnine (D-AOBM ) benzer
sekilde, EPG ve Eaquals TDFRAM, dil 6gretmenlerinin kariyerlerinin belirli bir asamasinda bildiklerini ve
yapabildiklerini dikkate alarak yetkinlik ve becerilerine olumlu ve yapici bir sekilde odaklanir. Ug ana gelisim
evresi altinda sunulan dil 6gretmeni yeterlilikleri, bilgileri, becerileri ve deneyimleri ortak bir cergeveyi
olusturmaktadir. Oz degerlendirme ve degerlendirme yoluyla ortaya gikan profiller, dgretmen egitimcilerini
uygun hizmet 6ncesi ve hizmet ici egitim programlarini bulup uygulamaya tesvik etmekte ve okul yoneticileri
tarafindan yuruttlen kurumsal dederlendirme ve gelisim faaliyetlerine katkida bulunmaktadir.
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Giris

Mesleki gelisim gercevesi, 6gretim ve 6grenim uygulamalarinda daha iyi bir etkililige katkida bulunan
degerler, tutumlar, bilgi ve becerilere yonelik ortak bir anlayisi tesvik eder. Ayrica, 6gretmenlerin ilerideki
mesleki gelisimleri icin hedeflerine dncelik vermelerine yardimci olarak, 6gretmen 6z degerlendirmesini
tesvik eder. Oz degerlendirme, etkin 6gretim uygulamasinin temel bir bilesenidir ve kisisel ve mesleki
gelisimden gecgen bir yoldur. Ogretmen yansitmasinin bicimlendirici ve ¢ogunlukla nitel siirecini ifade
eder. Bicimlendirici degerlendirme, genellikle belli 6gretme ve 6grenme hedefleri ile birlikte karar verme
ve iglevsel uygulamalar bilgilendirmeye yonelik ol¢utlere gore gergeklestirilir. Hem deneyimsiz hem de
deneyimli uygulayicilar igin 6gretmen egitimi ve gelisimi ¢cergevesi ihtiyacinin ortaya c¢iktigi yer burasidir.
Danielson (2007) kendi 6gretim cercevesinin genel degerlenmesinde mecazen tanimladigi gibi, ¢ergeve,
bize 6gretimin karmagsik dogasina dair ortak bir anlayista yardimci olan bir yol haritasi gibidir.

Digerlerinin yani sira, bu ¢erceveler asagida sunulanlardan olugsmaktadir:

+ Dil Ogretmenleri igin Avrupa Profil Tablosu (EPG) (2013)

+ Dil Hizmetlerinde Niteligin Degderlendiriimesi ve Akreditasyonu (EAQUALS) Dil Ogretmeni Egitimi ve
Gelisimi Cercevesi (TDFRAM) (2013)

+ Cambridge ingilizce Ogretim Cercevesi (2014)

+ Mesleki Uygulamalari Gelistirme: Bir Ogretim Cercevesi (Danielson, 2013)

« British Council Ogretmenler icin Siirekli Mesleki Gelisim Cercevesi (2015)
Bu sunum, ilk iki cerceveye, yani Sabanci Universitesi Diller Okulu (yelerinin, yayinlanmadan birkag yil
once duzenleme ve/veya gelistirme ¢alismalarina etkin olarak dahil olduklari EPG ve Eaquals TDFRAM’e
odaklanmaktadir. Her iki arag da nitelikli dil dgretimi icin dil 6gretmenlerinin ihtiya¢c duydugu temel 6gretmen

yetkinliklerini tanimlamayi amaglar. Hem EPG’nin hem de Eaquals TDFRAM’in altinda yatan temel ilkeler,
bunlarin éncelikle 6gretmen 6z degerlendirme araclari olmalaridir ve bu araglar:

» kapsamli uluslararasi arastirmalara dayanir,
« faydall bir sekilde “yapabilir” tanimlayicilarina ve égretmenlerin yapabileceklerine dayanir,

» dogasi geregdi yonlendirici degil betimleyicidir, dolayisiyla kurumlarin gerektiginde bunlari kendi 6zel
baglamlarina goére uyarlamalarina izin verir,

« surekli mesleki gelisimi destekler ve profesyonelligi gelistirmeye yardimci olur,

» kademeli niteliktedir ve D-AOBM ’nin 6zundeki dil 6grenenlerin durumuna benzer olarak, 6gretmenin
kendisini belirli bir alanin bir gelisim asamasinda ve farkh bir alanin baska bir gelisim asamasinda
degerlendirebilecegi ‘centikli’ profillere izin verir.

Asagida, EPG’nin kisa bir tanimi ve 2013’ teki ilk basimindan bu yana Sabanci Universitesi Diller Okulunda
etkin olarak kullanilan Eaquals TDFRAM’in ayrintili bir agiklamasi yer almaktadir (Kurtoglu Eken, 2014).

Dil Ogretmenleri igin Avrupa Profil Tablosu (EPG)
EPG Kullanici Kilavuzunda belirtildigi gibi Dil Ogretmenleri igin Avrupa Profil Tablosu (EPG):

Guvenilir yollarla mevcut yeterlilikleri belirleyerek ve dil egitiminde profesyonelligi gelistirerek dil
6gretmenleri, 6gretmen egitmenleri ve ybneticilerin ihtiyaclarini karsilayan profesyonel bir aractir. Nihai
amac, dil 6gretmenlerinin egitiminin ve mesleki gelisiminin kalitesini ve verimliligini artirmaktir. (EPG

Kullanici Kilavuzu, 2013: 3)
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EPG su anda, Sabanci Universitesi Diller Okulu okutmanlarinin gevirdigi Tirkge versiyonu da dahil olmak
Uzere, on bes farkli dilde mevcuttur. Alti asama altinda diizenlenmis tanimlayicilar ile dort temel ve on Ug¢
yan alanla birlikte mesleki gelisime odaklanmaktadir (Bakiniz Sekil 1).

Sekil 1. Metodoloji Alaninda EPG Gelisim Asamalari

YONTEM: BILGI VE BECERILER

Gelisim Asamasi 1 Gelisim Asamasi 2 Gelisim Asamasi 3
1.1 1.2 21 2.2 3.1 3.2
« Farkli dil 6grenme « Farkh dil 6grenme « Dil 6grenme teori « Dil 6grenme * Kullanilan « Dil 6gretim ve
teorileri ve teorileri ve yontemleri | ve yéntemlerine teorileri ve égretim yaklasimi - 6grenim teorileri ile ilgili
yéntemlerini égrenir. hakkinda temel asinadir. égr;zt;vnr::g’ﬁl/eri Ve ve gok sayida ayrintili bilgiye sahiptir
- Daha deneyimi bilgilere sahiptir. « Ik veya daha fazla dgrenme stratejileri :giinEZ;?kmg:::%i :kzzr;ulga“?ma |
. 1 | ‘ hakkinda bilgi ! SIEIMAR [PERIEEIT
ogretmenleri » Meslektaglarindan seviye igin gerekli sahibidir. sunabilir.
gozlemlerken, tavsiye alarak yeni teknik ve . » Kendi 6gretim
kullandiklari teknikleri  teknik ve materyaller materyallere « Ogretim teknikleri * Cok cesitli teknikleri kapsamlarini
ve materyalleri neden  secebilir. asinadir. ve materyallerinin sayida égretim gelistirmelerine yonelik;
segtiklerini anlayabilir. f‘é‘;ﬁkpi'ﬁ(g'lg‘r’iak' teknigi, etkinligi ve pratik, yéntemsel
« Farkh gretim ve « Farkl 6gretim belirleyebilir. materyali acidan etkin doniit
6grenim baglamlari igin teknik kullanabilir. vererek, calisma
baglamlarina yénelik ve materyallerin « Cesitli 6gretim arkadaslarini
teknikleri ve uygunlugunu pratik tekniklerini ve gbzlemlemeyi strdiirir.
materyalleri bir bakig acisiyla etkih"klerini uygun
belirleyebilir. degerlendirebilir. celdlee el - Calisma
arkadaslarinca her
« Kullanilacak seviyede
yontem ve teknikleri kullanilabilecek uygun
segerken belirli gorev ve materyalleri
gruplarin ihtiyaclarini segip olusturabilir.
dikkate alabilir.

Asagidaki bolim, okuyucunun, bu 6zel alanin Eaquals TDFRAM’de nasil ele alindigini gérmesine ve
karsilastirma yapmasina olanak saglayacaktir.

Eaquals Ogretmen Egitimi ve Gelisimi Cergevesi (Eaquals TDFRAM)

Belgenin giris boliminde ana hatlariyla belirtildigi gibi Eaquals TDFRAM, o6gretmenlerin dil 6gretimi
yetkinlikleri ile ilgili yansitma ve degerlendirme yapmalarina yardimci olan bir arag olarak hizmet eder.
Ancak, 6gretmenlerin egitim ihtiyaclarini belirleme ve mesleki gelisimini planlama konusunda EPG’de var
olanlardan daha ayrintilidir ve daha detayli tanimlayicilar kullanir (Eaquals TDFRAM, 2016: 2). EPG'ye, dil
ogretmenlerinin Ug¢ gelisim asamasinda ihtiyac duydugu mesleki yetkinlikleri ile ilgili ayrintili, agik uglu bir
aciklama ekler. Eaquals TDFRAM, asagida sunulan dort temel unsurdan olusur (Eaquals TDFRAM, 2016:
3):

* gelisimin tim asamalarinda 6gretmenler tarafindan paylasilan ve énemsenen degerler ve tutumlar
(6rnegin, ogrenciler arasindaki cesitlilige ve farkliliklara kargi olumlu bir tutum ve onlarin kisisel ve kulturel
gecmiglerine saygl);

* U¢ gelisim asamasinin her birinde 6gretmenlerden beklenen ayirt edici 6zelliklerle ilgili olan yetkinlikleri
Ozetleyen kuresel tanimlayicilar

* her bes alanin altinda ve her yan alanda yer alan bilgi ve becerilerle ilgili saglanan ayrintili tanimlayicilar;
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Sekil 2. Temel Alanlar ve Onlara Ait Yan Alanlar (Eaquals TDFRAM, 2016: 4)

Temel alanlar ve onlara ait yan alanlar

Ogretim ve
Ogrenimi Planlama

Ogretim ve Ogrenimin
Desteklenmesi

1 Ogrenen
ihtiyaglar ve
6grenme surecleri

2 Mifredat ve ders
programi (6gretim
ve 6grenim
programi)

3 Dersin amaglari
ve giktilan

4 Ders - goreviler,
etkinlikler ve
materyaller

1 Ogretim yéntemi

2 Kaynaklar/Materyaller
3 Ogrenenlerle etkilesim
4 Ders yonetimi

5 Dijital medya kullanimi

6 Ogrenmeyi
gbézlemleme

7 Ogrenci 6zerkligi

Ogrenimin
Degerlendirilmesi

Dil, iletisim ve
Kiltir

Bir Profesyonel
olarak Ogretmen

1 Degerlendirme ve
mufredat

2 Test turleri -
secimi,
tasarlanmasi ve
uygulanmasi

3 Degerlendirmenin
6grenme Uzerine
etkisi

4 Degerlendirme ve
6grenme suregleri

1 Hedef dili
ogrencilerle etkili bir
sekilde kullanma

2 Diller i¢in Avrupa
Ortak Basvuru Metni
(D-AOBM) ilkelerini
uygulama

3 Etkili dil modelleri
ve rehberlik sunma

4 Dil 6greniminin bir
parcasi olarak iligkili
kaltarel konulari ele
alma

5 Dilbilimcilerin ve
psikodilbilimcilerin
pratik goruslerini
uygulama

1 Oz degerlendirme
ve 6gretmen 6zerkligi

2 isbirlikgi gelisim

3 Kesfe dayali
ogretim

4 Ders gozlemi

5 Profesyonel tutum

Yukarida Sekil 2’de gorllebilecegi gibi ¢erceve, bes ana ve yirmi bes yan alan tanimlayicisindan
olusmaktadir. Burada, her bir gelisim asamasinda listelenen yetkinlikler arasinda dogal bir ortisme
oldugunu ve bu kademeli yetkinliklerin belirli bir asamada gereken minimum yetkinlik seviyesini ifade
ettigini belirtmek dnemlidir. Ayrica giris boliminde bahsedildigi gibi cergeveye dayali bir gretmen profilinin
“centikli” olmasi beklenir, yani farkli 6gretim alanlarinda ayni yetkinlik diizeyinde olmasi gerekmez.

Belirli tanimlayicilarin nasil sunulduguna iligkin olarak okuyucu, 6zellikle tanimlayicilarin EPG’de (Bakiniz
Sekil 1) ve Eaquals TD FRAM’de nasil belirtildigi ile ilgili bir karsilastirma icin asagida yer alan Sekil 3’0
inceleyebilir.



Sekil 3. Metodoloji Alaninda Eaquals TDFRAM Geligtirme Asamalari

Ogretim ve d6grenimi destekleme

Ana Alan 1: Yoéntem Ogretimi

Gelisim Asamasi 1

Sahip olunan bilgi

Gelisim Asamasi 2
Sahip olunan bilgi

« Basit agiklamalari kavramak igin
gereken konsept ve ustdil ve dugiik
seviyelerde basit dil sorularini
cevaplandirma

« Dil beceri gelisiminin temel boyutlari
olan ‘alimlama’, ‘Uretim’, ve ‘etkilesim’
kavramlari

* Duyussal faktorlerin 6grenme
Uzerindeki etkisi

» Temel dil 6gretim yaklagimlari,
yontemleri ve teknikleri ve bunlarin
temelinde yatan prensipler

Beceriler:

« Alimlayici becerilerin geligtirmesi igin
temel 6gretim tekniklerinin kullaniimasi
ve Uretimsel ve etkilesimli iletigimi
destekleme

» Uygulamay! sunma ve iyilestirmede
ve hedef dilin 6grenilmesini
desteklemede (gramer, kelime bilgisi ve
telaffuz) bir dizi temel teknik kullanma

« Ogrenenlerin seviyelerine uygun olan
sinif dilini kullanma

« Dil 6grenimi ile ilgili teori 6grenimdeki
temel noktalar

* Yaygin olarak kullanilan yaklagim,
yontem ve tekniklerin kullaniminin ve
segimin arkasinda yatan prensip ve
gerekceler

+ Ogrenme siirecinde ve dil yetkinligi

gelisiminde biligsel ve duyusgsal
faktorlerin roll

Beceriler:

*Alimlayici becerilerin geligtiriimesi
farkl 6gretim/6grenim tekniklerini etkin
bir sekilde kullanma ve uretimsel ve
etkilesimli iletisimde bulunma

« Sinifta, gok sayida dil 6grenme
etkinlik ve tekniklerini etkin bir sekilde
hazirlayip uygulama ve bunlarin
etkililigini gézlemleme

Gelisim Asamasi 3
Sahip olunan bilgi

Daha 6zellikli yaklagim ve
yoéntemler ile ilgili teoriler ve
arastirmalar (6rnegin, gorev odakli
ogrenme, soézclksel yaklagim,
o6grenmede bilissel ve duyussal
faktorler

Beceriler:

» Alimlayici ve Uretimsel becerileri tam
olarak gelistirmek igin cok sayida
ogretim yaklasimi ve teknigini etkin ve
esnek bir bigimde kullanma

* Farkli 6gretim ve 6grenim durumlarina
yonelik tekniklerin uygunlugunu
degerlendirme ve gok sayida teknigi
yaratici bir bigcimde uygulama

2010 ve 2013 yillan arasinda Eaquals TDFRAM'in ilk planlama, kapsamli arastirma, pilot calisma ve
degerlendirme asamalarina dahil olmasindan bu yana, Sabanci Universitesi Diller Okulu, bu gerceveyi
Ozellikle Yilik Hedef Belirleme (YHB) uygulamalarinda mesleki gelisim ‘yol haritasi’ olarak etkin bir sekilde
kullanmaktadir. YHB, hedef odakl bir yaklagimla 6gretmenlerin 6z degderlendirmelerine deger veren ve
bunlari destekleyen mesleki gelisimin temel bir bilesenidir. Eaquals TDFRAM, 6gretmenlerin kendileri igin
belirledikleri hedefler acgisindan bir édnceki akademik yila iliskin yansitma yapmalarina yardim ederek ve
asagida 6rneklendigi gibi bir sonraki yil icin yeni mesleki hedefler belirlemeleri igin onlari tegvik ederek YHB
surecini pratik bir 6z degerlendirme ¢ercevesi olarak tamamlar.

Ornegin giinliik égretim stratejileri ve tercihleri acisindan, dgrenci merkezli ydntem ve déJrenci motivasyonu
icin ileri stratejiler arastirma ve deneme. Ogrenci merkezli etkinlikleri tesvik etmek igin degisen 6gretmen ve



ogrenci rolleri (Eaquals TDFRAM:16); 6grenci merkezli, cok seviyeli grup calismasini etkin sekilde kurmak
ve ybnetmek (a.g.e.17)

Sabanci Universitesi Diller Okulu daha sonra, kiiresel dlgekte asgari 6gretim standartlarini belirlerken
Eaquals TDFRAM’i kullanmigtir (2016: 9):

Gelisim 2 asamasindaki 6gretmenler, planlama, uygulama ve degerlendirmede kendine guvenir ve inisiyatif
gosterirler. Ogrenme ve 6gretme siirecinde ortaya gikan sorunlara agiktir ve bunlarin farkindadirlar. Gerekli
gorduklerinde rehberlige basvurarak, uygun 6gretim stratejilerini bagimsiz olarak belirleyip uygulayabilirler.

Son olarak, Sabanci Universitesi Diller Okulu hizmet igi 6gretmen egitimi veya uzmanlasmis ekip gérevi
proje gerekgesini desteklemek igin kurumsal gelisim uygulamalarinda Eaquals TDFRAM'i bir referans
araci olarak kullanmaktadir:

* Proje Tabanli Ogrenme gdrev grubu (karsilastir) “Yasam boyu dgrenme ve gelismenin degerine olan
inan¢” (Eaquals TDFRAM, Degerler ve tutumlar, Ogretim, s. 8)

+ ‘Ogretme ve Ogrenme Uygulamalari Uzerine Aragtirma ve Bigimlendirici Geri Bildirim’ (izerine bir
hizmet ici 6gretmen egitimi kursu (karsilastir) “Sinif temelli arastirma firsatlarini inceleme ve kesfe dayali
ogretimin bir pargasi olarak arastirma sireclerini birlestirme” (Eaquals TDFRAM, Anahtar Alan 3: Kesifsel
Ogretim s. 31)

Sonuglar ve Oneriler

Ogretmen egitimi ve gelisimi cergeveleri, 6§retmenlerin stirekli mesleki gelisimini destekleyen ve bir okulun
nitelikli 6gretme ve 6grenmeye iliskin kurumsal uygulamalarini iyilestirmeye yardimci olan temel araglardir.
Bu bildiri, bu tir iki 6gretmen 6z degerlendirme aracini - EPG ve TDFRAM - tartismis ve dil 6gretimi
alaninda mevcut olan diger mesleki gelisim araglarina referans saglamigtir.

Tdm dil kurumlari, 6gretmenlerinin devam eden mesleki gelisimlerini sistematik olarak desteklemek ve
kurumsal uygulamalarini gelistirmek icin mevcut mesleki gelisim araglarinin veya cercgevelerin zenginligini
yarar saglayacak sekilde inceleyebilir ve/veya kendileri tasarlayabilirler. Okullarin kullanabilecedi mesleki
gelisim gergevelerinin birkag¢ baska kullanimi, bunlarla sinirli olmamak kaydiyla asagidakileri kapsayabilir:

» Materyal tasarimi, kiigUk yastaki 6grencilere 6gretme, birebir ders verme, 6zellestiriimis egitim saglama
vb. gibi belirli alanlarda bagka gergeveleri gelistirmek igcin mevcut olanlari kullanma ve/veya uyarlama
(Eaquals, 2016: 2).

* mesleki ve/veya kurumsal ihtiya¢c analizi g¢alismalarini, program gelistirme ve ders degerlendirme
sureclerini desteklemek igin ¢cergeveyi bir referans araci olarak kullanma;

* alternatif bir gergevenin tasarlanmasina veya gelistiriimesine yardimci olma;
* bir mesleki gelisim kursu, faaliyeti, gbrev grubu veya projenin gerekgesini destekleme

* mevcut/uyarlanmis bir gergeveyi yalnizca 6gretmen 6z degerlendirme araci olarak degil, ayni zamanda
ogretmenlerin performans degerlendirme slrecine katkida bulunabilecek bir arag olarak kullanma

Tdm okullarin kendilerini en son gelismelerle guncel tutmak i¢cin mevcut olan yeni ¢erceveleri sistematik
olarak incelemeleri de énemlidir. Buna 6rnek olarak, Diller igin Akademik Amagli Ogretmen Egitimi ve
Gelisimi icin Eaquals Cergevesi’'nin (2020) yakin zamanda gelistiriimesi verilebilir ve akademik kurumlar
kendilerine ait akademik 6gretme ve 6grenme uygulamalari i¢cin Eaquals TDFRAM’den tamamlar nitelikte
yararlanip inceleyebilirler.
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ilgilenen okuyucular ayrica, Avrupa Modern Diller Merkezinin

Diller igin Ortak Avrupa Referans Cergevesine

Dogru” (2016) isimli G¢ yilhk 6dretmen projesi kapsaminda hazirlanan cercgevelerin, standartlarin ve

belgelerin ayrintil listesini asagida verilmis olan kaynakg¢a béliminden inceleyebilirler.
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Elestirel ve yaratici diisiinme, iletisim ve is birligi becerilerini (4C) derslere 6zellikle ingilizce 6grenim ve
Oogretimine uyarlamak icin 6gretmen egitimi programlarinin yani sira profesyonel gelisim etkinliklerinin
dizenlenmesi gerektigi arastirmalarca vurgulanmaktadir. Bu makale, 21. ylzyilin temel becerileri olarak
tanitilan 4C (elestirel distinme, is birligi, iletisim ve yaraticilik) kavramlarini tartismaktadir. Ayrica, en yaygin
olarak basvurulan alti cergeveyi sunup onlarin ilkelerini ve 4C 6gretme ve 6grenme stratejilerini paylasarak
ingilizceyi yabanci dil olarak égretilen siniflara uyarlanma konulari tizerinde durmaktadir.

Giris

Yeni beceriler ile birlikte yeni diisinme, yasama ve ¢alisma bicimleri, devletleri ydnetenleri toplumlarindan
gelen ortak talepler olan Uretime dayali becerilerden ziyade bilgi ve teknolojik becerilere agirlik verecek
sekilde egitim sistemlerini yeniden yapilandirmaya zorlamistir. Branden (2015) egitimin enerjinin yakit
oldugunu ve “6grencilerin, 6gretmenlerin, idarecilerin, velilerin ve egditim ile iligkisi olan herkesin enerijisiyle
calistigini” iddia eder (s. 5471). Yazar, ayni zamanda gelecekteki kalkinma igin yenilenebilir enerji haline
gelen yeni enerjiyi etkin bir sekilde Gretmek icin enerjiyi etkin bir sekilde kullanmanin énemini vurgular.
Buna ek olarak yazar “Odrenme icin enerji diizenli ve sistematik bir temelde ve egitim sistemindeki her
bir 6grenci igin gergeklesirse 6grenme igin enerji tiketiimek yerine surdurilebilir bir sekilde kullanilir.” (s.
5472) seklinde vurgulama yapar. Ogrenme igin bu enerji, 6gretim programi ve degerlendirme reformu, yeni
ogretmen yetistirme stratejileri, liderlik gelisimi ve is birlikgi teknolojilerin uyarlanmasi gerektiren bilginin
bUtlncdl bir ddntsimd ile elde edilebilir.

Farkh egitim sistemleri tarafindan tanimlanan gesitli beceri ve yeterlilikler olmasina ragmen, bunlar genellikle
elestirel disinme, yaraticilik, is birligi, iletisim (4C), problem ¢ézme ve dijital okuryazarlk gibi becerileri
icerir. Bu beceriler, 21. yuzyil 6grencileri i¢cin temel beceriler olarak kabul edilir ve konu alanlarina kolayca
uyarlanabildikleri i¢in tim dinyada egitimi yeniden sekillendirmektedir. Bu calismada, bu aktarilabilir
veya diger beceriler ile kesisebilen becerilere 21. ylzyil becerileri olarak kabul ediyoruz ve égrenilebilir ve
ogretilebilir yetkinlikler ile ilgileniyoruz. Bu c¢alismanin amaclari dogrultusunda, “beceriler ve yeterlilikler”
birbirinin yerine kullaniimaktadir ¢tinkt 4C’ler, bazen birbirinin yerine bazen de farkli anlamlarda kullanilsalar
da bilgi, beceri ve degerleri iceren biligsel, kisiler arasi ve i¢sel alanlarin kullanimi ile ilgilidir. “Beceriler” ve
“yeterlikler” terimleri bu makalede bazen birbirinin yerine bazen de farkl anlamlarda kullaniimaktadir.

21. Yuzyil Becerileri Cergeveleri

21. yazyil becerilerinin ¢ergcevelerini galisan genis ¢apli yazili kaynak mevcuttur ve 21. ylzyilin gelecekteki
belirsizliklerle basa ¢ikabilmek icin dgrenenleri yeni bir 6grenme bicimiyle donatmasi gerektigi konusunda
bir fikir birligi vardir (OECD, 2018). Ancak 21. ylUzyil becerilerinin tanimi konusunda bir fikir birligi yoktur.
Bircok gerceve, cesitli yetkinlikler ve beceriler ile disiplinler arasi tanimlar saglamaya yonelik genis bir girisim

yelpazesini tanimlar. 21. yazyil ile iligkili “yasam becerileri” gibi “sosyal beceriler”, “baska beceriler ile kesisen

beceriler’, “kritik beceriler”, “dijital beceriler”, “4C” ve digerlerini de iceren baska ortak terminolojiler de
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bulunmaktadir. Voogt ve Roblin (2010) “21. yuzyil becerilerini” veya “21. yuzyil yeterliliklerini ” vatandaslarin
bilgi toplumuna katkida bulunabilmeleri igin ihtiyac duyduklari bilgi, beceri ve egilimler icin kapsayici bir
kavram olarak tanimlarlar (s.16).

Voogt ve Roblin (2010) ¢calismalarindan uyarlanan Tablo 1, alti kurum tarafindan geligtirilen ¢ercevelerin
becerileri farkl sekillerde ve onlara atfettikleri 5Gnem dogrultusunda kategorize ettigini ve gruplandirdigini
gOstermektedir. Beceriler ve yeterlilikler konusunda da farkliliklar var gibi gérinmektedir. P21 tarafindan
dnerilen “21. Yizyilda Ogrenme icin Belirlenen Cerceve”, diger becerilerin gelistirimesine yol acabilecek
temel beceriler dizisi oldugu icin konu alanlarina uyarlanmasi gereken 4C’yi vurgulamaktadir (P21, 2009). 21.
yy becerileri icin kullanilan terimler incelendiginde, ortak benzerlikleri olmayan becerilere farkli yaklagimlar
sunsalar da aralarinda tutarllik oldugu gérilmektedir. Ornegin, “21. Yiizyil Becerileri igin Ortaklik (P21),
OECD ve Avrupa Birliginin “temel yeterlilikler” hakkindaki tavsiyeleri, diger gercevelerin de olusturuldugu
21. yuzyil becerilerinin kavramsallastiriimasini saglayan daha genel gerceveler olarak kabul edilebilir.

ATCS ve NAEP cergeveleri 21. ylzyil becerilerinin degerlendiriimesine acik bir sekilde vurgu yaparken
NETS, En Gauge ve UNESCO daha ¢ok konulara odaklanmaktadir’ (Voogt & Pareja Roblin, 2010, s. 14-
15). Buna ek olarak, ATCS, distinme yollari, galisma yollari, yaraticilik ve yenilikgilik, elestirel disinme,
problem ¢ézme ve 6grenmeyi 6grenme ve Ust bilisin gelisimini iceren dusinme yollari gibi bazi anlasilir
operasyonel tanimlar saglamayi amaglamaktadir. Calisma bigimleri ise iletisim, is birligi ve ekip calismasini
icerir (Griffin ve Ark. 2012).



Tablo 1. En sik bagvurulan 21. YUzyil Becerileri Cerceveleri

Ogrenme ve
yenilik becerileri

Yaratici diisiinme

1. Uyum saglama,
karmasikhgi
yénetme ve kendi
kendini yonetme;

1. Elestirel
disinme ve
problem ¢ézme;

2. Yaraticilik ve 2. Merak, yaraticilik

yenilik; ve risk alma;
3.iletisim 3. Ust diizey
S dusiinme ve
4. ls birligi gergekci akil
ylritme
Etkili iletigim
1. Ekip olusturma, is
birligi ve Kigiler arasi
beceriler;
2. Kigisel, sosyal ve
sivil sorumluluk;
3. Etkilesimli iletisim
Bilgi, medya Dijital cag
ve teknoloji okuryazarhg
becerileri
1. Temel, bilimsel,
1. Bilgi ekonomik
okuryazarhigr; ve teknoloji

okuryazarliklart;

2. Medya
okuryazarhgi; 2. Gorsel ve bilgi

okuryazarliklart;
3. Teknoloji
okuryazarligi 3. Cokkaltarli
okuryazarlik ve

kiresel farkindalik

Yasam ve kariyer
becerileri

1. Esneklik ve
uyarlanabilirlik;

2. Girisim ve
kendini yonetme;
3. Sosyal ve
kultarler arasi iligki
becerileri;

4 Verimlilik ve
mesuliyet alma;

5.Liderlik ve
sorumluluk

Diisiinme yollari

1. Yaraticilik ve
yenilik;

2. Elestirel
disiinme, problem
¢bzme, karar
verme;

3. Ogrenmek icin
liderlik, bilgiyi
kullanma

Calisma yollar
1.1letisim;

2. s birligi (ekip
calismasi

Cahsmak igin
kullanilan araglar

1. Bilgi
okuryazarligr;

2.BIT
okuryazarligi

Dunyada
yasamak

1.Vatandaslik-
yerel ve kiresel;

2.Yasam ve
kariyer;

3. Kisisel ve
sosyal sorumluluk
(kaltdrel farkindalik
ve yeterlilik dahil)

Yaraticilik ve
Yenilik

Teknolojiyi
kullanarak yaratici
distinme, bilgi
olusturma, urln ve
metotlar gelistirme

Elestirel
diisiinme,
problem ¢6zme
ve karar verme

iletisim ve is birligi

Ogrenciler iletisim
kurmak ve is birligi
icinde galismak
icin dijital medya
ve ortamlari
kullanir

Teknoloji
islemleri ve
kavramlari

Teknoloji
kavramlarinin,
sistemlerin ve
operasyonlarin
iyi bir sekilde
anlasiimasi.

Arastirma ve
bilgi akicihgi
Bilgi toplamak,
degerlendirmek
ve kullanmak
icin dijital araclar
uygulayin

Dijital vatandashk

Teknolojiyle ilgili
insani, kulturel ve
toplumsal sorunlari
anlamak

Ogrenmeyi
ogrenmek

iletisim
1. Ana dilde iletisim;

2. Yabanci dillerde
iletisim

Dijital Yeterlik

Kiiltirel farkindalk
ve ifade etme

Sosyal ve sivil
yeterlilikler

inisiyatif alma ve
girisimcilik duygusu

Heterojen
gruplarda
etkilesim

1. Bagkalariyla iyi
iligkiler kurma;

2. s birligi
yapma, ekipler
halinde calisma;

3. Sorunlari
yénetme ve
¢bzme

Araglari
etkilesimli
olarak kullanma

1. Dili, sembolleri
ve metni
etkilesimli olarak
kullanma;

2. Bilgiyi ve
deneyimi
etkilesimli olarak
kullanma;

3. Teknolojiyi
etkilesimli olarak
kullanma

Ozerk
davranmak

1. Genis
kapsamli
distinme ve
hareket etme

2. Yasam planlari
ve Kigisel projeler
olusturma ve
yuratme;

3. Haklari,
cikarlari ve
ihtiyaclari
savunma ve ileri
stirmek
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1
21. Yiizyil Becerileri icin Ogretmen Egitimi

21. ylzyihn zorluklarini kargilamanin gereklilikleri, 6gretmenlerin bilinmeyen gelecekle yuzlesmek igin
sahip olmasi gereken beceri ve yetkinlikleri gelistirmenin yolunu agcmistir. Ayrica, 21. yuzyil becerileri igin
farkli cerceveleri karsilastiran ¢alismalar, iletisim, is birligi, yaraticilik, elestirel disiinme, problem ¢bzme,
BIT okuryazarhi§i ve sosyal ve/veya killtiirel farkindalik alanlarinda becerilere duyulan ihtiyag konusunda
guclu bir sekilde gorus birligi vardir (Dede, 2010; Anderson, 2008). Bu nedenle, 6gretmen egitimine yapilan
yatirimin énemli bir geri ddnusunu gostermeye yonelik 6gretmen egditimi programinda nicelikten nitelige
hizli bir gecis gerceklesmektedir.

Uluslararasi Ogrenci Degerlendirme Programi (PISA) direktérii Andreas Schleicher, 6gretmen egitiminin
onemini vurgulayarak, “Bir egitim sisteminin kalitesi, dgretmenlerinin kalitesini asamaz” demistir. Cok sayida
ulke, 6gretmenlerin geleneksel pedagojik uygulamalarini 21. ylzyilda ddretme ve 6grenme igin gerekli
olanlarla degistirmek igin egitim sistemlerinde yenilestirmeler yapmis ve 6gretim programlarini yeniden
yapilandirmiglardir. Ogretmenlerin, 21. yiizyil becerilerini gelistirmeyi 6gretmeye baslamalarindan itibaren,
profesyonel problem ¢6zme konusunda uzman olmalari ve teknolojik pedagojik alan bilgisi hakkinda bilgi
sahibi olmalari gerekmektedir (Ball, Thames ve Phelps, 2008).

Tiirkiye’deki Durum

Mevcut ingilizce 6gretmenligi egitimi, Tark Milli Egitiminin genel amaglarina uygun olarak yeniden
yapilandirildi. Bu yapilanma, 6zgun bir iletisim ortaminda dil kullanimina temel bir odaklanma ile hem
temel beceriler hem de degerler egitiminin pedagojik felsefesini revize eden dnceki programin yeniden
yapilandiriimasi seklindedir. Ogretim yapilari, 6grencilerin ingilizceyi bir okul dersi yerine bir iletisim araci
olarak 6grenebilmeleri icin dJretim stratejilerinin eklektik bir karisimini temel almistir.Ogretim programinda
21. ylzyil 6grenimi ile ilgili kavramlar “elestirel distinme, girisimcilik,problem ¢dzme, iletisim, is birligi, karar
verme, yenilikgi disiinme, arastirma yapma, BiT” seklinde yer almaktadir (YOK, 2017).

21. Yuzyil Pedagojileri

Pedagoji, yaygin olarak egitimin amaclarina ve degerlerine gore sekillenen 6gretme ve 6grenme suregleri
ve uygulamalari hakkinda bilgi olarak bilinmektedir. Ancak egitimciler, 6grencileri icinde yasadiklari ve
etraflarinda var olan “gercek diinyaya” hazirlamak ve onlari donatmak igin strekli olarak yeni pedagoijiler
gelistirmeye calismaktadirlar. Fullan et al. (2014), “yeni pedagojileri”, “derin 6grenme hedeflerine yonelik
ve yaygin dijital erisim tarafindan etkinlestirilen, 6grenciler ve 6gretmenler arasinda 6grenme ortakliklari
modeli” olarak tanimlamaktadirlar (s. 2). Tanim, yeni pedagojilerin, Sekil 1’de gorildigu gibi iletisim,
etkilesim ve is birligi ile karakterize edilen sosyal ve kulturel 6zellikleri iceren belirli bir baglamda 6grenmeyi

saglayan yapilandirmacilik kurami ilke ve uygulamalarina dayandigini ileri surmektedir.
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Geri Bildirim Uygun Gorevler
Kaynak: Teach Thought Staff. https://www.teachthought.com/the-future-of-learning/a-diagram-of-21st-
century-pedagogy/

Sekil 1, ayrica 21. ylzyil becerilerini gelistirmenin, otantik gergek dinya baglamlarini kullanmayi, proje/
problem/sorusturma temelli faaliyetler ylritmeyi ve ortaya c¢ikan sorunlara ¢ézimler bulmayr amaclayan
farkll surecleri gerektirdigini agikca ortaya koymaktadir. Bireysel farklliklarin 6grenmedeki roll Uzerine
yapilan aragtirmalar, 6grencileri karmasik ve surekli degisen bir gelecekle yuzlesmeye yardimci olan 21.
yuzyil becerileri ve yetkinlikleri ile donatan pedagoijilerin farklilasmasina isik tutmustur. Saavedra ve Opfer
(2012, s. 1), 21. yuzyilin zorluklarini gdéz dnlne alarak 21. yuzyil pedagojilerinin bu beceri ve yeterlilikleri
gelistirirken dikkate almasi gereken dokuz ilke énermektedir: (1) Ogrenmeyi genis kapsamli olarak ele
almak, (2) disiplinlerarasi ilgi kurarak ogretmek, (3) farkli baglamlarda anlamayi tesvik etmek icin alt ve
Ust duzey diguinme becerileri gelistirmek, (4) 6grenme transferini tegvik etmek, (5) "6grenmeyi 6grenmeyi"
veya ust bilisi 6gretmek, (6) yanlis anlamalari dogrudan ele almak, (7) ekip calismasini tesvik etmek, (8)
basariyl saglamak icin teknolojiden yararlanmak ve (9) 6drencilerin yaraticiligini tesvik etmek.

Tablo 2, geleneksel pedagoijileri ve 21. ylzyil becerilerinin gelisimini destekleyen pedagoijileri karsilastiran
bu ilkelerin EFL'de (ingilizcenin yabanci dil olarak égretimi) kullanimina iliskin bir érnek sunmaktadir.
Selin ve Eren iki farkli okulda A1 seviyesinde iki 6grencidirler ve ingilizcede “past tense” (gegmis zaman)
ogreniyorlar.



Tablo 2. Geleneksel ve 21. Yuzyil Pedagojilerinin Uygulanmasi

Kitaptaki okuma parcasini okur ve gegmis icerik (Gegmis zaman) ve 21. yiizyil becerileri icin ne
zamanda kullanilan ciimlelerin altini gizer. yapmasi gerektigine karar verir.

Ogretmeninin akilli tahtada gegmis zamanla | Gegmis zamanda kullanilan ciimleleri tanimak igin
ilgili verdigi 6rnekleri defterine yazar. internet arastirmasi yapar.

Ogretmeninin ders anlatisini sadece dinler. | Arastirma sorulari olusturur ve bunlara cevap arar.

Dersin anlasilip anlasiimadigini kontrol Gegmis zaman ctmlelerinin kullanildigi bir video izler.

etmek i¢in kullanilan soru-cevap slrecine Ancak 6gretmen bu etkinlik i¢in izleme 6ncesi, izleme

katilir. esnhasl ve izleme sonrasi igin yapilmasi gereken 6dev-
ler verir.

Unite sonunda gegmis zamanla ilgili sorulari | Gegmiste yasanmis énemli bir olayla ilgili proje
cevaplar. hazirlamak igin grup ¢alismasi yapar.

Grup Uyeleri ile is birligi icerisinde, yasadigi sehrin
dinu ve bugununi anlatan bir proje sunar.

Diger gruplarin sunumlari ile kendisininkini karsilastirir
ve sunumu hakkinda sorulan sorulara cevap verir.

Sonuglar ve Oneriler

Bu makale, farkli kurumlar tarafindan geligtirilen cerceveleri incelemis ve daha ¢ok 6grenme ve yenilik
becerilerine (4C) odaklanmigtir. Ayrica, 6dretmenin diger baglamlara aktarmak igin gelistirebilecegi 4C
beceri ve yeterliliklerinin uyarlama siireclerini kisaca énermektedir. incelenen ilgili kaynaklar, isbirlik¢i ve
tutarli bir sistemle (mesleki gelisim cercevesi) 4C'yi konu alanina yerlestirmek i¢in égretim programini,
6gretim yaklasimlarini ve materyalleri uyumlu héle getirmenin, 6gretmenlerin sinif uygulamalarina katkida
bulunan bilgi, beceri ve degerleri gelistirmelerini sagladigina dair kanitlar sunmaktadir. Ayrica, gercevelerin
analizi, 4C’nin 6grencilerin 21. ylzyilda giderek daha karmasik bir yasam ve c¢alisma ortamlarina
hazirlanmalarina yardimci oldugunu agikca ortaya koymaktadir. Cerceveler ayrica 21. ylzyil becerilerinin
(4C), is birligi, elestirel dusiinme ve karmasik, gergcek yasam sorunlari hakkinda iletisim kurma ve yeni
fikirler yaratma icin her konu alaninda aktarilabilen sosyal beceriler oldugunu ileri sirer.

Ogrencileri gelecege hazirlamak igin yaraticilik, elestirel diisiinme, iletisim ve is birligine odaklanmak
esastir. 3R (Okuma, Yazma, Aritmetik) ve 4C arasindaki iliskinin anlagiimasiyla, 6égrencilerimizi stireg ve
bilinmeyen gelecek igin egitmede egditim yontemlerini ve materyallerini daha etkin bir sekilde gelistirmeliyiz.
21. yuzyil 6grenme kullanicilari (6gretmenler ve égrenciler vb.) ve politika yapicilarin 6grenmeye iliskin
inanglarini, degerlerini, varsayimlarini ve algilarini sorgulamalari gerekmektedir (Dede 2010). Ancak
arastirmalar, birgok politika yapicinin buna hazirlikli olmadigini géstermektedir.

__



Tum cergeveler, 21. yuzyil becerilerini/yeterliliklerini butunlestirmek icin 6gretmen egitimi programlarinda
onemli degisiklikler dnermektedir. Yeniden yapilandirma asagidaki degisiklikleri icermelidir:

Ogretmen Egitimi

1. Ogretim programi yeniden yapilandiriimahdir. Ancak asagdida verilen 6gretim programlari arasinda
tutarlihk ve denge olmalidir.

« Onerilen Ogretim Programi.

« Yazili Ogretim Programi.

« Ogretilen Ogretim Programi.

« Desteklenen Ogretim Programi.

« Degerlendirilen Ogretim Programi.
« Ogrenilmis Ogretim Programi.

« Gizli Ogretim Programi.

2. Yenilikci 6gretim yontemleri ve degerlendirme araglari kullaniimalidir.

3. Probleme dayali 6grenme, is birligi ile 6grenme, deneyimsel 6grenme gibi yenilik¢i 6gretim yontemleri
tesvik edilmelidir.

Profesyonel Geligim

Ogretmenlerin sadece 21. ylizyil becerilerinin/yeterliklerinin 6grencilerine kazandiriimasi degil, ayni
zamanda bu beceri/yeterliklere kendilerinin de sahip olmasi beklendigi icin onlara mesleki gelisim firsatlari
saglanmalidir (Darling-Hammond, 2006).

Mesleki gelisimin amaci,

« 1. Ogretmenlerin gesitli 6gretim ydntemleri gelistirme ve kullanma becerilerini gelistirmek,
» 2. 21. yuzyil 6grenimini tesvik eden 6grenme ortamlari yaratmak,

« 3. BIT araglarinin sagladigi firsatlardan yararlanmak icin 6gretmenlerin yeteneklerini gelistirmek
olmaldir.

Olgme ve Degerlendirme

« 1. Ozetleyici degerlendirmeden ziyade bigimlendirici degerlendirme kullaniimalidir.
+ 2. 21. yuzyilin dnemli hedeflerinin gelisimi ile uyumlu olmalidir.

* 3. Yeni gelismelere uyumlu ve uyarlanabilir sekilde olmalidir.

* 4. Buyuk Ol¢ide performansa dayali olmaldir.

+ 5. Tum amaglanan kullanicilar igin Gretken ve kullanilabilir geri bildirim saglamalidir.
+ 6. Ogretmen ve 6grencilerin kapasitelerinin gelistiriimesine katkida bulunmalidir.

Bununla birlikte 6gretmen mesleki gelisimi “6gretmenlerin bireysel ve toplu olarak biligssel ve duygusal
katihmini, her birinin kanaat ve inanclar agisindan nerede durdugunu inceleme kapasitesi ve istekliligini
gelistirme veya degisim icin uygun alternatiflerin degerlendiriimesini ve hayata gecirilmesini gerektiren
karmasik bir sirectir.” Avalos (2011, s.10). Bu nedenle Duckworth (2016)'un Grit: The Power of Passion
and Perseverance (Tutku ve Azmin Gulcu) adli kitabinda égretmenlerin mevcut yeteneklerini beceriye
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donlstirmek icin ¢caba gdstermeleri, becerinin basariya donlismesi icin surekli caba gdstermeleri ve
becerilerini gelistirmeleri gerekmektedir diye dnermektedir. Bunun icin Duckworth (2016) bu ifadeyi
Yetenek X Caba = Beceri ve ardindan Beceri X Caba = Basari olmak Gzere iki basit denklem ile bagsarinin
anahtarinin gaba gdstermek oldugunu vurgulamaktadir.
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Ozet

Covid-19 pandemisiyle birlikte egitim kurumlari, egitim 6gretimi hizh bir sekilde ¢evrim ici ortama tasimak
zorunda kalmistir. Bu durum hem dil egitimcilerini hem de dil 6grenenlerini cok sayida ve benzeri gérilmemis
zorluklarla yuz yize birakmistir. Dil egitiminde iletisimin dnemli bir rol oynamasindan dolayi, dil egitimcileri,
ogrenciler arasinda sosyal mevcudiyet yaratmak ve topluluk olusturmalarini desteklemek igin ¢aba sarf
etmiglerdir. Ote yandan dil dgrenenler ise erigilebilirlik sorunlariyla karsi karsiya gelmis ve kendilerini
soyutlanmis hissetmiglerdir. Bu sunumda, ¢evrim ici dgretime gecisin ortaya cikardigi, dil 6grenimi ve is
birligi icin yeni firsatlarin ana hatlarini ¢izmek icin yapilan bir dizi web semineri ile bir 6gretmen egitimi
calistayinda kazanilan derinlemesine bakis ve deneyimler ile gtincel bir uluslararasi arastirma projesinden
yararlanilacaktir. Bahsi gegen web seminerleri ve ¢alistay, Avrupa Modern Diller Merkezi (ECML) igin tesis
edilmistir.

Giris

COVID-19 salgini, tim dianyadaki egitim kurumlarini dil 6gretim sureclerini 11k hizinda ¢evrim ici ortama
tasimaya zorlamigtir. Bu durum, égrencilerinin yabanci dilin énemini anlamalarina yardimci olmak igin
genellikle yiz yuze iletisime 6nem veren dil egitimcileri icin blyUk zorluklar yaratmistir. Yazarlar bu

calismada, son arastirmalardan iki 6rnek olmak Uzere, ¢evrim i¢i 6gretime gecisin yarattigi yeni dil 6gretimi
ve dgreniminin firsatlarinin uygulanmasindan ana hatlarinin belirlenmesine yénelik de iki drnek uygulamayi



kullanacaklardir. Cikarimlarina gore yazarlar, 6grencilerin 6grenmelerini gelistirmelerine yardimci olmak
icin teknoloji kullaniminda dil 6gretmenlerini desteklemek icin dil 6gretimi arastirmasi ve uygulamasi
arasindaki karsihkli iliskiyi vurgulamaktadir.

COVID-19 ve Dil Egitimi
UNESCO'nun COVID-19 ve sonrasinda Egitim raporuna gére (UNESCO, 2020), COVID-19 pandemisi,

190'dan fazla ulkede yaklagik 1,6 milyar 6grenciyi etkileyerek “egitim sistemlerinde tarihteki en buyuk
bozulmaya” (s. 2) yol agmistir. Darling-Hammond ve Myler (2020), pandemi zamanlarinda “6grenme kaybini
telafi ederek; uzaktan 6grenme, harmanlanmis 6grenme ve sinif ici 6grenmenin yaklagan dngérilemeyen

kombinasyonlarina hazirlanmak” icin daha da fazla ¢abaya ihtiya¢ oldugunu iddia etmistir. (s. 457).

Krize yanit olarak, tum sektorlerdeki egitim kurumlari uzaktan egitime bagvurmustur. Ancak, Gacs et. al.
(2020), bir krize yanit olarak ¢cevrim ici dil 6gretimine yonelik ani bir egilimin, “farkli arag ve ortamlarda yeterli
girdi, cikti ve etkilesim icin firsatlar sunan cok dilli bir topluluga erisim saglayabilen ve kolaylastirabilen”
planli cevrim ici dil egitiminden buyulk ol¢tde farkli olduguna dikkat gcekmistir.” (s. 382).

“Simdiye kadar norm olan dil 6gretimi ve dil merkezi (LC) operasyon modellerini sorgulayan” (Ross &
DiSalvio, 2020, s. 372) cevrim ici dil 6gretimine dogru olan egilim birgok belirsizlik ve dil 6gretmenleri ile
ogrenciler igin de zorluklar yaratmistir. Dil 6gretmenleri, 6grenci etkilesimi ve 6drenci katilimi igin ¢gevrim
ici firsatlar yaratmada, s6zIU ve s6zIU olmayan ipuglarinin eksikligi ile gevrim ici sessizlikle basa ¢ikmada
belirli zorluklarla kars! karsiya kalmislardir. Dil 6drenenler ise pandemi dncesi zamanlarda planlanan
hareketlilik degisimlerine katilamamis, kendilerini izole hissetmis ve daha 6nce kendilerine sunulan sosyo
duygusal destekten yoksun kalmiglardir. Her iki grup da teknik erisilebilirlik sorunlarindan muzdarip olup
secim hakki verilmesi yerine egitim kurumlari tarafindan dngdértlen ¢cevrim igi aracglari kullanmak durumunda
birakilmiglardir.

Dil 6gretmenlerinin ve ddrencilerin ani uzaktan egitime daha iyi uyum saglamalarina yardimci olmak ve
cevrim ici dgretime gecisin yarattigi firsatlari kendi avantajlarina kullanmalarini saglamak igin gevrim ici dil
ogretimi ve 6grenimi hakkinda daha fazla arastirmaya ihtiya¢c duyulmaktadir.

Ogretmen Bakis Agisiyla Dil Ogrenimini Arastirmaya Yonelik iki Yaklagim

Cevrim ici dil 6grenimi ve 6gretimi hakkindaki bilgi tabanimizi genisletmenin yani sira arastirmamiz, dil
ogretmenleri igin pratik destek ve bilgi saglamayi da amaglamaktadir. Arastirma ve uygulamayi birbirine
yaklagtirarak dil 6gretmenlerinin dil 6gretimlerini gevrim igi hale getirmelerini, cevrimici 6gretimde becerilerini
ve guvenlerini gelistirmelerini, gelecekteki mesleki uygulamalara hazirlanmalarini desteklemekteyiz.

Asagidaki iki 6rnek, dil 6gretmenleriyle calismanin, onlarin ylz yuze egitimden ¢evrim ici olarak karma dil
o6grenme firsatlarina gegiglerini nasil kolaylastirabilecegini gostermektedir.

TPLang21

Uluslararasi Uygulamal Dil Bilim Dernegi (AILA) 21. Yiizyilda Dil Ogretmeninin Arastirma Agi Perspektifleri
ve Yorlungeleri (TPLang21), bes kitada 15 Ulkeden 35 vyerlesik dil egitimcisi ve arastirmacisindan
olusmaktadir. TPLang21, hedef kiiltiire, mense kiltire, 6gretme ve 6grenme kiltirlerine gore dijital beceri
gelistirme acisindan dil 6gretmeni yetistirme ortaminin ayrintili bir resmini gelistirmeyi amacglamaktadir.
Daha 6nceki bir anket calismasinda, uluslararasi ag, dil 6gretmenlerinin teknoloji ile ve teknoloji olmadan
surekli mesleki gelisim faaliyetlerini ve 'ideal 6gretmen’ imajlarini arastirmistir. (Karamifar ve digerleri,
2019).

Kasim 2020'den Ocak 2021'e kadar, yani COVID-19 pandemisinin zirvesi sirasinda toplanan verilere
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dayanan mevcut ¢alisma, dil 8gretimi ve 6greniminin gelecegine odaklanmaktadir. Veri analizi hala devam
ederken on sonuglar, gelecegdin giyilebilir mobil cihazlarla etkilesimli yanitlar gibi teknolojinin daha yenilikgi
kullanimlarina ve 6gretim modunun (ylz ylze, ¢evrim i¢i veya karma) tamamen istege bagli olacak sekilde
kullanilacagina inanan katilimcilarin olduguna isaret etmektedir.

Dil Ogretimini Desteklemek igin Géz izleme

Birlesik Krallik'taki Agikdgretim Universitesi gibi uzaktan dgretim kurumlarindaki dil dgretmenleri, mevcut
krizden dnce gevrimigi dgretim konusunda zaten 6nemli beceriler edinmiglerdir. Bu kurumlardaki dil egitimleri,
Adobe Connect gibi araclar kullanilarak senkronize ¢evrim ici konferans yoluyla sunulmaktadir. Bununla
birlikte, dil 6gretmenlerine gevrim igi 6gretim becerilerini gelistirmeleri igin her turli destek verilmesine
ragmen (Hampel & Stickler, 2005; Stickler & Hampel, 2015), bircok ¢evrim ici 6gretmen, talimatlarinin
ogrenciler tarafindan uzaktan alinip alinmadigindan hala siiphe duymaktadir.

Bu endiseyi hafifletmek igin Agikdgretim Universitesi'ndeki arastirmacilar, gevrim ici ortamlarda dégrencilerin
ve dgretmenlerin dikkat odagini saptamak igin goz izleme teknolojisini kullanmislardir. Goz izleyiciler, ekran
kullanicilarinin bakis hareketlerini kaydetmektedir. Ornegin, kullanici bir web sitesini okuyorken, bakisin
tam olarak nerede daha uzun kaldidini, nereye dondigund, icerigin veya bilgilerin nerede atlandigini
gOsteren goz hareketleri izlenmektedir. Bu da kullanicinin dikkat odagi hakkinda sonuglar ¢ikarmaya izin
vermektedir.

Essiz bir calismada Shi ve Stickler (2021), ayni ¢gevrim ici egitimlerde es zamanli olarak yer alan 6gretmen
ve Ogrencilerin bakis hareketlerini kaydetmek icin iki g0z izleyiciyi kalibre etmigtir. Bakis kurgusu her
ikisine de tekrar edilmis ve calismanin katihmcilari, odak noktalari ve dili gevrim i¢i olarak 6gretmek veya
ogrenmek icin kullandiklari stratejilere yansitmislardir.

Bu calisma, ¢evrim ici 6gretmenlerin 6grencilerinin dikkatini ¢evrim ici ortamin goéze c¢arpan noktalarina
yonlendirmedeki basarisini dogrulamaktadir. Ogretmen, 6grencilere ekrandaki 6geleri okumalarini, ortami
ogrenci dostu bir sekilde hazirlayarak dil Uretimlerini desteklemelerini ve duygusal destek igin isaretgiler,
sozlu ipuclari ve ifadeler kullanarak dikkatlerini yonlendirmelerini saglayabilmektedir. Bu calisma, gelecegin
cevrim ici 6gretmenlerinin ¢evrim ici dil 6gretimi icin kendi stratejilerini ve becerilerini gelistirmelerine
yardimci olabilmekte ve mevcut gevrim ici 6gretmenlere, 6grencileri igin tasarladiklari ortamin dil 6grenimi
icin elverigli olduguna dair glivence verebilmektedir.

Dil Ogretimi Uygulamasindan Sesler: ICT-REV Web Seminerleri ve ICT-REV Malta Calistayi

Dil 6gretmenlerinin COVID-19 pandemisinin etkileriyle basa ¢ikmasina yardimci olmak icin ICT-REV ekibi
Mayis 2020'de Ingilizce, Fransizca ve Almanca olmak iizere iic web semineri dizisi gergeklestirmistir
(https://www.ecml.at/TrainingConsultancy)  /ICT-REV/tabid/1725/language/en-GB/Default.aspx).  Bu
etkilesimli web seminerleri, web semineri sirasinda toplanan katilimcilardan alinan geri bildirimlere dayali
uygulamali éneriler sunulmustur. Web seminerlerinden énce katilimcilarin dil 6gretimi ve édrenimi igin
Bilgi ve iletisim Teknolojileri (BIT) ile ilgili énceki deneyimlerini ve beklentilerini 6grenmek igin ingilizce,
Fransizca veya Almanca bir anket doldurmalari istenmistir. Web seminerleri sirasinda ICT-REV ekibi
yanitlari degerlendirmis ve katilimcilari daha fazla kendi kendine rehberli kesifler icin ICT araglari Envanteri
ve aclk egitim kaynaklarina (www.ecml.at/ict-rev) yonlendirmigtir. Anket ayrica, katilimcilarin COVID-19
ogretim deneyimlerinin hangi yonlerinin 'normal’ 6gretimlerine eklenebilecedi sorusuna da deginmigtir.
Her ¢ anketin sonuglari, katiimcilarin ¢oklu ve gesitli araglarin kullanimini, ters ytz sinif yaklasimini ve
oyunlastirmay! pandemi sonrasi dil 6gretimlerine entegre etmek istedikleri unsurlar olarak gérduklerini



gOstermistir. Genel olarak, ¢ web seminerine 2.200'den fazla dil 6gretmeni katilmis ve 21.000'den fazla
kez gorintllenmistir (Temmuz 2021), bu da dil 6gretmenlerinin ¢cevrim ici 6gretime gecislerinde devam
eden destek taleplerini géstermektedir.

Web seminerleri, Avrupa Modern Diller Merkezi (ECML) destekli t¢ projede gercgeklestiriien 6gretmen
egditimi galismalariyla ilgili olarak duzenlenmigtir. DOTS (2008-2011), MoreDOTS (2012-2013) ve ICT-REV
(2013'ten beri) projelerinin ekipleri, 1.200'den fazla katilimciyi destekleyerek Avrupa'da ve Avrupa disinda
60'tan fazla 6gretmen egitimi ¢calistayina imkan saglamistir. Bu ¢alistaylar, dil 6gretmenlerine ve 6gretmen
egitimcilerine BIT'i dil 6gretimlerine entegre etmelerinde yardimci olmus ve dijital dénlgiime uyum
saglamalarinda onlari desteklemistir. Tum calistaylarin merkezinde, ¢evrim ici dil 6gretimi becerilerinin
egitimi icin gelisimsel bir cerceveyi besleyen 6zel, ihtiyag temelli bir kavram olmustur (Stickler ve digerleri,
2020). Ancak, iki gunluk yuz yuze atdlye galismalarina dayanan atdlye konseptinin, Nisan 2021'de
gerceklesen ve seyahat kisitlamalari nedeniyle tamamen ¢evrim i¢i olarak yUrGtilmesi gerektiginden
Maltali okul 6gretmenleri icin bir ICT-REV atdlyesinin uygun olmadigi ortaya ¢ikmistir. Bu nedenle alti
gUnlik bir sure icinde U¢ senkron ve iki asenkron oturumdan olusan yeni bir konsept olusturulmustur.
Calistay, katilimcilarin kendi 6gretimleri araciliiyla asina olduklari gevrim ici bir platformda yurGtiGimustar.
Bu, ICT-REV ekibinin, dil 6gretmenlerinin ortaklasa 6gretim materyallerini ve hatta tum dersleri nasil
ortaklasa olusturduklarina dair icgoéri kazanmasini saglamistir. Bu materyaller ve dersler, katilimcilar ile
muhtemelen egitimde yer almayan diger dil 6gretmenleri icin bir Agik Egitim Kaynaklari (OER) paylasim
uygulamasinin temelini olusturacak sekilde es zamanh oturumlar sirasinda sunulmus, tartisiimis ve
paylasiimistir. Ogretmenler materyalleri ve dersleri gelecekteki 6gretimlerinde yeniden kullanabilecek
ve Karistirabilecektir. Materyallerin ve derslerin yuksek kalitesinden ve sunumlarda gosterilen 6gretmen
yansimalarindan, ICT-REV ekibi, es zamanl ve es zamansiz oturumlarin karigiminin, katilimcilarin
muhtemelen iki glnlik ylz ylze bir atdlyeden sahip olabileceklerinden daha derin 6grenme deneyimleri
kazanmalarina imkan verdigi sonucuna varmistir. Arastirmamizdan ve 6gretmen egitimi calistaylarindan
daha fazla bilgi bir sonraki bélimde sunulacaktir.

Sonuglar ve Oneriler

Son TPLang21 arastirmasindan elde edilen 6n bulgular ve ICT-REV web seminerlerinde ve atdlye
calismalarinda edinilen deneyimler, dil 6gretmenlerinin pedagojik yaklasimlari (Stickler ve digerleri, 2020)
ile 6grencilerin 6grenmesini desteklemek igin teknoloji kullanimlari arasindaki karmasik iligskiler hakkinda
fikir vermektedir. COVID-19 salgini, dil 6gretmenlerinin tercih ettikleri pedagojik yaklagima ve 6zel 6gretim
baglamlarina dayali olarak hangi teknolojilerin en iyi sekilde isleyecegini disinme ve degerlendirme igin
sure vermeden c¢evrim ici 6gretim becerilerini hizli bir sekilde gelistirmeye zorlayarak bu karmasikliga
katkida bulunmustur.

Erasmus+ Projesi Dil Ogretimi igin Dijital Yeterlilikler- DCALT tarafindan diizenlenen bir web seminerinde
(https://lwww.youtube.com/watch?v=-dzIYB26FqA) gdsterilen dil 6grenimi icin surukleyici teknolojiler- on
yilin sonunda buyuk olgekte mumkin olmayabilecekken bu teknolojilerin dil 6greniminin gelecegini daha
kisisellestiriimis- ve belki de daha kapsayici ve esitlikci- hale getirme potansiyelleri ise ¢ok daha buyuktdr.

Son olarak aragtirmanin 6gretmenlerin mevcut ve gelecekteki ihtiyacglari ve uygulayicilar tarafindan ele
alinacak mesleki baglamlarla alakali olmasi gerektigi sonucuna variyoruz. Bu nedenle, arastirmalarin deney
dznesi olarak dil 6gretmenlerin lizerinde degil, onlar ile yapiimasi gerekmektedir. Ote yandan, uygulama,
yukaridaki g0z izleme 6rneginde gdsterildigi gibi, en son arastirma bulgularina dnem verilmesinden fayda
saglayabilir. ilgili arastirma, dil égretmenlerine yalnizca gevrim igi dgretimlerini gelistirmek igin egitim



hedefleri ve stratejileri saglamakla kalmamali, ayni zamanda mevcut uygulamalarinin basarisi ve etkililigi
konusunda onlara guvence vermelidir.
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Ozet

Yabanci dil ediniminin gergeklesmesi igin oncelikle insan insana etkilesim ve iletisim en etkili yoldur.
Yabanci dil egitimi, dil bilgisi ve sézclk bilgisi 6gretiminin yani sira okuma ve dinleme gibi alimlayici
beceriler ile yazma ve konusma gibi Uretici becerilerin bir arada gelistiriimesini gerektirmektedir. Covid-19
salgini ile diinyada 1,7 milyar, Ulkemizde de 25 milyon 6grenci evlerine kapanmis ve yabanci dil edinimini
dogal olarak gerceklestirebilecek insan insana etkilesim olanaksiz héale gelmistir. Yabanci dil egitiminin
devaminin saglanmasi icin insan-bilgisayar etkilesimi ve insan-igerik etkilesimi, insan insana etkilesimin
yerini almistir. Salgini ile egitim de uzaktan egitim bicimine donustigunden insan-bilgisayar etkilesimi ve
insan-icerik etkilesimi de hem es zamanl (senkron) hem de es zamansiz (asenkron) olarak halihazirda
veriimektedir. Covid-19 salgini doneminde yabanci dil editiminde kullanilan teknolojik ¢ézimler bu
cercevede hem Tirkiye'den hem de diinyadan érneklerle tartisilacaktir. Oncelikle, bilgisayar-insan ve
icerik-insan etkilesimi tanimlanip bunlarin es zamanli (senkron) veya es zamansiz (asenkron) olarak nasil
gercgeklestirildigi, dil bilgisi ve s6zcuk 6gretiminin, dil becerilerinin nasil entegre bir bicimde 6gretildigi ve
degerlendirmenin nasil yapildigi istanbul Universitesi Cerrahpasa Yabanci Diller Yiiksekokulu érnegi de
dahil devlet ve vakif Gniversitelerinden érnekler ile sunulacaktir.

Yabanci Dil Edinimi: insan-insan Etkilesimi

Oncelikle erken yasta yabanci veya ikinci dile maruz kalma siresi ¢ok énemlidir. Bu durum her giin
tekrarlanabilirse yani cocuk yabanci dille her giin etkilesim kurabilirse -etkilesim istes bir fiildir, yani burada
bahsettigimiz yabanci dilde televizyon veya video izlemek degil, izlenilen igerigin etkin bir bicimde ¢ocukla
konusma yoluyla veya yaratici etkinlikler yoluyla ¢ocuk da igerigi etkileyebilirse- kisacasi karsilikli etkilesim
olursa yabanci dil edinilebilir. Bu etkilesim insan icermeli, insanlar arasinda olmali, gocuk da bu karsilikh
durumun ana oyuncularindan biri olmalidir. Yabanci dili akici bir bicimde, érnek olabilecek dizeyde
konusan ve bunu surekli gergeklestirecek bir kisi ¢evresinde bulunmadigi slirece ¢ocugun yabanci dili
edinmesine olanak yoktur. Eskilerde ¢ocuklara yabanci bakici tutulmasi gelenegi bu sorunu ¢ézmek Uzere
gelismistir. Buna ek olarak dil, gevrede ise yarar bir bigimde var olmalidir. Bu dil ile dduller kazanilabilmeli,
bunun pratik sonuglari da olmaldir. Ornegin, cocuk istedigi bir seyi bu dili kullanarak elde edebilmelidir.
Bu herhangi bir sey olabilir. Goéruldigu Uzere, yabanci dilin yer ve zamanda sureklilik gdstermesi onun
edinimi i¢in gerekli olan en énemli dogdal sartdir.

Buna ek olarak ¢ocuklar sirekli ve karmasik girdiye maruz kalmalidir. Cocuklar, dil ile gevrelenmistir. Dil
bazen dogrudan 6grenene bazen de gevresine yonelik olabilir. Bu sekilde ¢ocuklar, amag dili iyi kullanan
bircok kisiyle etkilesim halindedir ve bdylece ¢ok cesitli dilsel baglamlara katilir veya bunlari gézlemlerler.
Bu baglamda bilgi almak veya sorulara cevap vermek igin siklikla eksiltili dil becerileri kullaniimak
durumundadir. Burada odak, anlam tGzerindedir. Anlam ve mesaj karsidaki kisiye ulastigi strece hatalarin
dizeltiimesine gerek yoktur. Bu etkilesim sirasinda ¢ocuklar, siklikla dizenlemis girdi ile karsilasirlar
(Lightbown ve Spada, 2006, s:111-12).
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insan-Bilgisayar Etkilesimi ve insan-igerik Etkilesimi

Ensslin ve Krummes’a (2013) gore insan - bilgisayar etkilesimi (1) masaustli ve mobil cihazlar yoluyla
belirlenmis dgdrenci yazilimi, web siteleri ve butlince araclari dahil olmak Uzere ¢evrim igi ve gevrimdisi
bilgisayar donanimi ve yazilimini kullanilarak gergeklestirilen erisim; ve insan-bilgisayar-insan etkilegimi
ise (2) d6grenenlerin diger insanlarla uzaktan iletisim kurdugu ve diger kullanicilar tarafindan olusturulan
icerige ve sosyal aglara, Web 2.0 veya sanal dunyalar gibi Web 3.0 araclari aracihgiyla iletisim kurma
biciminde tanimlanmaktadir.

Uzaktan Egitim: Senkron ve Asenkron Egitim

Egitimde zaman ve mekan kombinasyonlari su sekilde tanimlanabilir: 1) Ayni zamanda, ayni yerde egitim.
(Yuz Yuze Egitim). 2) Farkli zamanli, ayni yerde egitim, 6grencilere farkli zamanlarda sunulan ancak
medya merkezi veya bilgisayar laboratuvari gibi ayni yerde bulunan egitimdir. 3) Ayni zamanda, farkl
yerde egitim. (Senkron). 4) Farkli zaman, farkli yerde egitim. (Asenkron) (Simonson, Smaldino & Zvacek,
2019).

Farkli zamanlarda 6gretmenler tarafindan énceden hazirlanmis iceriklerin dgrenciler tarafindan daha sonra
ve farkl yerlerden erigilmesi ve bunlarla etkilesim sonucunda 6grenmenin gerceklesmesi de asenkron
egitimin ozelliklerindendir. Farkh zaman, farkli yerde egitim yani asenkron egditimde kullanilabilecek
teknolojiler ¢cok cesitlidir. Bunlar radyo, televizyon ve bilgisayarla birlikte 6gretim yonetim sistemlerinden
OYS (Moodle, Canvas, Blackboard vs. gibi) baslayip kitlesel cevrim ici agik derslere kadar (KCAD — MOOC)
cok farkli ders tasarimlarina kadar cesitlilik gosterir. Ayrica quizlet, pixton ve mindmeister gibi Web 2.0
araclari ve sanal gerceklikle artirillmis gerceklik uygulamalari da bunlara 6rnek goésterilebilir.

Senkron uzaktan egitim ise 6gretmenlerin ve dgrencilerin birlikte ayni anda 6grenme ortaminda, sanal
olarak da olsa bulunmasi seklindeki uzaktan egitim bicimidir. Senkron uzaktan egitim Adobe Connect,
Skype, Zoom, Teams ve Meet gibi web tabanli video konferans uygulamalarindan baslayip Google Docs
ve Padlet gibi web tabanli uygulamalara kadar 6rneklendirilebilir. Es zamanli uzaktan egitime verilebilecek
bir diger 6rnek de Web 3.0 6rnegi olarak da degerlendirilebilecek 3 boyutlu sanal 6grenme ortamlari
veya 3 boyutlu sanal diinyalardir. Bu 3D diinyalara égdrenciler bilgisayar ekrani araciligiyla avatar denilen
cesitli nesne ve insan goérunumundeki gorsellerle uzaktan baglanabilirler ve yazarak veya konusarak
ogretmenleri veya akranlariyla iletisim kurabilirler. 3 boyutlu bu dinyalarda bulunan icerik ve nesnelerle
sanal etkilesim kurarak 6grenme surecine katilabilirler. Buna ek olarak bu 3D 6grenme ortamlari, 6gretmen
veya 6grencilerin kendileri tarafindan tasarlanabilir ve degistirilebilir. Bu olanaklar yabanci dil olarak Turkge
ogretiminde es zamanli uzaktan 6gretim icin kullanilabilecek ortamlardir (Can, 2020).

Covid-19 Salgini Doneminde Yabanci Dil Egitiminde Teknoloji Kullanimi

ThingLink, Socrative, Nearpod, EdPuzzle, LessonUp, Hypersay ve H5P gibi araclarla 6gretmenler statik
okuma materyallerini linkler yoluyla beyin firtinasi gibi okuma dncesi, sirasi ve okuma sonrasi etkinliklerle
zenginlestirilebilirler. Sinavlar ise bosluk doldurma ve hatta agik uglu sorular veya etkilesimli sorular,
ses tanima araglari ve multimedya materyalleri ekleyerek daha etkilesimli dijital okuma materyallerine
donusturilebilir. Youtube, Voscreen, Artirilmis Gergeklik, Netflix, TV, Radyo, Podcast, Vidcast, 3D Oyunlar
ve H5P gibi uygulamalar kullanarak sinirsiz sayida gercek dinleme metniyle ¢galismak olanaklidir. Bloglar
yazma, Google Docs, Draft, Etherpad, Quip, Dropbox Paper ve Penflip, TedED, Padlet, Teachem gibi Web
2.0 yazma araglari hem bireysel hem de is birligi icinde yazma igin bir firsat saglar ve bu dijital platformlar
ile 6gretmenler, dgrencileri ile beyin firtinasi etkinliklerini yapabilir zihin haritalar olusturabilir, videolara
sorular yazabilir ve ardindan yazma becerisinin gelismesi icin Uretim asamalarini yazabilirler. Flipgrid,
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Voki, PowToon, Vyond, Animaker, 3D Sanal Dinyalar, Sanal Gergeklik, H5P, Yapay Zeka ile calisan Akilh
Sohbet Botlari ve Machinima gibi uygulamalar yabanci dilde konusma becerisini gelistirmek ve dil pratigi
yapmak icin kullanilabilir.

Bununla birlikte, “blog” saglayicilarindan herkese agik bir sinif “blog”u acilip egitimsel icerik buradan
dgretmenler tarafindan paylasilabilir. Ogrenciler bu “blog”lardaki igerige kendi uygun gérdiikleri zamanda
yorumlar yazabilir ve gesitli yazma, okuma veya dinleme goérevleri yapabilirler. “Blog’lara benzer ancak
daha 6grenme yonetim sistemlerine benzeyen “Edmodo” veya “Google Classroom” gibi web temelli
siniflar olusturularak égrencilerle es zamansiz egitimsel igerik saglanabilir. Ozellikle de okuma, dinleme ve
yazma gorevleri buralarda arsivlenebilir ve 6grenciler yine kendi uygun gordukleri zamanlarda gerek ddev
gerekse de gesitli gérevler bigiminde bunlari yapabilirler. Ogretmenler de bunlarin takibini ve donitlerini
yine kendi uygun gordukleri zamanlarda yapabilirler.

Ogretmenler “EdPuzzle”, “Quizlet’, “Quizzez” ve “Tinglink” gibi Web 2.0 araglariyla da hem sesli hem de
gorsel egitimsel icerikler hazirlayip bunlari 6grencileriyle linkler araciligiyla sanal siniflarinda paylasabilirler
ve ogrencilerden bunlarla dil pratigi yapmalarini saglayabilirler. Ayrica yabanci dilde pratik yapmak icin
“‘Animoto”, “Film Flicker”, “Toondoo”, “Toontastic”, “Powtoon”, “Animatron” ve “Animake” gibi web temelli
uygulamalarla video ve animasyon materyalleri hazirlanabilir ve bunlar 6grencilerle asenkron bir bigimde
paylasilabilir. Konusma pratigi yapmak igin de 6zellikle “Flipgrid” ve yuzlerini dijital olarak paylasmak
istemeyen o6grenciler icin “Voki” gibi uygulamalar da kullanilabilir, bunlarla 6grenciler hem kendi hem
de sanal animasyon avatar karakterler olarak videolarini kendilerine gbére uygun gordikleri zamanlarda
hazirlayarak sanal siniflarinda paylasabilirler. Bunlara ek olarak yabanci dil 6gretimi icin mobil telefonlarla
erigilebilen uygulamalar da yaygin olarak kullaniimaktadir. Bunlarin sézclik 6gretiminden baslayarak dil
becerilerinin edindiriimesine kadar ¢ok gesitli 6zellikleri vardir.

Uzaktan Egitimle Yabanci Dil Egitiminde Degerlendirme

Covid-19 pandemisi déneminde yabanci dil hazirlik egitimi veren Universiteler dederlendirme sureclerini
de gbzden gegirmek zorunda kaldilar. Séyle ki sonu¢ odakli degerlendirmelerin yerini stire¢ odakh
degerlendirme almistir. Resim 1'de istanbul Universitesi Cerrahpasa Yabanci Diller Yiiksekokulunda
pandemi doneminde uygulanan degerlendirme sistemi gorilmektedir.

Bahar Donemi
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Resim 1. istanbul Universitesi Cerrahpasa Yabanci Diller Yiiksekokulu Degerlendirme Sistemi.



Buna gore sonug odakli sinavlarin orani %50’ye indirilmis olup sure¢ odakh degerlendirme ise 1. Portfolyo,
2. Ogretmen Degerlendirmesi, 3. Ozerk/Online Calisma %50 olarak hesaplanmaktadir. Portfolyo
degerlendirmesi dénem iginde uzaktan yapilan egitimde yazili ve konusma édevleri degerlendirilmistir. Yine
uzaktan egitimde dgretmenlerin degerlendirmesine de olanak verilmis olup égrencilerin derse devamlari ve
performanslari da degerlendiriimeye katilmistir. Ayrica 6zerk ¢alisma da gevrim ici materyaller saglanarak
degerlendirmeye katilmistir. Bu bigimdeki uzaktan yabanci dil egitimi veren istanbul Teknik Universitesi
ve istanbul Aydin Universitesi Yabanci Diller Yiiksekokullari gibi diger tniversitelerde de degerlendirme
sisteminin bu bicimde farklilastigi gdzlemlenmisgtir.

Sonug ve Oneriler

Yabanci dil ediniminde de s6zl edilen birgok teknoloji hem senkron hem de asenkron olarak kullanilabilir.
Bunlar 6grencilerin farkli dilsel becerileri edinmesinde de etki edebilirler. Uzaktan yapilan yabanci dil egitimi,
sanal ve c¢evrim ici 6grenmenin sagladigi olanaklar ginimiz egitimi icin c¢esitli Gstlnlukleri sundugu bir
gergektir. Pandemi surecinde 6grenciler 6grenme ortami igin bir kapali meké&na gereksinim duymadilar,
herhangi bir yerde veya zamanda 6grenme ortamina erisebildiler. Uygun sekilde donatiimis bir bilgisayar,
tablet bilgisayar veya bir akilli telefon ve bir internet baglantisi olan herkes yabanci dil 6grenme surecine
katilabilir durumdaydi ve cevrim ici olan ders materyallerine ve bir 6gretmene baglanabildiler. Ozellikle
de asenkron ders materyalleri, dgrenciler igin kendi zaman ve mekandan bagimsiz bir bicimde ginin
her saatinde erisilebilir durumdadir. Uzaktan egitimde kullanilan ders materyalleri 6grencilerin kendi
tercihlerine ve 6grenme stillerine gore, dahasi kendi 8grenme hizlarina gére de tasarlanip erisilebilmektedir.
Ders materyalleri zaman ve mekandan bagimsiz oldugu gibi bilgisayar veya bilgisayarda kullanilan
isletim sistemi olarak da bagimsizdir. Uzaktan egitimde kullanilan ¢evrim i¢i materyaller gelistirildikten
sonra glincellenmesi, degistiriimesi ve paylasiimasi oldukga kolay ve pratiktir. Ogrencilerin gevrim igi
materyallerle etkilesimi arttikga da 6grenci merkezli bir 5grenme ortami yaratiimasi olanakli hale gelmekte
ve etkin 6grenme tesvik edilebilmektedir. Ogrencilerin bu materyalleri bireysellestirebilmesi ile de onlarin
6grenme sirecine duygusal ve biligsel olarak katilimlari da saglanabilmektedir. Uzaktan egditim olarak
erigilen icerik dolayl olarak bilgisayar ve internet teknolojilerinin de 6grenilmesine yol acarak égrencilerin
ogrenme ciktilariyla birlikte 21. ylzyil becerilerini kullanma konusunda da yetkinlik kazanmasina yol
acar. Dahasi uzaktan egitim ve ylz ylze egitimde dgrencilerin kullaniminda olan okul, sinif, seyahat ve
buralarda calisan diger gorevlilerle ilgili birgcok harcamadan da tasarruf edilebilmektedir (Cleveland-Innes
& Garrison 2021).

Ancak uzaktan egitimle ilgili bazi sinirliliklar ve eksiklikler da séz konusu olabilir. Ornegin, ézellikle kirsal
alanlarda ve sosyo ekonomik olarak dezavantajli bdlgelerde yasayan ddrencilerle daha merkezi ve Ust
sosyo ekonomik dlizeyde olan &égrenciler arasinda dijital ugurum olusabilir. Dahasi bilgisayar, tablet
bilgisayar ve akilli telefon gibi dijital araglara ve internete ulasamama sorunlari da meydana gelebilir.
Bunlara ek olarak iyi tasarlanmis web tabanli uzaktan egitim igin kaliteli igeriklerin gelistiriimesinde
gerekli 6gretmen, emek, kaynak ve zaman kaynagi bulunmayabilir. Olmasi halinde bile, bu materyallerin
uretilmesi igin 6gretmenlerin 6n bilgisi ve mesleki egitimi yetersiz olabilir. Bazi konu ve beceriler cevrim
ici ve uzaktan egitime uygun olmayabilir, bunun aksine Ozellikle el becerisi gerektirebilir. Multimedia ile
sunulan ders materyallerinin paylasiimasi icin internet altyapisindan kaynakl bant genisligi sinirlamalari
olabilir ve yogun bellek kullanan grafikler gibi gelismis teknolojileri web Gizerinden dagitilmasi, paylasiimasi
ve erigilebilmesi olanakli olmayabilir. Ogrenciler kendi sorumluluklarini alip ézerk olarak calismaya uyumiu
olmayabilirler ve bundan dolayi da egitimin etkinligi azalabilir. Bununla birlikte, uzaktan egitimde sunulan
geri bildirimin zamandan bagimsiz olmasi 6drenciler agisindan geri bildirimin etkisiz kalmasina yol acabilir.
Uzaktan egitimde teknik destek ve derslerin hazirlanmasinda 6gretim tasarimi destegi olmazsa hem
ogretmen hem de 6grenciler engellerle karsilasabilir. Bu da uzaktan egitimin etkisinin sorgulanmasina
neden olabilir (Simonson, Smaldino & Zvacek, 2019).
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PREFACE

The rapid development of information and communication technologies has reduced physical distances
between societies and individuals. It has also ushered in a new era of international cultural, social, and
economic relations. This new era will be led by individuals who have a basic understanding of humanity,
care about global, regional, and local values, and are prepared to meet the needs of the age we live in. One
of the most important characteristics of these individuals is to be proficient in at least one other language,
in addition to being competent in their mother tongue. As the heir to its ancient civilization heritage, our
country has a geography where various languages and dialects are spoken and people who are willing
to be proficient in more than one language. In this regard, the Board of Education held the International
Conference entitled “Foreign Language Education in Turkey and European Practices: Developments and
Suggestions” to support studies in the field of language education. During the conference the experts shared
and evaluated their opinions and suggestions regarding language education. Following the conference held
on June 28-29, 2021, the conference organizing committee prepared a proceedings book consisting of
the papers of the presentations. | would like to thank the previous board members, conference organizing
committee, invited speakers and all my colleagues who contributed to the conference.

Prof. Dr. Cihad DEMIRLI

President of the Board of Education
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THE COUNCIL OF EUROPE’S WORK IN THE FIELD OF LANGUAGE EDUCATION POLICY
Dr. Michael REMMERT

Head of the Education Policy Division, Council of Europe
michael.remmert@coe.int
Abstract

Starting with the European Cultural Convention in 1954, the Council of Europe has always placed great
importance on promoting and valuing Europe’s rich linguistic and cultural diversity. Its language policy
programmes are conducted at the intergovernmental level with all 47 member States and through the
European Centre for Modern Languages (ECML), a Council of Europe Partial Agreement with 33 member
States at present. Languages are a fundamental aspect of people’s lives and the democratic functioning of
society. Language learners/users lie at the heart of the work of the language policy. Whatever their status,
all languages are covered. The Common European Framework of Reference for Languages (CEFR) has
played a key role to promote quality plurilingual education and to facilitate greater social mobility. The
CEFR Companion Volume (CV) of 2020 broadens the scope of language education, reflecting academic
and societal developments since 2001. A policy recommendation to member States on the importance of
plurilingual and intercultural education for democratic culture is expected to be adopted by the Committee
of Ministers in 2022.
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Background and Rationale

The Council of Europe was founded in 1949 in Strasbourg as an organisation for intergovernmental
co-operation. It has the primary aim of creating a common democratic and legal area throughout the
European continent, by ensuring respect for the shared values of human rights, democracy and the rule
of law. All its work is shaped by these values and an enduring concern for social inclusion, social cohesion
and respect for diversity. This includes access to quality education for all.

The European Cultural Convention of 1954 was designed to foster among the nationals of all 50 signatory
States the study of the languages, history, and civilisation of the others and of the civilisation which is
common to them all, to build greater understanding of one another among the peoples of Europe, and to
protect and promote Europe’s rich linguistic and cultural heritage.

Starting with the European Cultural Convention, the Council of Europe has always placed greatimportance
on promoting and valuing Europe’s rich linguistic and cultural diversity. Since the early 1960s it has been
a pioneering force in the field of language education, viewing language learning as a lifelong process and
a key vehicle for accessing this heritage and for promoting intercultural dialogue.

Today, the thematic areas of the Council of Europe’s intergovernmental programme in the field of Language
Policy include Plurilingual and intercultural education, Linguistic Integration of Adult Migrants (LIAM), Sign
languages and Romani

The European Centre for Modern Languages (ECML) in Graz/Austria, a Council of Europe Partial
Agreement, through dialogue and exchange with decision-makers and language experts in member
states, initiates and coordinates 4-year programmes of innovative projects and training activities which
address current challenges in language education. In so doing, it acts as a pioneering institution and a
catalyst for reform in the teaching and learning of languages.

The Underlying Principles of Language Education

Languages are a fundamental aspect of people’s lives and the democratic functioning of society. Language
learners/users lie at the heart of the work of the language policy. Whatever their status, all languages
(spoken or signed) are covered, such as major languages of schooling (used for learning/teaching at
school), foreign languages, languages spoken in the family, and minority or regional languages.

Language education should be based on learner’s needs and should be plurilingual, intercultural, and of
high quality. In turn, quality language education is fundamental to the effective enjoyment of the right to
education and other human rights, and contributes to social inclusion, integration, and democracy.

Plurilingualism underpins the Council of Europe’s language policy

Plurilingualism is the ability to use languages for the purposes of communication and to take part in
intercultural interaction, where a person, viewed as a social agent, has proficiency of varying degrees, in
several languages, and experience of several cultures (CEFR, 2001: 168). Plurilingual competence refers
to the repertoire of resources which individual learners acquire in all the languages they know or have
learned, and which also relate to the cultures associated with those languages (languages of schooling,
regional/minority and migration languages, modern or classical languages).

Plurilingual and intercultural competences contribute to:

» educational success,
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» education for and participation in democratic culture,
» respecting and valuing linguistic and cultural diversity,
» societal integration,
» the inclusion of disadvantaged and marginalised learners on an equal footing,
» fostering critical digital literacy and digital citizenship
» creating economic growth and employment opportunities,
» development of human capital in a society,
+ the creation of a European identity.

Main Instruments, Guides and Manuals

The Common European Framework of Reference for Languages: learning, teaching, assessment (CEFR)
is the Council of Europe’s main policy document since 2001 and has played a key role to promote quality
plurilingual education and to facilitate greater social mobility.

The European Language Portfolio (ELP) of 2001 is an instrument that supports the development of learner
autonomy, plurilingualism and intercultural awareness. It is a personal document in which learners can
record their language learning achievements and intercultural experiences, and set learning targets related
to the CEFR competence descriptors.

The publication “From linguistic diversity to plurilingual education: Guide for the development of language
education policies in Europe” (2007) is a reference guide to support language educators, curriculum
designers and language policy makers in their endeavour to design, implement, evaluate, and improve
curricula tailored to the specific needs of the target learners.

The “Handbook for Curriculum Development and Teacher Training - The Language Dimension in All
Subjects” of 2016 is a policy and working document which promotes convergence and coherence between
the linguistic dimensions of various school subjects. It proposes measures to make explicit — in curricula,
pedagogic material and teacher training — the specific linguistic norms and competences which learners
must master in each school subject.

The programme Linguistic Integration of Adult Migrants Toolkit (LIAM) has resulted in the LIAM Toolkit
which offers hands-on materials for the volunteer and professional language educators supporting adult
migrants in learning the language(s) of their host countries. The Toolkit is available in Dutch, English,
French, German, Greek, Italian and Turkish (Yetiskin Multeciler icin Dil Destegi: Bir Avrupa Konseyi Arag
Seti) and has also been translated into Albanian and Spanish.

Recent Developments

Published in 2020, the CEFR Companion Volume (CV), broadens the scope of language education,
reflecting academic and societal developments since 2001. The CV presents the key aspects of the CEFR
for teaching and learning in a user-friendly form. It contains the complete set of extended CEFR descriptors,
replacing the 2001 set. The publication now includes descriptors for mediation, online interaction, plurilingual/
pluricultural competence, and sign language competences. All descriptors are now modality-inclusive and
gender-neutral.



A group of experts is presently preparing a Draft Recommendation of the Committee of Ministers to
member States on the importance of plurilingual and intercultural education for democratic culture. The
draft Recommendation is expected to be adopted by the Committee of Ministers in 2022.

The CEFR Webinar Series was started in 2021. The webinars recall the key aspects of the CEFR for
teaching and learning, such as the action-oriented approach, plurilingual and pluricultural competence, and
mediation.

The Council of Europe’s Literacy and Second Language Learning for the Linguistic Integration of
Adult Migrants (LASLLIAM) is an ongoing project the purpose of which is to produce a reference guide
for stakeholders involved in education provision for non-literate and low literate adult migrants. It aims
to support language educators, curriculum designers and language policy makers in their endeavour to
design, implement, evaluate and improve curricula tailored to the specific needs of the target learners. The
LASLLIAM reference guide is expected to be published in early 2022.

Conclusions and Suggestions

1. Preserving linguistic and cultural diversity is key to developing and enhancing understanding and
dialogue within and between societies, thereby achieving and sustaining pluralistic democracies. Promoting
plurilingual and intercultural education contributes greatly contribute to this goal. Therefore, it is suggested
that the Turkish education authorities promote plurilingual and intercultural education, including by raising
the awareness of education policy makers and professionals of the importance significant potential of this
concept and to overcome misunderstandings and biases.

2. Quality language education is fundamental to the effective enjoyment of the right to education and other
human rights, and contributes to social inclusion, integration, and democracy. Therefore, it is suggested that
the Turkish education authorities, to the extent possible, provide language courses to adult migrants and
refugees.

3.The CEFR is more than its descriptive scheme. The key aspects of the CEFR for teaching and learning
such as action-oriented approach, plurilingual and pluricultural competence, mediation, CEFR profiles
should be considered and exploited to make the best use of the CEFR. A thorough understanding of these
concepts will help educators to properly use the descriptors including identifying learners’ needs and setting
learning objectives. Therefore, it is suggested that the Turkish education authorities provide targeted in-
service training seminars to language teachers to enhance their understanding of and capacity using the
CEFR, to include both its concepts and the descriptor scheme. In the longer run, it should be considered
to provide in-service training seminars on plurilingual and intercultural education to all teachers as these
competences are significant not only for language teachers but for all teachers irrespective of their subject.
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THE ADDED VALUE OF THE ECML
Dr. Sarah BRESLIN

European Centre for Modern Languages of the Council of Europe
sarah.breslin@ecml.at
Abstract

The ECML is the Council of Europe’s second largest Partial Agreement, currently with 34 Member states.
In the following paper, and from her position as Executive Director, Dr. Breslin will outline how the ECML
works, beginning with the mission of the Centre, a mission underpinned by the core values of the Council
of Europe: human rights, democracy, and the rule of law. She will then explain how ECML four-year
programmes are developed, in terms of both activity-types and key themes, highlighting the close dialogue
and cooperation with member states, before focusing in on three key areas of particular relevance to
the conference - “Foreign Language Education in Turkey and European Practices: Developments and
Suggestions” - namely: curricula and evaluation, teacher and learner competences and new media in
language education. She will also demonstrate the built-in flexibility and adaptability of the current 4-year
programme by outlining the additional activities organized in response to the ongoing pandemic. She will
remind readers of the forthcoming 20th anniversary of the European Day of Languages and conclude with
some final thoughts om the added value of multilateralism as exemplified through the ECML.

The ECML: Situated at the interface between policy, research, teacher education and classroom
practice

The ECML in an enlarged Partial Agreement of the Council of Europe. It was founded in Graz, Austria, in
1994 and currently has 34 member states. The ECML’s mission is to encourage excellence and innovation
in language teaching and support its member states in the implementation of effective language education
policies. Its work is based on the underlying values of the Council of Europe which are reflected in the
Centre’s vision statement: “A Europe committed to linguistic and cultural diversity, where the key role of
quality language education in achieving intercultural dialogue, democratic citizenship and social cohesion
is recognised and supported” (ECML, 2014). The Centre works at multiple levels, with policymakers and
national agencies in member states, and with language experts —researchers, inspectors, teacher educators
and teachers from across Europe and beyond - to develop innovative, research-informed solutions to
challenges in language education. It initiates and coordinates 4-year programmes which provide the
framework for multilateral development projects, bilateral in-country capacity-building (ECML Training and
Consultancy) as well as a range of activities for a wider public.

The ECML programme 2020-2023: Inspiring innovation in language education: Changing
competences, evolving competences

In order to ensure that each 4-year programme corresponds to language education priorities in ECML
member states, the ECML carries out extensive surveys with ministries and other national authorities, as
well as with language experts. This then results in a Call for Proposals for new development projects as well
as a Call for Training and Consultancy offers (capacity-building activities). Following a rigorous evaluation
process, the final decision on the nature and content of a new ECML programme is decided by the ECML
Governing Board, composed primarily of ministerial representatives from member states. Each programme
is embedded in ongoing policy developments, with the overarching themes reflecting shifting perspectives
and new challenges. A sample of just some of the priorities identified for the current ECML programme
2020-2023, Inspiring innovation in language education: changing competences, evolving competences
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- CEFR-CV implementation, language-aware schools, translanguaging, formative assessment, learner
autonomy and plurilingual repertoires - clearly reflects current research trends and real-world challenges,
not only in ECML member states but across Europe as a whole.

From priorities to innovative, research-informed resources

The current ECML programme consists of nine development projects, twelve Training and Consultancy
activities and a range of activities for a wider public. Let us focus for a moment on the development projects
which cover a range of target groups from early years practitioners to teacher educators, and a range of
themes, such as CLIL (content-and-language integrated learning); languages and digital citizenship; cross-
linguistic mediation and the implementation of the CEFR-Companion Volume, to name but a few. ECML
projects last for between two and four years; each project is run by a project team, consisting of four experts
from four different member states, one of whom acts as Project Coordinator. While the team will start out
with a clear idea of the kind of innovative resources they believe are needed for their specific target group,
such new training modules, policy guidelines or examples of promising practice, the final format and content
of the project outputs will be discussed, negotiated and co-constructed with experts from all ECML member
states who take part in project network meetings or workshops in Graz. These are unique professional
development opportunities for language professionals who come together to learn from each other and build
bridges across languages, cultures and different pedagogic traditions. Itis all about European collaboration,
about finding European solutions to national challenges, with the process of developing the new resources
as important as the final products themselves. And with over twenty-five years of such development work
behind it, the ECML now hosts over one hundred publications, helpfully organised into nine key thematic
areas, openly available and easily accessible online. | will now provide the reader with a flavour of three of
these themes, both in terms of resource publications and capacity-building activities which | believe to be of
particular relevance in the Turkish context.

Thematic Area: Curricula and Evaluation

The recent publication of the CEFR Companion Volume (Council of Europe, 2020) not only provides
us with an updated and enhanced set of descriptors but reminds us of the importance of a holistic approach
to language learning, teaching and assessment, a notion that is central to the original CEFR (Council of
Europe, 2001). The ECML resource Qualimatrix is a web-based tool to support CEFR-based innovation.
It provides teachers and curriculum developers with a helpful tool to assess the extent to which existing
language programmes are based on, and make best use of, the CEFR as well as links to examples of good
practice

When it comes to linguistic mediation, the current ECML project, Mediation in teaching, learning and
assessment, is working on the development of a teaching guide for foreign language teachers of primary
and secondary education who want to include cross-linguistic mediation in their pedagogical practices. The
guide will be complemented by a digital database of sample tasks for different educational contexts. Although
these resources are still under construction, the expert team has already produced a helpful list of tips for
teachers on how to develop mediation tasks. For questions around formative and self-assessment, the
ECML has a website dedicated to the European Language Portfolio and a Training and Consultancy activity,
RELANG, on relating language curricula, tests and examinations to the CEFR. This activity has already
supported many countries with ongoing language education reform processes. Like ECML development
projects, the current Training and Consultancy offers cover a broad range of themes and target groups;
through this bilateral cooperation, ECML experts work alongside national experts on the ground to develop
a tailor-made, context-specific professional development opportunity for language professionals.
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Thematic Area: Teacher and Learner Competences

In our ever-changing world there is a constant need for professionals in language education to refresh
and expand their competences and this begins with practitioners working with very young children. Foreign
language learning may not be an explicit element in nursery school programmes but in our linguistically
and culturally diverse societies, educators in this sector can support young children in their linguistic
development and in their acceptance of, and interest in, other languages and cultures. This is the aim of
the ECML publication, Pepelino, a portfolio for personal reflection on professional competences, focusing
on the plurilingual and intercultural dimension of work with pre-primary children. Another portfolio approach
can be found in EPOSTL, used widely in initial teacher education for secondary level language teachers,
to help trainee teachers understand, develop and evaluate the kind of professional competences they will
need. A Guide to Teacher Competences in Language Education is for teacher educators so that they can
navigate the wealth of different competence frameworks that exist, find examples of usage and decide for
themselves which one/s to draw on in their teacher education programmes. And in order to ensure that all
language teachers continue to update their skills and learn to critically evaluate their work, Action Research
Communities provides a step-by-step guide to undertaking small-scale action research in the language
classroom. It is also offered as a Training and Consultancy activity.

Thematic Area: New Media in Language Education

If ever there were any doubt about the importance of digital media in education, we only need to
think for a moment about the current pandemic: teachers across the world have embraced digital technology
and in so doing have continued to provide thousands of children and young people with vital access to
education. Many language teachers have turned to the ECML’s Inventory of ICT tools and open educational
resources where they not only find the latest digital tools to support language teaching and learning but get
to see how these can be used at different levels and to support the development of different language skills.
This resource also forms the basis of a Training and Consultancy activity. On the ELANG Moodle Platform
teachers can discover how to develop their learners’ critical thinking skills and autonomy through “real-
world” online tasks. If they want to understand the relationship between languages and responsible digital
citizenship, they can already explore the Profile of Citizens as Users of Languages and Digital Technology,
developed as part of an ongoing ECML project.

Extra support for the languages community during the pandemic

Taking your language teaching online was just one of a series of webinars organized by the ECML to
provide additional, targeted support during the current crisis. Others addressed topical concerns such as the
cancelling of public language exams and alternative assessment arrangements or ways for parents/carers
to support children’s linguistic development during lockdown, drawing on the ECML’s Covid-19 Treasure
Chest of Resources. A more recent initiative from the ECML’s Professional Network Forum links nicely to
the final section of this article on conclusions and suggestions because of its forward-looking nature. The
future of language education in the light of Covid: lessons learnt and ways forward began with an online
Europe-wide survey about the impact of the pandemic on language education. The survey provoked a huge
response primarily from language teachers and which has since been followed up with a webinar presenting
the main survey findings and a first think tank to look at these in more detail. A second think tank planned
for mid-September 2021 will focus on a draft guide to successful practices used during the pandemic which
experts believe should continue to be used in a post-pandemic world. In December 2021 there will be a
final colloquium to look back on lessons learnt and look forward to a future where quality language education
is considered not a luxury but a right. Beefore that, the ECML will coordinate the 20th Anniversary of the
European Day of Languages on the 26 September with a whole host of new resources and ideas for
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celebrating the day on its dedicated EDL webpage.
Conclusions and Suggestions

| hope that in this brief paper | have not only been able to provide the reader with an overview of the work
of the ECML and its current priorities but have also enticed the reader who is unfamiliar with the Centre to
find out more and think about becoming actively involved. The Centre is unique in Europe and exemplifies
successful multilateralism, bringing together all those involved in the field of language education in a dynamic,
intercultural community of practice. It is only in this way that we can cross linguistic, sectoral, cultural and
pedagogical boundaries, address our common challenges and bring about truly transformative learning,
based on a plurality of understandings. | believe that Turkey, already committed to reform processes in the
area of foreign languages, would benefit from joining this Partial Agreement and that the ECML professional
community would in turn be greatly enriched.
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Abstract

Despite the fact that there are many languages in the world, the number of which is uncertain, increasing
international relations make it insufficient for nations to communicate with their mother tongue, and
therefore, the need to learn the languages of other countries arises.

Turkey is a member of the United Nations organization, the Council of Europe, NATO, OECD and many
other international organizations. The languages of several nations are used as a common communication
tool in these international organizations. One of these languages is Arabic.

The intensity of international relations has brought out the necessity of learning other languages in Turkiye
and teaching some foreign languages has taken place in school programs. During Turkey’s membership
process to the European Union, the educational factors and needs necessitated a new approach to Arabic
teaching in our country. For this reason, the Common European Framework of Reference (CEFR) for
Languages, which brings some standards from planning to practice for foreign language learning and
teaching, has been taken as a criterion by the Council of Europe in the preparation of the Arabic Language
Teaching Programs in our country and in the producing of the textbooks suitable for the programs. When
looking at the world, it is seen that the same criteria are used in the teaching of Arabic. Therefore, it is
observed that the CEFR can be regarded as a reference resource for the preparation of all foreign language
course curricula, as well as a reference resource for Arabic language education.

Introduction

Despite the fact that there are many languages in the world, the number of which is uncertain, increasing
international relations make it insufficient for nations to communicate with their mother tongue, and there-
fore, the need to learn the languages of other countries arises.

Turkey is a member of the United Nations, the Council of Europe, NATO, OECD and many other internati-
onal organizations. The languages of several nations are used as a common communication tool in these
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international organizations. One of these languages is Arabic.

The intensification of international relations has revealed the necessity of learning other languages in Tur-
key and teaching some foreign languages has taken place in school programs.

The tendency to foreign language teaching and programs in national and international institutions and
organizations started especially after the Second World War, and the rapid advances in science and tech-
nology after the war intensified in international relations. Thus, the idea of raising people knowing at least
one language came to the fore.

Studies on foreign language policies in Turkey started in 1968 because of cooperation with the Council of
Europe.

During Turkey’s membership process to the European Union, the educational factors and needs neces-
sitated the handling of Arabic teaching in our country with a new approach. For this reason, the CEFR,
which brings some standards from planning to practice for foreign language learning and teaching, has
been taken as a criterion by the Council of Europe in the preparation of some Arabic Language Teaching
Programs in our country.

The Common European Framework of Reference has been created to provide a basis for language teac-
hing syllabuses, curricula, examinations and textbooks to be prepared worldwide. This text aims to provide
a meaningful guide to foreign language learners about what they need to learn and what knowledge and
skills they need to develop in order to communicate effectively in a foreign language. This framework also
identifies learners’ developmental levels so that learning can be assessed in the context of lifelong learning.
The Common European Framework of Reference for Languages is a tool that defines language proficiency
levels (A1-C2), sets attainable and controllable objectives and is recognized by all European countries.
Therefore, the Common European Framework of Reference for Languages is accepted as a resource that
can be used in the preparation of all foreign language course curricula. Arabic is one of these languages.

What is the Common European Framework of Reference?

The Council of Europe is an international organization with its permanent headquarters in Strasbourg,
France. The main objective of the council; is to strengthen the unity in Europe and to ensure the dignity of
European citizens by ensuring the fundamental values of democracy, human rights and respect for the rule
of law. Turkey became one of the first countries to join the Council of Europe in 1949 and has participated
in all the activities of the Council without interruption as a founding member (Demirel, 2003, p. 229).
Among the educational and cultural policies determined by the Council of Europe for the future of Europe,
one of the most important issues is language policies. The Council has determined the understanding of
creating a “multicultural, multilingual” society for the future of Europe as an indispensable educational goal
and has started to guide the member states in achieving this goal. The most common language education
policy project carried out in 48 countries that are members of the Council of Europe is the “European Lan-
guage Portfolio” (Demirel, 2003, p. 241).

Turkey, which aims to integrate with the European Union, has started harmonization studies in this directi-
on. Therefore, care should be taken to ensure that all innovative studies to be carried out in the education
system in our country are compatible with Europe. In this context, it is considered important to organize
foreign language teaching programs according to the standards developed by the Council of Europe Living
Languages Department (Isisag & Demirel, 2010, p. 192).

The CEFR aims to provide a common framework for guiding the study of language curricula, program
guidelines, examinations and textbooks in European countries. It comprehensively explains what foreign
language learners and teachers need to know in order to be able to communicate in this language, and
what knowledge and skills they need to develop in order to gain effectiveness in this language. On the
other hand, it also defines language proficiency levels that standardize the stages that learners progress
during their language learning throughout their lives (M.E.B., 2009, p. 1). Thus, a common scale that can
be used by all world languages has emerged.

CEFR, whose studies were first started in Switzerland in 1991 with a symposium attended by the member
states of the council, was approved by the member states of the council in 1997. Emphasizing the im-
portance of multilingualism and multiculturalism, the text is a comprehensive, transparent and consistent
guide prepared to guide foreign language teachers and learners in the fields of language learning, teaching
and assessment.

In CEFR, the importance of lifelong learning, learner autonomy and intercultural interaction is also empha-
sized, and the knowledge and skills expected to be achieved by the language learner are defined by the
language proficiency levels.

Language Proficiency Levels
The CEFR is a tool that defines language proficiency levels (A1-C2), sets attainable and controllable goals
and is recognized by all European countries. For this reason, CEFR is a resource that can be consulted in
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the preparation of all foreign language course curricula, textbooks and exams.

In CEFR, it is aimed that students can use a basic foreign language at A1-A2 language levels, commu-
nicate independently at B1-B2 language levels, and use the target language with experience when they
complete the C1 level.

C1
B2 Advanced

Upper
Intermediate

A2 Intermediate

A 1 Pre Intermediate

AO Elementary

Starter

Language proficiency areas are also determined according to listening, speaking, reading and writing skills,
which are the four basic language skills in language learning. Language skills are divided into two as liste-
ning comprehension and reading comprehension in the context of comprehension; speaking skills are also
divided into two as mutual speaking and oral expression, and language skills are discussed in three stages,
including writing skills and written expression.

Language proficiency levels and course hours in the Arabic 2-8 program are as follows:

2 A1.1 72 72
& A1 A1.2 72-144 72
4 A1.3 144-216 72
9 A1 A1.1 216-288 72
6 A1.2 288-360 72
7 A2.1 360-432 72
8 A2 A2.2 432-504 72

For detailed information, see the Council of Europe Portfolio website:

https://www.coe.int/en/web/portfolio/home

The European Language Portfolio

The European Language Portfolio, is a tool for recording and reporting your intercultural experiences and
the language experiences you have had throughout your life at school, in daily life and at home. This file
provides a record to be used in your education life, in which your language learning qualifications and
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experiences are clearly reflected in the criteria of the European education system (M.E.B., 2009, p. 5).

The European Language Portfolio belongs to you. This portfolio is a document that demonstrates your
proficiency in European Languages and your knowledge and experience of other cultures through case
studies.

The European Language Portfolio consists of three parts: Language Passport, Language Biography and
the Dossier. Each section has explanations on how to use them.

Language Biography

It enables the person to state what he/she can do in each language he/she knows, and to add information
about the linguistic and cultural experiences gained within and outside the formal education systems. It
makes it easier to evaluate the learning process and development of the person and to plan the foreign
language learning process. It also encourages learning more than one foreign language.

The Dossier

It allows you to record the materials required for you to explain and document your success and experience
recorded in the Language Passport and Language Biography sections. You can keep all your inventory of
your lifelong language life in this dossier.

Europass Language Passport

Avrupa Dil Pasaportu

europass

It is a record of their language skills, competences and experience. At the same time, the language
passport is part of the European Language Portfolio, which includes the dossier documenting language
learning history, experience and achievements. The passport proposed by the Council of Europe facilitates
the equivalence and free movement processes in foreign language education throughout Europe. Every
European citizen will be required to carry this passport with them in order to obtain the right of free movement
and work permit in Europe. In other words, instead of a normal passport, only the language passport will
be valid and you will have to certify that you know the language of that country in the language passport.
In this context, those who have a language passport will have the chance to obtain a long-term work and
residence permit in any country in Europe.

Creating a language passport:

How to create a language passport, the Ministry of National Education has created such a system for this,
you can download the language passport from anywhere and easily create your own language passport on
the website. There are also sample language passports on the Europass site, those who do not know can
enter and view. Even a primary school student can speak easily. As you can see, you can pick and drop
whatever level you are in it. The student evaluates himself. We can also save the certificates and diplomas
we have received here one by one. We can also upload and save as PDFs and images. We can save
this language passport on our own computer whenever we want. Currently, when a student applies for a
master’s or doctorate, everyone in the world prepares it this way. Sometimes it can be a job application; he
takes the resume from here and puts it in.
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Arama

ANASAYFA ~ EUROPASS DOKUMANLARI FAYDALI DOKUMANLAR ~ GALERI ~ BILGI EDINME iLETiSim
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Foreign Language Level Determination Method

https://europass.gov.tr/images/video/europass.mp4 (2.30 saniye)

Based on the Communicative Approach

The basis of the communicative approach is based on the changes in the language learning tradition in the
1960s. Until this time, the structural approach was the most basic of the approaches to teaching English as
a foreign language. In this approach, the basic structures of the language were reinforced with meaningful
activities. However, opposing views began to emerge in America in the mid-1960s, as he taught the language
in theory. At the end of the 1960s, it was decided that the Structural Approach had expired, and new studies
were started. Another factor that contributed to the development of new approaches in foreign language
teaching was the change in teaching realities in Europe. The European Common Market and the Council
of Europe have revealed the need to teach adults in European countries the core languages used in these
partnerships. One of the most fundamental areas of work of the Council of Europe has been education. He
has organized international conferences and published books on language teaching. Great importance has
been attached to the creation and development of alternative methods in language teaching. In 1971, a
group of researchers developed the departmental credit system to develop language classes. According to
the needs of the students, each section has prepared sections to cover a subject. The group has taken into
account the needs of European language learners. The article published by the English linguist Wilkinsin in
1972 on the functional and communicative use of language formed the basis of the communicative approach.
According to Wilkins, an individual learning a foreign language should understand the target language and
be able to express himself in that language rather than being competent in grammar and vocabulary. Later,
he expanded his article and collected his ideas in his book, and the Council of Europe, which developed
the communicative approach, made use of these analyzes about the communicative approach, prepared,
and published European communicative language programs and books. The communicative approach



expanded in the mid-1970s as a result of the work of the Council of Europe, Wilkins, Widowson, Candlin,
Christoper Brumfit, Keith Johnson, and other English linguists. The communicative approach, which is
widely used especially in the member countries of the Council of Europe, within the framework of the
“Living Languages Project” no. 12, initiated by the Council of Europe in 1971, is still effective today. The
most obvious reason for this is that foreign language learners are able to communicate with other people
in one way or another, transmit a message to the other party and, by receiving the given message, predict
it and display appropriate behaviors, that is, the logic of making the language functional has been the
driving force. This means that a person who learns a foreign language can understand what he has learned
and transform what he knows into practice when necessary, that is, the understanding of solving his
problems in daily life and participating in society constitutes the essence of the communicative approach.
Ozcan Demirel makes this feature even more evident. In recent years, in foreign language teaching,
more sociologists than theoretical linguists and learning psychologists, especially sociolinguists led by
Hymes, have found that it is insufficient to explain the nature of language with the concepts put forward
by Chomsky, besides it would be appropriate to add a third dimension called communication competence
have suggested. Another feature of the communicative approach is that it predicts appropriate teaching
situations according to the students level and perception power, and with this understanding, it offers the
student many alternative activities and teaching tools that will help them reach the goals in the curriculum.
These tools mostly consist of real documents. Therefore, a foreign language gains a life-oriented quality.
The language levels that are common in society are not forgotten, and they are based on the meaning
and functions of words by removing them from grammatical structures. The inclusion of a large number
of exercises and activities based on exploratory learning is another striking aspect of the communicative
approach. In the communicative approach, which is based on tolerance in teaching, the student is directed
to correct his own mistakes. In essence, the communicative approach is a student-centered approach that
focuses on classroom interaction (Budak, 1992).

Multilingualism and Multiculturalism

In the language learning approach of the Council of Europe, knowing more than one foreign language
on an individual basis has gained great importance. Multilingualism can be achieved by increasing the
number of foreign languages to be offered to students in schools or educational institutions, by directing the
student to learn more than one foreign language, or by limiting the dominant role of English in international
communication.

The purpose of language education is changing. It is now aimed to develop a linguistic accumulation that
covers all linguistic abilities, although not as much as a native speaker, in two or even three languages
independently of each other. This situation has revealed the need to diversify the languages taught in
educational institutions and to give students the opportunity to develop their multilingualism skills (Council,
2009, p. 5). As a matter of fact, an elective second foreign language course has been included in the
curriculum in secondary education institutions in Turkey, and Arabic has begun to be taught in addition to
many world languages (Sugin & Others, 2011). The responsibilities of education authorities, examination
boards and teachers should not be limited to the acquisition of a certain skill level in a certain language
at a certain time. Individuals need to be sufficiently conscious to develop their motivation, skills and self-
confidence in the face of new language experiences outside the educational institution (Council, 2009, p.
5).



Case Studies in Turkey and in the World

Arabic Teaching Programs Prepared According to the Common European Framework of Reference
for Languages in Turkey

The first study to apply CEFR to Arabic teaching in Turkey is the curriculum prepared by the commission,
which was formed by the Ministry of National Education, Board of Education in 2011, under the chairmanship
of Sucin, which worked for 2 years. This study has been prepared in project format with the financing of the
World Bank. The name of the curriculum is as follows:

Sugin, M. H. vd. (2011). ilkdgretim Arapga Dersi Ogretim Programi (4-8. Siniflar). Ankara: Milli Egitim
Bakanligi Yayinlari.

After this program, a curriculum was prepared for secondary education by the commission formed under the
chairmanship of Sucin in 2012, in the same way. The name of this program is:

Sugin, M. H. vd. (2012). Ortadgretim I, Il ve Ill. Yabanci Dil Arapga Dersi (9, 10, 11 ve 12. Siniflar) Ogretim
Programi. Ankara: Milli Egitim Bakanligi Yayinlari.

Later, with the decision to teach a second foreign language from the 2nd grade in primary education
institutions, the Primary Education Arabic Lesson (2, 3, 4, 5, 6, 7 and 8th Grades) Curriculum was prepared
in 2015.

In 2013, with the proposal of the Ibn Sina Institute operating in Lille, France, an Arabic curriculum for Europe
at A1 and A2 levels was put forward in Arabic by Sucin. The program was published in the “Alem al-Fikr”
magazine published in Kuwait in 2015. For the program see:

Sugin, M. H. (2015). “Menhec el-Luga el-Arabiyye Hasaba el-itar el-Merci’t el-Urtibbi el-Musterek li’l-Lugat
‘ala el-Musteveyeyn A1 ve A2 [Diller igin Avrupa Ortak Basvuru Metni>ne Gére A1 ve A2 Diizeyinde Arapga
Ogretim Programi], Mecellet Alem el-Fikr, ss. 223-256.

The Coursebooks Prepared According to the CEFR ST |
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In the preparation of the book, the Primary Education Arabic Course Curriculum prepared by the Board of
Education was taken as a basis. It consists of four entertaining Arabic books, 6 units, each unit covers 3
lessons. The book is planned to be processed in a total of 108 lesson hours. According to the Common
Application for Languages by the Council of Europe, which sets comparable standards for the implementation
of foreign language teaching for foreign language teaching and learning, students are expected to reach
A1.1 level at the end of the book.
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Arabic Text-Dialogue Lesson 11" and 12" Grades Coursebook
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This book consists of five units and each unit is divided into 3 lessons. It focuses on the development of
speaking skills. At the end of this course, the student is expected to develop Arabic speaking skills at B1
level according to the CEFR.

All the books prepared by the Education Board in Turkey are currently being prepared according to the
CEFR.

Some other textbooks prepared according to the curriculum are as follows and these books can be
downloaded and examined from eba.gov.tr.
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Examples in the World

Arabic Textbooks Prepared in German

Developed by Professor Eckehard Schulz at the Leipzig University Eastern Institute, these books are used
as textbooks in Europe. The books have internet support.
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MODERN STANDARD ARABIC Learn Arabic — New ways to proficiency in Arabic

24 lessons with detailed guidelines for teachers and students
listening, speaking, reading, writing

cultural and historical facts

various communication situations and diverse exercises

vocabulary by frequency and usage-based, realistic
grammar

INTEGRATING MAIN ARABIC DIALECTS

|)) olis S, _,.SJ l ,l -\-"l « introduction into the comprehension of the main dialects
« written tests after each lesson and intensive review after
» every 6 lessons
Textbook e-Edition « glossaries, charts and additional materials

A1/A2 = Novice Low/Mid/High after Lesson 12 and B1/B2 = Advanced
Low/Mid/High after Lesson 24 according to ACTFL
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Complete Arabic

It is stated that this book, which consists of 25 units, will teach Arabic at B2 level by processing one unit
each week.
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Arabic with Ease

It is stated that with daily lessons, Arabic will be learned at B2 level in 6 months. It consists of a textbook
and three interactive CDs.

Get Started in Arabic

It teaches Arabic from A1 to A2 of the Common European Framework of Reference for Languages (CEFR).
It is stated that it allows to speak Gulf Arabic and to read Modern Standard Arabic (MSA).

Arabic A1 Student Course Book (khuTuwaat - Eton Institute)

Developed by the highly qualified Arabic department of the Eton Institute in the United Arab Emirates,
KhuTuwaat offers comprehensive material suitable for international CEFR levels for beginners or A.1 level.
The materials in the book are based on Modern Standard Arabic used by politicians, diplomats. The institute
also provides language teaching both online and face-to-face.
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Arabic Language Courses

Dar Loughat

FIND YOUR COURSE Please note that the course fee excludes material, registration and trans,

( Choose a Location

( nguages / Course Type

w/vGroup Course / Delivery Ty

(start Date

( x A1.1/ Level
\. ARABIC GROUP COURSE ARABIC GROUP COURSE

— (AUH_MID_19_02) (AUH_MID_19_260)
( Time of Day ) AED-1.77500 AED 1,420.00 Incl. VAT AED 1,775.00 Incl. VAT AE

Located in Granada, Spain, this Arabic course teaches Moroccan Dialect as well as standard Arabic. The
course materials have been prepared according to the CEFR. These are Al-Kitaab fii Taallum al-Arabiyya,

“‘Ahlan Wa Sahlan” and Al-Arabiya al-Mwasira.

Arabic Online Distance Arabic Teaching Site:

This website, which is registered online, received the best language teaching website award given by the
European Union in 2013. At the beginner level, Arabic is taught at the A2 level according to the CEFR.
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Learn Modern Standard Arabic

Online Arabic courses for Beginner, Intermediate and Advanced levels.

Our Courses

Online Arabic courses

CLL Language Centers

This course, located in Brussels, Belgium, offers Arabic courses for all levels of the Common European
Framework of Reference.

CLL~

Ianguage centres

University of Zurich, Sweden Arabic Course

Only advanced Arabic courses at B2 and C1 levels are offered here. Students are admitted with an exam
held after the course is announced on the university website.

W™ Universitit .
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University of Southampton, UK, Department of Modern Languages, Arabic Course

In this course opened by the university, Arabic is taught at the B1 level of the CEFR.
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Some Countries Implementing the Arabic Curriculum According to the Common European Framework of
Reference

The CEFR-based Arabic curriculum is implemented in Malta, France, England, Australia, several states
in the United States, India, Nigeria, and Ireland. Please read this study for CEFR-based curriculum
development studies in Turkey and around the world: OZCAN, M. (2015) Syllabus Development Studies in
Turkey and in the World for Teaching Arabic as a Foreign Language-Some Suggestion for Teaching Arabic
in Primary Schools in Turkey, International Journal of Sport Culture and Science, 3 (Special Issue 4), 81-
94. DOI: 10.14486/1JSCS361.

Internationally Valid Arabic Placement Test Similar to TOEFL

At the Oriental Institute of the University of Leipzig in Germany, an internationally valid level determination
test prepared according to the Common European Framework of Reference for Arabic is carried out. It is
stated that it is a completely computer-based Arabic proficiency test developed by Professor Eckehard
Schulz at the University’s Eastern Institute.

The fees according to the levels are as follows:
A1/A2: 150 €
B1/B2: 180 €
C1/C2: 360 €

https://toafl.com

TOAFL,COM HOME T eTEST M AL-ARABIYYA-TEST 3¢ English
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SAMPLE TEST E-TEST AL-ARABIYYA-TEST MY ACCOUNT

ABOUT US

The AL-ARABIYYA-INSTITUTE was founded in 2011 by Eckehard Schulz,
Professor at the Oriental Institute of the University of Leipzig. The
textbook “Modernes Hocharabisch” (Modern Standard Arabic) by
Eckehard Schulz has been...
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It was from this long experience that the development of the uniform framework for the AL-ARABIYA TEST
according to the Common European Framework of Reference for Languages (CEFR) specification was
based. Efforts to make it computer-based and take advantage of new technical options began in 2006
and lasted more than 5 years. Many academic experts, especially from the University of Leipzig Eastern
Institute, participated in this process. The design of the test and the questions are also stated to be based
on the results of more than 35,000 e-tests conducted by students in Germany and many countries around
the world.

Jordan Talal Abu-Ghazaleh Counseling Office Arabic Placement Centers

Talal Abu-Ghazaleh International University (TAGI-UNI) is a member of the Talal Abu-Ghazaleh Organization
(TAG-Org), a global professional services and education group with more than 100 offices worldwide. It has
offices in Ankara and Istanbul.

TAGI-UNI has designed the Arabic Fluency Certificate in order to contribute to the dissemination of the
Arabic language and culture, to increase its value globally, and to standardize the language level of native
and non-native Arabic speakers. This unique certificate is also designed to make it easier for professional
and academic institutions to assess all Arabic language skills through a reliable and high quality standardized
exam. TAGI-UNI is committed to providing all the tools and facilities to help these institutions reach their
best levels. This exam has been designed and developed to be the most professional tool that offers the
highest possible accuracy and objectivity in determining the level of candidates who want to learn Arabic.

This exam offers a comprehensive measure of the Arabic language: it accurately measures the level of
candidates> reading ability, their vocabulary and grammar, and their ability to listen, speak and write Arabic.
Prepared by expert professionals, applied under standard conditions and corrected with a professional
method. It is standardized and covers all aspects of the Arabic language. It is an exam that determines the
language level of native and non-native Arabic speakers. It complies with the standards of the CEFR, draws
on the guidelines of the American Council for Foreign Language Teaching (ACTFL), and takes into account
the special situation of the Arabic language. The exam is administered with high accuracy and objectivity
and with high consistency under an impartial supervision.

Arapca Akic1 Konusma Sertifikas: Tiirk @~ Search... Q

Sertifika Hakkinda Arap Dili ~ Merkezler ~ Smnav ~ Egitim Kurslan ~ Demo testi Bize Ulagin
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Conclusion and Recommendations

It is seen that Arabic teaching is getting better day by day both in Turkey and in the world. When the
materials prepared according to the CEFR, which can also be used in Arabic teaching as a global scale,
are examined, it is understood that the quality of these works is very good.

It is seen that various efforts to apply CEFR to language learning environments within the framework of
European Union regulations both in the world and in Turkey have attracted attention. In Turkey, CEFR is
taken as the basic criterion while preparing Arabic teaching programs as a foreign language. Moving from
this framework, radical changes have occurred in learning Arabic. It is imperative that language teachers
receive in-service training quickly in order to prepare new national language learning programs in the light
of CEFR, to prepare textbooks in the light of these programs, and to adopt the principles put forward by
CEFR.

In-service training programs are implemented for English teachers by the Board of Education. The main
purpose of these trainings is to shape the language learning process in Turkey in the light of CEFR and
to make the developments in the language learning world in Europe effective and applicable in Turkey
as well. The aim of the in-service training program called “Training of Trainers”, which started in 2009
and carried out by the Board of Education, is to train around 5000 English teachers working under the
Ministry of National Education in line with the basic principles of CEFR and to train trainers in order to
equip them in this regard. Among the topics covered in the programs; There are various topics such as
CEFR, New English Language Teaching Program, Integrated Language Teaching, Using Portfolio in
Language Teaching, Language Material Development in the light of CEFR. Likewise, this program should
be implemented immediately for Arabic teachers.

In our country, where CEFR principles are widely adopted, it should be one of the main objectives of
teacher training programs that language teachers are aware of these principles while they are still
undergraduate students, develop their perspective on their teaching responsibilities during this period, and
more importantly, make efforts to develop their students’ autonomy.

It is believed that language teacher candidates can benefit from the European Prospective Language
Teachers Development File, which can also be described as an important tool in presenting the language
teaching techniques specified in the CEFR, while they are still students. In other words, RDAP has a
very important role in helping prospective language teachers gain a perspective on their teaching. The
European Prospective Language Teachers Development File is a new application and studies have not
started yet for teaching Arabic. These studies should be started to be implemented especially in Arabic
Teaching departments.

Test centers that offer an opportunity to holistically test listening, reading, speaking and writing skills such
as TOEFL, which has international validity, should be opened within Turkish universities and studies should
be initiated by YOK to ensure equivalence. Simultaneous testing centers should be established within
universities and language teaching courses in Turkey by contacting universities and organizations that
conduct international Arabic placement tests.
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APPLYING THE CEFR COMPANION VOLUME TO CLASSROOM LANGUAGE CURRICULA: A
FOCUS ON INTERACTION AND MEDIATION

Dr. Daniela FASOGLIO

SLO, Dutch National Centre for Curriculum Development
d.fasoglio@slo.nl
Abstract

The scales of the CEFR, and specifically those of its updated and extended version ‘CEFR Companion
Volume’ (Council of Europe, 2020 — hereinafter referred to as CEFR) are a powerful tool to link the different
levels of the curriculum: international, national, school, and classroom/learner. They can also be used
to bridge goals, teaching and learning, and assessment, and to achieve transparency and consistency
in the foreign language (FL) curricula. The CEFR descriptors provide a detailed and flexible resource to
design cooperative language tasks and to define success criteria. Teachers and material developers can
get inspiration from the scales on language activities to define contexts, situations, communicative goals
to be achieved and actions needed in language tasks. Teachers and students can use the descriptors of
communicative competences to draw conclusions on learning outcomes, to discuss feedback and organize
further learning. Language tasks based on the CEFR scales encourage interaction and meaning-making
in cooperation in order to accomplish the task. The mediation scales are a source of inspiration to include
aspect of linguistic mediation in language learning activities.



The CEFR in a broad curricular perspective

Using the CEFR in curriculum design helps to approach challenges in FL education, and to achieve quality
and consistence within and throughout the curricula. This applies to all levels of the curriculum (Figure 1).
It is useful to distinguish between the various levels when talking about curricular activities.

INDIVIDUAL (NANO)

CLASS, group, teaching
sequence, teacher (MiCRO)

SCHOOL, institution (MESO)

NATIONAL/EDUCATION
SYSTEM, state, region (MACRO)

INTERNATIONAL,
comparative (SUPRA)

Figure 1. Curriculum levels.

The supra level has become increasingly visible in international policy discussions and in comparisons
between curricula. An example is the OECD»s Programme for International Student Assessment (PISA)
in which more than 90 countries worldwide are involved. The CEFR is a tool to establish common goals in
language education and compare achievements on an international level. PISA 2025 will use CEFR scales
to assess foreign language skills.

The macro level pertains to national curricula and examinations. Specifications for national attainment
targets are provided in official documents such as syllabi and national guidelines. Their level of specification
and mandatory nature varies considerably from country to country. In some countries attainment targets
have been linked to the levels of the CEFR.

The meso level is especially prominent in countries, such as the Netherlands, where schools have a great
amount of autonomy in developing their own profile and in translating national guidelines into their local
context. At the micro level, it is the teachers’ responsibility to interpret national and school curricula and
operationalise them in their planning of teaching and learning. At both school and classroom level, the
CEFR can lay the foundations in shaping the curriculum and educational programmes.

The nano level relates to the individual agency in one’s own learning.

One of the major challenges for curriculum development is to create balance and consistency between its
various components (Figure 2). The ‘rationale’ (why are students learning, what are the general aims?)
provides a base to define learning goals. Goals will have to be translated into appropriate contents, learning
activities and resources. Teachers will have to target their interventions to goals and activities, and design
adequate forms of teacher, peer- and self-assessment in order to monitor students’ learning process in
relation to the goals. The curriculum components cannot be seen separately from each other if we want to
ensure consistency and quality in the curriculum. Changes in the rationale, goals and content of learning
imply changes to all of the other components.
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Learning

Learning
activities

resources

Teacher’s
role

Grouping ‘

Figure 2. The components of a curriculum (van den Akker, 2003).

The CEFR lays a solid groundwork for a broad curricular approach to FL learning and teaching. It provides
the bridge between international, national, school and classroom curricula, and between the key players:
teachers, trainers, material and test developers, and learners. It ensures consistency between all the curri-
culum components. We will discuss this in more detail in the next sections.

The CEFR and constructive curriculum alignment

The descriptors of the CEFR play a key role in curriculum design. First of all, they make it possible to relate
learning goals to real-world language use. The CEFR has been shaped by the action-oriented approach
(AoA) in language learning (Piccardo & North, 2019). Learning goals that are based on the AoA conceptual
model, invite language learners to engage as language users in a process of self-regulation and planning,
action, collaboration, evaluation and adjustment. Secondly, the CEFR descriptors make it possible to clarify
goals and success criteria for teachers, students, their parents or guardians, and for further education and
work. At each proficiency level, students know which language activities they can engage in, which stra-
tegies they can apply to make communication successful, and which language competences they master.
The CEFR descriptors also allow to tailor goals to students’ learning needs, to set priorities and plan further
actions.

One of the foundations in curriculum development is the alignment of teaching and assessment to learning
goals. The CEFR descriptors provide concrete suggestions and contexts for language tasks in which acti-
on, interaction and cooperation are central. They also provide consistent criteria for criterion-referenced as-
sessment relating all aspects of linguistic, sociolinguistic and pragmatic competences to proficiency levels.
Another important focus of curriculum alignment is aligning teaching and students’ learning. The CEFR
descriptors provide transparent ‘signposting’ to learners (Council of Europe, 2020, p. 42) to reflect on their
own outcomes and plan further learning.

Teachers can use the CEFR descriptors to tailor learning trajectories, lesson programmes, learning and
assessment tasks to each other, and to align their teaching to their students’ learning.

CEFR descriptors set to work

Teachers and material developers will first of all have to become familiar with the action-oriented perspe-
ctive, the philosophy and the vision of language learning and teaching behind the CEFR. Understanding
and embracing this vision is conditional to an adequate implementation of the CEFR. Teachers can use the
CEFR scales to define the intended outcomes:



a) They select appropriate scales to figure out situations, communicative goals, and actions. The scales
for communicative language activities (reception, production, interaction and mediation) describe what
students should be able to do with language at the different proficiency levels in order to achieve com-
municative goals. These scales provide inspiration and concrete ideas to design language tasks that are
suitable to the expected performance level.

b) They use the scales for communicative language competences (linguistic, sociolinguistic and pragma-
tic) to define assessment, or success criteria, that allow to draw conclusions on learning outcomes: what
is the quality of the language? how far is the performance from the goal, and how can students move
forward? should the goal be adjusted or reformulated? These scales help clarify to students what com-
petences are needed in order to perform the task successfully. At the same time, they help teachers to
become aware of what to focus on in their guidance and in the provision of feedback, and to adjust their
teaching based on how their students perform.

Mediation in language tasks

The descriptors for mediation can be used to both design cooperative language tasks and define success
criteria related to the task process.

The scales for mediation of texts and mediation strategies describe language activities that can be perfor-
med individually in order to enhance communication and understanding in interaction, such as explaining a
text or breaking down complicated information. These activities can be easily included in a realistic coope-
rative task in which language skills are used in an integrated way, i.e. reception, production and interaction,
written, spoken and digital communication are combined just as it occurs in real life.

The scales for mediation of concepts and of communication emphasize the role of intermediary between
interlocutors in a cooperative task and underline the social vision of the CEFR, an essential aspect in the
AoA model. They invite teachers to organize the language tasks in such a way that students have to share
different inputs, explain information to each other, work together to construct meaning; in other words, they
need each other to accomplish the task. The scales for mediation invite students to reflect on how their col-
laborative process went while performing the task, and what they should do in order to improve it. In doing
so, students become aware of what is needed to make cooperation successful.

An illustrative example

In order to illustrate the above, we move to a fictitious school for upper secondary education somewhere
in Europe. Their national curriculum provides general attainment targets for FL in which overall CEFR
proficiency levels for the four language skills are described. Recently, the FL sections of the school have
set up a CEFR working group. The aim is to develop learning pathways based on the CEFR. The learning
pathways must take account of the national attainment targets and should improve the cohesion between
the language curricula and between lower and upper secondary. The project delivers among other things
language targets for each grade for reception, production, interaction, and mediation, and for language
competences. The next phase is to develop appropriate learning activities.

In order to practice oral production skills, the French and German teachers decide to design a cooperati-
ve language task: in small groups of 3-4, students have to make a vlog to promote the two languages for
students in the lower grade who have to choose their subjects for next school year. The language task
corresponds to the objective ‘I can present a convincing text to a familiar audience’. This specific task ties
in with the A2+ descriptors from the scales ‘Addressing audiences’ and ‘Putting a case’.

Students will receive feedback on the quality of their oral language use based on the A2 and B1 descriptors
from the relevant linguistic scales. They will have to work together to make sense of the task and to come
to a joint product. They will be asked to reflect on how they succeeded in their cooperation on the basis of
the scales for mediating concepts.



Table 1. Scales Used to Design the Language Task ‘promo vilog’ and to Define Success Criteria.

Task description

Learning goal

Success criteria:
quality of
language

Success criteria:

cooperative
process

The number of students opting for German and French in upper secondary is
decreasing. That is a pity, because there are many advantages in mastering these
languages. Not all students who drop German or French make a well-founded
choice. That is why we ask you to make a promotional vlog for students who are
still faced with the choice, so that they can take an informed decision.

| can present a convincing text to a familiar audience.
CEFR level:

A2+ Can explain what they like or dislike about something, why they prefer one
thing to another, making simple, direct comparisons.

A2+ Can give a short, rehearsed presentation on a topic pertinent to their everyday
life, and briefly give reasons and explanations for opinions, plans and actions.

Vocabulary range

B1 Has enough language to get by, with sufficient vocabulary to express
themselves with some hesitation and circumlocutions on topics such as family,
hobbies and interests, work, travel and current events, but lexical limitations cause
repetition and even difficulty with formulation at times.

Grammatical accuracy

A2 Uses some simple structures correctly, but still systematically makes basic
mistakes; nevertheless, it is usually clear what they are trying to say.

Fluency

B1 Can keep going comprehensibly, even though pausing for grammatical and
lexical planning and repair is very evident, especially in longer stretches of free
production.

Coherence and cohesion

B1 Can link a series of shorter, discrete simple elements into a connected, linear
sequence of points.

Mediating concepts: facilitating collaborative interaction with peers

A2 Can ask why someone thinks something, or how they think something would
work.

A2 Can make suggestions in a simple way.

A2 Can collaborate in simple, practical tasks, asking what others think, making
suggestions and understanding responses, provided they can ask for repetition or
reformulation from time to time.

Mediating concepts: encouraging conceptual talk

B1 Can ask why someone thinks something, or how they think something would
work.

A2 Can ask what somebody thinks of a certain idea.
Mediating a text: note-taking

B1 Can note down routine instructions in a meeting on a familiar subject, provided
these are formulated in simple language and they are given sufficient time to do so.
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The teachers observe their students during their group work and take notes next to each of the descriptors
for mediation. They realize that they can also use the A2 descriptor from the scale Building on plurilingual
repertoire: ‘Can use simple words/signs and phrases from different languages in their plurilingual repertoire
to conduct a simple, practical information exchange’. Indeed, students are negotiating what they should
say in German, French or the language of schooling in the vlog. Later, the mediation descriptors are used
by students and teachers to evaluate the task: what went well, what should be done in a different way next
time, what have they learned?

During the preview of the vlogs, students assess their own and their peers’ language level using the scales
for communicative competences.

The vlogs were used during information evenings for students and their parents/caretakers. The amount of
students that chose for German and French increased by more than 20 per cent compared to the previous
year.

Conclusions and Suggestions

We have illustrated how the CEFR can provide transparency and consistency in foreign language curricula,
and increase the quality of language education through the use of real-life tasks as implied by the AoA.
In such tasks it is sometimes possible to exploit real situations, as in the example illustrated in this article,
but task contexts and goals can also very well be simulations. For instance, a vlog could be proposing
solutions to a local problem, or promoting a tourist destination and improve sustainable tourism. When
improving the quality of the school and classroom curriculum, teachers need to be supported by the school
leaders. Teachers must be able to link the innovative ideas of the CEFR on language learning and teaching
with their own teaching practice and make choices that fit to their own educational context. This requires a
high degree of curriculum awareness. In order to achieve this, teachers need among others to dispose of
clear examples of activities and materials that make the intended objectives and outcomes concrete. Quite
some textbooks have already started including action-oriented tasks. Teaching methods must be in line
with the intended communicative language goals, and make a learning pathway possible.
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Abstract

In the process of preparing textbooks and materials used in foreign language (FL) teaching, the Common
European Framework of Reference for Languages (CEFR) is utilized. This mega-text not only guides
teachers in institutions, but also provides unity in terms of standardization and institutionalization by creating
a framework to establish the targeted learning outcomes in the teaching process. In this study, action-
oriented approach and mediation, one of its newly expanded descriptors in the CEFR-CV are discussed
in terms of accelerating FL interaction. Evaluations of the speaking activities in the 7th Grade English
textbook regarding the approach and mediation revealed positive and sufficient impacts; however, there
were still deficiencies in the conceptual and textual mediation. The results reveal that the approach and
mediation depend on the high prevalence in textbooks so as to develop and maintain speaking skills.
Restructuring and expanding the productive (speaking and writing skills) parts of the textbooks including
mediation are highly recommended as they constitute a vital key point for learners to take responsibility in
production and maintain communication in any FL.

CEFR, Action-Oriented Approach (AOA) and Mediation

The CEFR accentuates comprehensive, transparent and coherent concepts so that language learners
could perform their communicative functions. Comprehensiveness includes grammar, language skills and
language usage. Transparency is the formulation of information in convenience, clarity and availability for
users. Consistency means that information in the text finds a storage in the mind in a unity and integrity,
comes to life, and is re-shaped by molding the theme covered in the text. In creating a comprehensive,
coherent and transparent language learning-teaching scheme, CEFR emphasizes versatility, flexibility,
clarity, dynamism, user-friendliness and non-dogmatic characteristics in four domains (personal, public,
professional, and educational). Since these features make individuals effective in communication in
academic and social context (CEF, 2001; CEFR, 2018; 2020), they have a serious place in FL teaching
textbooks. In recent years, the AOA and mediation in education have come to the fore in the transformation
of these areas into positive gains. AOA, adopting the language learners as “social actors” in the learning
and practice of a language, on the one hand, includes the communicative dimension, on the other, the
social dimension. In this approach, “Language users are considered as members of society who undertake
non-linguistic, communicative tasks under certain situations, in certain environments and fields of action.”
(CEF, 2001, 9; CEFR, 2018, 18; CEFR-CV, 2020, 26). This statement reveals that language learners are
expected to perform both linguistic and non-linguistic tasks integrated in three different areas of linguistic,
sociolinguistic and pragmatic competences in communication. In short, AOA (CEF, 2001; CEFR, 2018;
2020) adopts the characteristics of social actors as follows:

* Valuing cultural and linguistic diversity,
» Sharing needs, linguistic-cultural values and experiences in the social and educational environment,
* Realizing mutual understanding,

» Developing linguistic-cultural assets further,



« Fulfilling not only linguistic duties, but also social ones in any particular situation and environment,
* Mobilizing speech and skills strategically so as to achieve a certain result,
+ Taking into account all abilities within its cognitive, affective and dynamic resources.

Another process that connects the social and individual dimensions in the CEFR is  “Mediation”, which
is the integrated form between the individual and social dimensions in language learning. Apparently, it
goes far beyond the restructuring of meaning as restructuring in instant communication and interaction
between language learning is at the individual and social level rather than studying a language. In other
words, it is the situation where a conceptual situation with external factors is interpreted or filtered among
individuals with different characteristics (North & Piccardo, 2016: 6, 12). In fact, the CEFR elucidates
mediation as an internal alteration revealing how social actors perceive social dimensions during their
speech or conversation. Even this issue deduces necessity of the mediation be realized by a third part
(North and Piccardo, 2016: 11-12). Thus, it cannot be limited to different views and interpretations as it
would consist of four different subgroups as linguistic, cultural, social and pedagogical mediation (North &
Piccardo, 2016: 6) as described below.

Linguistic Mediation: It is interlingual. In particular, how to translate and interpret means how any text in
one format can be transformed into another. It also includes the intra-language dimension, as of the target
and native language. During the transfer of knowledge, the focus is mainly on grammatical expressions.
Another linguistic mediation is the flexible use of different languages in multilingual classrooms for example
in multilingual classrooms when an individual’'s knowledge of a common international language is insufficient
to carry out the transaction in a single language by explaining, summarising, clarifying and expanding a
text from one language in another language more familiar to the learners (North&Piccardo, 2016: 13). It
provides linguistic flexibility for language learners.

Cultural Mediation: The transition from the native to the target language actually means the transition from
the native culture to the target or other culture(s). Cultural awareness is interlingual and intercultural as well
as intralinguistic. In addition to disignate the link between the form and diversity of the texts in language
teaching, it also covers social subcultures under the culture umbrella of a society (North & Piccardo, 2016:
13).

Social Mediation: Language cannot be the only reason why people do not understand one another.
The difficulty could be caused by different perspectives and expectations, and different interpretations
of behaviors. In such situations, the mediator may help to bridge these gaps and overcome these
misunderstandings. Moreover, mediation can be done through rendering a text comprehensible, one can
imagine an even wider applicasion of this process. The difficulty of the intelligibility of the text may not
arise from the language, but from the lack of experience or knowledge, and the lack of proximity to the field
(North & Piccardo, 2016: 14).

Pedagogical Mediation: Although countries have distinctive pedagogical cultures, they generally prefer
teacher-centered and collaborative learning approaches in education (North & Piccardo, 2016: 15). It is
known that a lot of time is spent on situations such as creating relationships and harmony in the classroom
environment, arranging interaction, bringing individuals together and getting them to take part, eliminating
or solving problems. Pedagogical mediation is important in order to eliminate this situation. Cognitive
mediation and collaboration are created in pedagogical mediation, and an arrangement is made to ensure
the creativity of the learners. Providing the communicative aspect of these four groups and integrating them
at the mediation scale (textual, conceptual and communicative) will increase the function of the textbooks.
Textual mediation is transferring the content of the text to those who do not have access to the text or
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language learners, mostly due to linguistic, cultural, semantic and technical barriers. Conceptual mediation
is a process that makes it easier for language learners to access concepts and information that they cannot
obtain directly. It has two complementary aspects: structuring and elaborating the meaning/concept and
activating and facilitating the conditions for the exchange and development of conceptual knowledge.
Thus, individuals make up for the deficiencies in their experiences through this mediation. Communicative
mediation is shaping successful communication among language learners with individual, sociocultural,
sociolinguistic and intellectual differences, facilitating mutual understanding and eliminating conflicts in
order to make communication healthy (North & Piccardo, 2016: 30). As understood from these groupings,
mediation includes many different features from restructuring the meaning to communicative mediation
between interlocutors who share the same conceptual environment but have different interpretations and
perceptions (CEFR, 2016: 20; CEFR-CV: 10). In brief, these items are absolutely important to maintain
communication not only in social environments but also in classrooms.

Foreign Language Textbooks, Action-Oriented Approach and Mediation

Besides methods used by teachers to make FL learning effective in classrooms, there are also textbooks
and materials as resources that cover what students will learn and what teachers will teach in the learning-
teaching process. However, they do not only offer activities that will stimulate language skills, they must also
contain other features. These should support cultural elements so as to encourage cultural and linguistic
identity, to develop mutual interaction and understanding, to struggle intolerance and racism in a sense
(CEF 2001: 3). Delibas and Agildere (2019) underline that AOA takes individual on its bases, yet, it guides
him to take his own responsibility, became active in learning, overlap his needs and outcomes as social
agents (277). In the same vein, they highlight the ‘“Teaching’, ‘Learning’ and ‘Assessment’ dimensions of
the textbooks prepared in accordance with AOA. However, the purpose of this study is to determine how
much AOA and mediation are calibrated in the FL textbooks; hence, only the sub-groups of ‘Teaching’ and
‘Learning’ (p. 277) in addition to mediation were evaluated and tabulated.



Skills: the sub-skills of grammar, phonetics, and lexicon are also important as much as foun langu-
age skills.

The principle of progressivity is important. In the learning process gradually accomplishing from
simplicity to complexity, it is necessary for learners to harmonize foreknowledge with new one.

Unlike the traditional approach, teaching grammar is inductive and meaning becomes more impor-
tant than rules.

Teaching vocabulary is contextual, the principle of ‘words have no meanings but functions are the
basis’ (Guiraud, 1984, s. 19) becomes vital.

The role of a teacher is to act with learners, collaborate with them or let them realize their duty by
providing necessary feedback. They are mediators to let learners reach information rather than
convey it.

Learning environments: learning outside the class is considered as a part of the learning process as
much as in the class as revealed in the life-long learning principle (Ginday, 2015, s. 132)./

Content: it determines learners’ tasks required to be done for their needs. Tasks determine the
content of the lesson, respectively.

The learning process and what is learnt are the bases rather than outcomes.

Learner takes responsibility for the learning process. In this process, learners are self-autonomous.
This autonomy brings in self-efficacy and self-confidence.

Actions: actions determine interaction (Puren, 2006). This principle makes semiotics more mea-
ningful in the context. Actions make indicative and signified arbitrariness meaningful in the mind of
learners.

Learner: they are autonomous individuals who take responsibilities in their own learning process.
They are aware of knowledge and skills they have learnt and acquired.

A task is defined as any purposeful action considered by an individual as necessary in order to
achieve a given result in the context of a problem to be solved, an obligation to fulfil or an objective
to be achieved. This definition would cover a wide range of actions such as moving a wardrobe,
writing a book, obtaining certain conditions in the negotiation of a contract, playing a game of cards,
ordering a meal in a restaurant, translating a foreign language text or preparing a class newspaper
through group work. In brief, linguistic images are considered as their contextual meanings rather
than those in labels.

Activities: they are tools in order to deduce actions such as remember, understand, apply, synthe-
size, evaluate and create the items learnt by using didactic or authentic materials such as texts,
videos, songs taken from daily lives.

Performance is also focused as much as competence.

Language taught and spoken in the society is the same. The linguistic and pragmatic aspects are
not isolated.

The functional information is the priority. Comprehensive teaching is more important than situatio-
nal teaching.

Learning in group: the plan is to accentuate rapid and interactive tasks given because the learner
always needs interlocutors in any interactive learning.

Evaluation: it is giving feedback on the spoken and written learners tasks by the teacher.

Self-evaluation: itis the evaluation by the learners themselves on the spoken and written performance
they realized.

Peer-evaluation: evaluation of learners for their tasks done in groups increases both their motivati-
on and tolerance towards each other.

Autonomy: it gives responsibility to the language learners in this approach. It also provides a chan-
ce to be active and part of the whole action.

Table 1. Characteristics of Action Oriented Approach
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Table 1 displays the sub-titles of teaching, learning and evaluation of AOA in FL textbooks (Delibas and
Agildere, 2019: 277). Apparently, teaching includes ten sub-groups and learning seven subgroups and
evaluation four sub-groups. Nonetheless, merely teaching and learning sections are the focus of the study
and they are presented in Table 2 below.

Action-oriented Approach in the 7th Grade English Textbook (Published by Turkish Ministry of National Education)
f %
TEACHING
1. Principle of Progressivity 80.0
2. Hidden Grammar Teaching 90.0
3. Teaching Contextual Grammar 80.0
4. Performing Tasks 10 100.0
5. Tentative Learning 3 30.0
6. Learning Process 10 100.0
7. Autonomous Learning 10 100.0
8. Interpretation of Items Processed in Mind (Images-visuals) 10 100.0
9. Sense of Responsibility 10 100.0
LEARNING
1. Becoming Aware of Knowledge and Skills 10 100.0
2. Meanings of Linguistic Images 90.0
3. Stage of Rememberance in Activities 80.0
4. Stage of Comprehension in Activities 10 100.0
5. Sage of Analysis in Activities 3 30.0
6. Awareness of Competence 10 100.0
7. Awareness of Performance 9 90.0
8. Pragmatics 10 100.0
9. Using Functional Knowledge 10 100.0
10. Learningin a Group 8 80.0

Table 2. AOA in English 7th Grade Textbook Speaking Activities

Table 2 displays the analysis of the speaking activities based on AOA throughout one-to-ten units in the 7th

Grade English textbook. The findings about teaching revealed that “performing tasks”,

learning process”,

“interpretation of things grasped in the mind”, and “sense of responsibility, which are the sub-headings of
teaching, are fully included in the activities, whereas “tentative learning” is insufficiently found in the units.
Regarding learning designed according to the characteristics of AOA, “becoming aware of knowledge
and skills”, “comprehension stage”, “competence”, “pragmatics” and “using functional knowledge” are
sufficiently found in the activities, whereas “analyzing stage” remains low. Table 3 displays the evaluation

of the speaking activities on Mediation in the 7th Grade English textbook.
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Mediation in the 7th Grade English Textbook (Published by the Turkish Ministry of National Education)
MEDIATING CONCEPTS f %
Collaborating in a Group

Facilitating Collaborative Interaction with Peers (Establishing Conditions) 8 57.14
Collaborating to Construct Meaning (Developing Ideas) 8 57.14
Leading Group Work

Managing Interaction (Establishing Conditions) 9 64.28
Encouraging Conceptual Talk (Developing Ideas) 5 35.71
MEDIATING COMMUNICATION

Facilitating Pluricultural Space 4 28.57
Acting as Intermediary in Informal Situations (with friends and colleagues) 3 21.42
Facilitating Communication in Delicate Situations and Disagreements 1 7.14
MEDIATING A TEXT

Relaying Specific Information 10 71.42
Explaning Data (e.g. in graphs, diagrams, charts etc.) 6 42.85
Processing Text 3 21.42
Translating a Written Text 0 0.0
Note-Taking (lectures, seminars, meetings, etc.) 3 21.42
Expressing a personal response to creative texts (including literature) 2 14.28
Analysis and criticism of creative texts (including literature) 0 0.0

Table 3. English 7th Grade Textbook Speaking Activities on Mediation

Table 3. displays Mediation (conceptual, communicative and textual) ratios of speaking activities in the
ten units of the 7th Grade English textbook. Findings reveal that the sub-sections of conceptual mediation
“collobrating in a group” and one of leading group work, which is managing interaction are higher than the
“encouraging conceptual talk”. Regarding Communicative Mediation, the rates are low for pluriculturalism;
for acting as an intermediary; communication on informal situations, yet, delicate situations get lower ratio
in this group. While the transfer of specific information was at the highest level in the textual mediation
results, it was limited to text processing and note taking. However, it is noteworthy that translating a written
text , the analysis and criticism of the texts seem to be excluded at all units.

Conclusion and Recommendations

This study conducted to examine the extent to which the phenomenon of AOA and mediation exists in
speaking activities in the 7th Grade English textbook. In CEFR-CV, mediation adopts productive skills
(speaking and writing). In order to shed light on the mediation in depth, the study is limited to only the
speaking section. The results on AOA reveal that “task performance”, “learning process”, “ interpretation in
mind” and “responsibility” took place quite effectively in the textbook. Although it is sufficient in “presenting
background information” and “autonomous learning”, “ principle of progressivity” and “implicit grammar
teaching” remains limited. In fact, these features are important for AOA and should be included effectively
in terms of information integration and principle of subsidiarity. However, “contextual vocabulary teaching”
and “tentative learning”, which directly affect communication, are not sufficient. Processing information in
the mind, calling and using the necessary information to maintain communication rather than remembering

information during learning, influencing and persuading interlocutors is beyond comprehension. Thus, AOA
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should be effectively included in textbooks to activate functional knowledge because it gives individuals to
take a responsibility and activates their linguistic achievements in the social environment. In this respect,
more effective and diverse activities should be calibrated in instructional materials to directly affect the
interaction in any domain.

Mediation, in the same vein, enables the transformation of AOA in production in the instructional materials.
It ensures the correct and complete interpretation of the meaning between interlocutors. Regarding the

”

concepts of mediation in the English 7th Grade textbook, “pluriculturalism”, “mediating among peers” are
sufficiently used; nonetheless, “delicate issues”, “processing and translating the text”, “note taking”, “reacting
to the literate text” and “making criticism” were found to be incomplete. The reason for this appears the
deficiency of the communicative mediation elements in the speaking-based activities, namely the instructions
(i.e., “Look at the photo and talk about it.” statement doesn’t denote of To whom? /Who?;Teacher!/Pair/
Peer! etc. and might weaken the classroom management in the classroom). In order to internalize the
concept of mediation, individuals need to understand that it is not just the conversion of one piece of
information into another. Idioms/phrases might have different meanings between interlocutors at instant
conversation, and it is up to their experiences that make this difference. Therefore, verbal production could
be achieved more easily and effectively when the purpose in the instructions of the activities is clearly stated
and the phrases to take place in the communication are given in a list. In order to make the interaction
healthy, materials designers should pay attention to instructions as well as activities to activate preliminary
and new knowledge of learners, and should prepare the texts and activities to include the three mediation
concepts. However, the analyses expose the insufficiency in speaking activities of the textbook. In order to
offer a remedy to the issue, the following suggestions should also be taken into account as follows:

* Revising and expanding the instructions in all the units of the textbooks to cover the AOA and mediation
skills,

» Supporting mediation skills more by providing functional lexicons (i.e., conjunctions, connectors,
binders, morphological structures in diversity) within the instructions of all language skills,

+ Diversifying the conceptual and communicative aspects of the inferences according to individual
differences for inferences rather than the discourse,

» Forming a cooperation with shareholders apart from the board members of MoNE (i.e., experienced
academics, materials designers, field instructors etc.) so as to account for contextual and stylistic form,
and language and usage based on the outcomes in the textbooks,

» Developing standard evaluation/assessment scales for instructional materials; re-evaluating each
afore-mentioned items in the ready-materials (objectives, goals, principles, outcomes, functions,
integrated application of language skills, level-based classification of vocabulary, etc.) to make corrections
if necessary,

» Systematically increasing the number of words (1,000, 3,000, 5,000, etc.) for each level to gain the
same lexical-storage at the same level nationwide.
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LANGUAGE AS ACTIVITY AND THE ACTION-ORIENTED APPROACH: IMPLICATIONS FOR
LANGUAGE EDUCATION

Prof. Dr. Enrica PICCARDO
OISE-University of Toronto
Abstract

This paper outlines theoretical developments (e.g., complexity theory, the sociocultural theory, the
ecological approach, the socio-cognitive theory of agency) that have fed into the action-oriented approach,
which represents a shift from a linear view of language education to a situated, complex vision in which
the agency of the learner, takes centre stage. In their actions in completing (complex) tasks, social agents
mediate for themselves and others, mobilizing and combining their general competences (social, emotional,
cognitive, intercultural etc.) as well as communicative language competences and strategies. An action-
oriented approach uses descriptors as concrete learning objectives to develop modules in each of which
a series of steps (focused on different competences and activities) lead up to a culminating task, which
will usually involve the creation of an artefact or a performance. Concrete learning aims help teachers give
clear feed-forward and feed-back through preparatory stages in a dynamic and cyclical process.

1. The action-oriented approach: Changing visions and bottom up development

The CEFR 2001 (Council of Europe, 2001) pioneered the action-oriented approach (AocA), but there was
no theorisation of the approach until Piccardo and North (2019). A little practical guidance came in the
years that followed (Bourguignon, 2010; Piccardo, 2014), but essentially the AoA developed through a
process of bottom-up experimentation by practitioners. The recently published CEFR Companion Volume
(Council of Europe, 2020) refines and broadens the AoA pedagogical vision, making explicit the shift from
the classic communicative approach.

1.1. Voices from practice

A recent project comparing CEFR implementation in Canada and Switzerland (Piccardo, North & Maldina,
2019) found that the AoA was well implemented in some contexts, but called for extensive in-service
training, as teachers generally lacked exposure to and knowledge about both the CEFR and the AoA:

When | ask teachers to explain what action-oriented is they can’t always do that, but when | observe them, |
see they do it. We are filming our classes for a promotional video, so it will be possible to see how teachers
teach. The approach is very learner-oriented, the teacher is there to guide, but learners are very active:
use of lots of games, project work, online classroom where they can prepare projects together and present
them in class, they can talk about themselves and personal background to feel more involved. The material
is very authentic, it's important for us that situations are realistic. (11-CAN)

Teachers need more exposure to this (action-oriented) approach. This approach is not addressed in in-
service training right now (15-CAN)

1.2. From a linear to a complex vision

Traditionally, communication and language learning have been seen as linear: learn in the class to
communicate a message in order to later apply this knowledge outside the class. This traditional approach
assumes that what is taught is learnt and that learners are able to transfer from practice in class to real
communication later. The reality is much more complex. Both communication and language learning are
now seen as complex phenomena. In particular, the class is seen as a real social context in which students
learn to (co-)construct content and communication. Furthermore, the process of language learning is
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understood to involve the learners entire linguistic and cultural repertoire (Busch REFs). This has two
practical implications: firstly, the learner’'s mother tongue and other languages are always present during
lessons (Dendrinos, 2013; Kdnigs, 2015); and, secondly, language learning is never ending during one’s
lifelong trajectory.

As explained in Piccardo and North (2019), a wide range of theoretical inputs flow into the concept of an
integrative, agentive, action-oriented approach. The first of these is the linked perspective of complexity
theories (Larsen Freeman, 2017; Larsen-Freeman & Cameron, 2008) and the ecological approach (van Lier,
2004, 2010), with the latter advocating ‘action-based teaching’ (van Lier, 2007). The second stream is socio-
constructivist and sociocultural theories of learning, which follow Vygotsky’s insight that learning happens
in a social, collaborative context, consolidated later though a process of individual reflection (Lantolf, 2000;
Lantolf & Poehner, 2014). Finally and crucially, with its concept of the learner as a social agent, the AoA
is informed by the socio-cognitive theory of agency (Bandura, 1989, 2001). Agency involves intentionality,
planning, self-regulation, and reflection.

1.3. The contribution of the CEFR

Before the advent of the CEFR the image of the learner was as a speaker/hearer, sending and receiving
messages in spoken (listening and speaking) and in written (reading and writing) form, following the classic
four skills division of language (Lado, 1961). In the 1970s and 1980s as the communicative approach
emerged, it kept the four skills model, adding a concern for fluency to balance the traditional focus on
accuracy (Brumfit, 1984).

The CEFR 2001 made a great step forward with its descriptive scheme by adding to the four skills (now
conceptualized as reception and production) two integrated forms of language activity: interaction and
mediation. With the emphasis on interaction in the CEFR, the role of the learner is developed with a focus
on the social use of language: the learner is a participant engaged in the social (i.e. external) context in
addition to the individual (i.e. internal) context. Mediation is also introduced, but not developed, in the CEFR
2001 as a primarily cross-linguistic communicative activity. But as Piccardo (2012) pointed out, the CEFR
descriptive scheme implicitly put mediation at the core of its conceptual model.

The new updated and extended version of the CEFR, the so-called CEFR Companion Volume (Council of
Europe, 2020), highlights and further develops several of the innovative concepts introduced in the CEFR
2001, putting the emphasis on the vision of the learner as a social agent, who (co-)constructs meaning
in mediation, mobilizing all their resources in that process. The action-oriented approach differs from the
communicative approach principally in relation to the importance of agency of the learner in social situations
(social — agent). The communicative approach developed many aspects that can be seen as stepping
stones towards the action-oriented approach, such as: Learning the language not about the language;
meaningful target language use in real life situations; communicative functions rather than just grammar;
authentic materials; and last but not least pair and group work. As Piccardo (2014) points out, the action-
oriented approach, adds to these aspects a focus on tasks that encourage the learner to mobilise all of their
general competences (cognitive, emotional, intercultural, professional, etc.) in addition to all their linguistic
competences. This implies a central position for intercultural awareness and plurilingualism. There is in
addition a focus on developing the agency of the learner, an ability to operate in a strategic, process-
oriented cycle of drafting/redrafting: planning, implementation and self-checking, with a key role for positive
assessment by the teacher, the learner and their peers.

The main differences between the communicative and action-oriented approaches can perhaps be
summarized as in Table 1.
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Main aim: functional and communicative Main aim: social (acting in another language;

(communicating in a foreign/second language) action to reach a shared goal, a common
endeavour

Tasks with a linguistic focus, calibrated Tasks of increasing complexity, not exclusively

according to their level of linguistic difficulty linguistic in focus; problem-solving situations

implying a strategic decision-making process
Four skills listening, speaking, reading, writing Four modes of communicative activity:
reception, production, interaction, mediation.

Knowledge of the language, linguistic skills Transfer and strategic mobilization and
and know-how, communication strategies combination of competences (savoir agir)

Language goal: Linguistic knowledge (savoirs) Non-linguistic goal: accomplishing a mission.
and skills (savoir-faire)

Table 1. Differences Between the Communicative and Action-Oriented Approaches. (Further developed
from Bourguignon, 2010)

2. Language as emergent situated, mediational activity

Language is not just an accumulation of knowledge nor is communication a goal in and of itself. We talk with
others in order to share information, to share our likes and dislikes; we listen to a narrative in order to learn
about current affairs, to learn about our or our friends’ family histories; we exchange emails

for a particular purpose like to organize an agenda for a project meeting or to bring our relatives up to date
with our latest news. As these examples suggest, language is an activity, it is something we do but, more
importantly, it is something we do together:

‘[Llanguage (even when written) is first and foremost a dialogical and intersubjective activity. Language is
an activity that allows us to coordinate actions, perceptions and attitudes, share experiences and plans, and
to construct and maintain complex social relations on different time scales.” (Fusaroli, Gangopadhyay &
Tylén, 2014, p. 33, my emphasis)

Moving from seeing language as an entity to seeing language as an activity, implies embracing a mediational
perspective. Mediation is at the core of all knowledge (co)construction and reconstruction. Through mediation
we can see the interdependence of the individual and the collective, of the cognitive and the social. As
Vygotsky demonstrated, all higher mental functions are mediated in a social context by psychological and
cultural tools, especially language (Vygotsky, 1981; Wertsch, 1985). We understand things around us by
thinking them through. Constructing meaning in this way through the dynamic process of articulating thought,
both individually and socially, has been described as ‘languaging’ (Swain, 2006) and ‘plurilanguaging’ (Ludi,
2015; Piccardo, 2017). Such languaging, inevitably calls for the development of critical cultural awareness
(Byram, 1997) and symbolic competence (Kramsch, 2002).

Language thus emerges from complex webs of actions, which all require some form of mediation. Mediation
is at the centre of understanding, thinking, meaning-making, collaborating — acting as a social agent.

3. Learners as social agents
In an action-oriented approach learners are seen as social agents: social as they are exerting agency within
a specific social context, which imposes conditions and constraints; and agents as they are mobilizing all

their resources (cognitive, emotional, linguistic and cultural), developing strategies in iterative cycles in
order to plan, produce results, and monitoring their action. As they (co)-construct meaning in real-life tasks
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by engaging in communicative activities, employing communication strategies (CEFR 2001 Ch. 4/ CEFRCV
2020: Ch. 3), social agents draw on their all their general competences (including intercultural) as well as
communicative language competences: pragmatic, linguistic, socio-linguistic (CEFR 2001 Ch. 5/ CEFRCV
2020 Ch. 4) and plurilingual/pluricultural competences (CEFRCV Ch. 5). In turn, by accomplishing such
tasks, they further develop general, language and plurilingual/pluricultural competences.

Therefore, it is crucial to include in the curriculum collaborative tasks in which learners construct and
mediate meaning. The CEFRCV provides an extensive set of descriptors for mediating a text, for mediating
communication, and for mediating concepts. In the languaging process, various dimensions emotional,
cognitive, intrapersonal and interpersonal, cultural, textual come into play in different combinations and at
different stages. In mediating concepts, social agents are languaging as they think things through together;
in mediating communication they are languaging in the process of self-other regulation; and in mediating a
text they are languaging to find formulations that enable understanding of the text itself for themselves and
for or with others.

4. The AoA: teaching and learning as a dynamic and cyclical process

Using the AoA in the class requires a new approach. The three key elements of this approach are
transparency of objectives and assessment (achieved with descriptors); use of real-life collaborative tasks;
and encouragement of strategic, autonomous decision-making in preparing for and carrying out those tasks.
The AoA holistically integrates real world variables (domain, context, tasks, communicative activities and
texts); ‘can do’ descriptors (as objectives); transparent criteria (for assessment) ; and aspects of competence:
strategic, pragmatic, linguistic (as objectives).

The use of scenarios helps to translate the AoA into practice. Scenarios are mental schemas based on
familiar scripts, linked to real-world language use, that provide context for a simulated but realistic use of
language. They unfold in a series of steps (sub-tasks over a series of lessons leading to a culminating task),
thus constituting a global frame in which to integrate aspects of competence in language use. Each scenario
has a summary paragraph that provides the global frame. The various steps are each outlined in a sentence
for learners, in more detail for teachers. A selection of descriptors for key language activities, strategies
and competences provide orientation for learners and offer tools for teacher, self- and peer assessment.
Examples are listed in the resources below.

The AoA has moved away from seeing language learning as an accumulation of knowledge and know-how
toward a logic of strategic activation of resources in order to achieve an objective. Scenarios are unifying
tools making it possible to structure learning around motivated actions that are vivid, defined, and concrete.
In addition, organizing the course around scenarios with objectives defined in descriptors makes it possible
to link teaching and assessment right away.

To summarise, the AoA involves an iterative, strategic process of planning, doing, reflecting and acting, and
then sharing. In the tasks, students act and their teachers observe, reflect and plan further. Teachers thus
act as strategists; students are fully involved in the process, informed about why they are doing things (by
the descriptors), with the freedom to make choices about how to approach the task, and how to create the
final artefact or performance. The teacher facilitates that process, providing input as necessary.

5. Conclusions and suggestions

The action-oriented approach introduces a proficiency perspective guided by ‘Can do’ descriptors to replace
a deficiency perspective.
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The AoA has major implications for the class: it focuses on real and meaningful language learning in a
motivating context; that it fosters self-directed learning and encourages learner flexibility, creativity, and
versatility; that it changes the teacher’s role to that of a coach, facilitator, resource person, advisor, organizer;
and finally that it encourages lifelong language learning and an appreciation for the cultural diversity of self
and others.

Through plurilingualism, which informs the AoA as well, we can also overcome the unrealistic idea of
language separation and linguistic pureness that has proved so frustrating in the language classroom.
Through the AoA, we can adopt a new vision of language education, one that is not afraid of complexity,
but rather that sees the inevitably complex and messy nature of language learning and use as a dynamic,
personal and creative process in which learners and teachers are engaged.

Dealing with complexity does not mean ‘laissez-faire’ and no rules, it rather implies a greater ability and
willingness of teachers to plan, scaffold and accompany, together with the capacity to provide space for
choices and to encourage responsibility from the learners.

As a new updated and extended edition of the CEFR has the potential to make this shift possible. By
providing teachers and learners alike with a series of targeted descriptors organized in a comprehensive and
clear descriptive scheme it can support them in their everyday practice and become key to their awareness
raising journey.

Resources:
LINCDIRE Senaryolari: https://lite.lincdireproject.org/all-scenarios

EAQUALS D-AOBM Temel Envanterleri: https://www.eaquals.org/wp-content/uploads/Inventaire_
ONLINE_full.pdf; https://www.eaquals.org/wp-content/uploads/EAQUALS_British_Council_Core _
Curriculum_April2011.pdf

CASLT EOY El kitabi: https://www.caslt.org/en/boutique-en/aoa-handbook-en-dwnlid
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THE EUROPEAN LANGUAGE PORTFOLIO AND PORTFOLIO ASSESSMENT
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Abstract

The European Language Portfolio (ELP) was designed to serve pedagogical and reporting functions, helping
learners to manage but also to document and assess their own learning. Each ELP contains checklists
of “| can” descriptors that are used to identify learning targets and self-assess learning outcomes; the
checklists are arranged according to the language activities and proficiency levels of the Common European
Framework of Reference for Languages (CEFR; Council of Europe 2001). This article begins by raising
some questions that must be answered when designing a system of portfolio assessment, then introduces
the ELP and explains how it was used with immigrant pupils learning English in Irish primary schools. The
curriculum framework for these pupils was based on the first three levels of the CEFR; the ELP checklist
descriptors were derived from the curriculum framework; and official tests focused on the tasks captured
in the curriculum framework and checklists. In this way, curriculum, learning and assessment were closely
aligned, and portfolio assessment complemented official tests.

Portfolio Assessment

Portfolio assessment is a matter of judging a collection of student work according to criteria that reflect
the standards students are expected to achieve. When designing a system of portfolio assessment, it is
necessary to answer four questions. First, who makes the assessment? Are portfolios to be judged by an
external agency, for example an examination board? Or is portfolio assessment internal to the educational
institution, one of the ways in which teachers grade their students? In either case we must further ask:
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what role do the students themselves play? In other words, is student self-assessment part of the system?
Secondly, who determines the criteria? If portfolio assessment is part of a national assessment regime, the
criteria will be laid down by the relevant assessment authority, whereas if it is internal to the institution, the
criteria may be decided by teachers, perhaps in consultation with their students. Thirdly, who selects the
contents of the portfolio? Again, if portfolio assessment is part of a larger scheme of external assessment,
the relevant agency must decide what the portfolio should contain in order to meet standards of fairness,
reliability and validity. On the other hand, if portfolio assessment is internal to the institution, teachers
will decide on the contents of the portfolio, perhaps in consultation with their students. And fourthly, what
role does the portfolio play in teaching and learning? Is it used to support teaching and learning from the
beginning, or is it compiled at the end of a period of learning, with only assessment in mind? This article
shows how these questions are answered when portfolio learning and assessment are supported by the
European Language Portfolio.

The European Language Portfolio

The European Language Portfolio (ELP) was designed by the Council of Europe to fulfil a reporting
and a pedagogical function. In its reporting function it presents a record of the owner’s experience of
language learning and language use; in its pedagogical function it promotes learner autonomy, fosters
intercultural awareness and intercultural competence, and encourages plurilingualism. The two functions
are interdependent: the more central the ELP is to teaching and learning, the more valid it is likely to be as
an assessable record of the learner’s achievement.

The ELP has three parts: a language passport, which is the owner’s regularly updated linguistic and cultural
self-portrait; a language biography, which provides a reflective accompaniment to learning and supports
goal setting and self-assessment with checklists of “I can” descriptors organized according to the language
activities and proficiency levels of the CEFR; and a dossier, which in most ELPs is simply an empty space
that can serve a process function during a programme of learning and a display function at the end. The
display function is, of course, fundamental to portfolio assessment.

Preconditions for successful ELP use are as follows. Curriculum, teaching/learning and assessment should
be aligned with one another: the communicative content of the curriculum should be expressed in “can do”
terms; teaching and learning should assign a central role to the ELP and the checklists of “| can” descriptors;
and external and teacher-designed exams should be clearly and explicitly linked to the “can do” descriptors
of the curriculum and the “I can” descriptors of the ELP. In keeping with the ELP’s pedagogical function,
moreover, learners should be fully involved in the planning, implementation, monitoring and evaluation
of their learning. ELPs can be included in assessment at the end of an academic year or programme of
study, which means implementing the display function of the dossier; but the validity of ELP-based portfolio
assessment depends on its process function, which should reflect the autonomy of the individual learner. In
this respect, it should be noted that the ELP Principles and Guidelines (Council of Europe 2011) insist that
the ELP is the property of the individual learner. Moreover, the ethos on which the ELP is based implies
that the reporting of students’ grades should find a way of including their self-assessment.

A Practical Example from Ireland

Since the 1990s Ireland has received unprecedented numbers of immigrants — refugees, asylum seekers,
economic migrants, citizens of other EU member states. As a consequence, schools have received large
numbers of pupils and students who lack proficiency in English, the language of majority schooling.
Towards the end of the 1990s the Irish government responded to this challenge by funding two years
of English language support for each pupil/student whose home language was neither English nor Irish.
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In most schools, immigrant pupils/students were assigned to an age-appropriate mainstream class and
regularly withdrawn in small groups for special English lessons. Integrate Ireland Language and Training
(IILT), a not-for-profit campus company of Trinity College Dublin, was commissioned to define English
language learning targets for the two years of English language support, develop learning materials, and
mediate language learning targets and learning materials to teachers in twice-yearly in-service seminars.
In fulfilment of this commission, IILT developed English Language Proficiency Benchmarks based on the
first three proficiency levels of the CEFR (A1, A2, B1) and reflecting curriculum themes and classroom
communication (IILT 2003a); a version of the ELP with “I can” checklists derived from the Benchmarks;
a large quantity of teaching/learning materials; and a suite of task-based language tests. For the sake of
brevity, | shall focus on the primary sector.

The English Language Proficiency Benchmarks for use in primary schools (IILT 2003a) were expressed in
15 grids modelled on the CEFR’s self-assessment grid (Council of Europe 2001, pp. 26—-27). The trajectory
of overall proficiency development was summarized in global benchmarks of communicative proficiency
and global scales of underlying linguistic competence, and there were 13 further grids (so-called units of
work) that focused on recurrent curriculum themes: Myself; Our school; Food and clothes; Colours, shapes
and opposites; People who help us; Weather; Transport and travel; Seasons, holidays and festivals; The
local and wider community; Time; People and places in other areas; Animals and plants; Caring for my
locality.

The ELP for immigrant pupils (IILT 2003b) focused on the owner’s plurilingual identity, his/her experience
of language and linguistic diversity outside school, and learning how to learn. The language biography had
a checklist for each of the 13 units of work, while the language passport allowed pupils to regularly record
their overall progress against an abbreviated version of the global benchmarks. The dossier contained a
contents page, open pages related to the units of work, and some additional worksheets.

One teacher worked with the Benchmarks and the ELP in the following way. She taught all newcomer
pupils in the school for one lesson each day, grouping them according to their age and in some cases their
proficiency in English. She used the English Language Proficiency Benchmarks to plan her lessons and
the ELP to support her pupils’ learning. She covered all the units of work in each school year, following the
same cycle of themes with all newcomer pupils. All classroom activities were embedded in the spontaneous
use of English and most of them culminated in some kind of written product — work that was added to the
ELP dossier, displays on the classroom wall, and large books containing work by pupils of all ages and
at all levels. Every two weeks the teacher helped her pupils to review their work against the checklists in
their ELP. They coloured the icons beside the “I can” descriptors that corresponded to their latest learning
achievement and the teacher added the date. In this way, the ELP became a highly informative record of
each pupil’s progress.

Conclusion

| have described an approach to the inclusion of immigrant pupils that dates back to the 2000s. In each of
the last two years of its existence (2006—2007 and 2007-2008) IILT sold 5000 ELPs and 2000 copies of
a pre-literate version, My First English Book (IILT 2005), to the primary sector in Ireland. This shows that
the great majority of pupils entitled to English language support were using one of these instruments, and
their teachers were using the English Language Proficiency Benchmarks. Thanks to the English Language
Proficiency Benchmarks, teachers, principals and school inspectors had a clear idea of the trajectory of
proficiency development achievable as a result of two years of English language support; and thanks to the
European Language Portfolio, awareness of progress was central to each pupil’s learning experience and
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easily communicated to parents. Although IILT developed official language tests based on the Benchmarks,
many schools decided not to use them, concluding that the evidence provided by the ELP was all they
needed. | am not aware of any comparable example of ELP use.

Funding was withdrawn from IILT in 2008: it was an early casualty of the financial crisis. The system IILT
had built quickly fell out of use, and today the English Language Proficiency Benchmarks and the ELP
for immigrant pupils have largely been forgotten. Nevertheless, the example remains as evidence of the
power of portfolio assessment when it is embedded in portfolio learning and closely aligned to curriculum
goals. That consideration prompts me to conclude with this question: Will any education system, agency
or institution be inspired by the CEFR Companion Volume (Council of Europe 2020) to revive the ELP and
put it at the centre of a fully aligned approach to language teaching, learning and assessment?
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Abstract

As part of the joint action “Innovative methodologies and assessment in language learning” between the
European Centre for Modern Languages (ECML) of the Council of Europe and the European Commission,
the RELANG project Relating language curricula, tests and examinations to the Common European
Framework of Reference (CEFR) since 2012 has coordinated a series of some 30 workshops in EU and
ECML member States. Two of the RELANG workshops are Linking Curricula to the CEFR and Linking
Tests and Examinations to the CEFR. They are in line with a number of EU and Council of Europe
recommendations of Ministers. The RELANG workshops base their linking procedures on those developed
in a Linking Manual published by the Council of Europe, which the project has been originally using in
the RELANG workshops on creating examinations linked to the CEFR. One of the impact benefits of
the RELANG workshops is that foreign language curricula and examinations in member States are now
being revised in light of their links to the CEFR. This is an ongoing process that will not only result in the
implementation of new curricula, the creation of examination syllabi based on these new curricula and the
construction and administration of CEFR-based (external) examinations. This is a process that may take
some years to be fully implemented.

Introduction

As part of the joint action “Innovative methodologies and assessment in language learning” between the
European Centre for Modern Languages (ECML) of the Council of Europe and the European Commission,
the RELANG project Relating language curricula, tests and examinations to the Common European
Framework of Reference (CEFR) since 2012 has coordinated a series of workshops in EU and ECML
member States involving language education professionals - language teachers, teacher educators,
curriculum writers, testing experts and policy makers. The RELANG project now offers member States
some five different modules to choose from, reflecting a shift in emphasis from examinations only to broader
considerations around curricula and curriculum reform, as well as a recognition of the need to consider the
suitability of the CEFR beyond the domain of foreign languages and into the domain of second language
testing.

Purpose and Context of the RELANG Project

The CEFR is often rather narrowly perceived as a framework of language proficiency levels, rather than a
conceptual framework of language use. In this context it is important to first ensure that language curricula,
tests, examinations and assessment procedures take full account of the relevant aspects of language use
and language competences as set out in the CEFR. The next step is then to make sure that the procedures
to relate these curricula, tests and examinations to the common reference levels (Pre-A1 to C2) of the
CEFR are carried out in a reliable and transparent manner so that the validity of these claims can be
guaranteed. It must be understood that the implementation of curricula and the administration of the tests
and examinations are conducted in accordance with internationally recognized principles of good practice
and quality management.



The RELANG activity aims at supporting relevant stakeholders in the member States in their efforts to ensure
quality and equity in the development of language curricula and in language testing and assessment and to
provide valid language tests and examinations — in terms of their content and function. The RELANG activity
focuses on attempts to validate claims of links between curricula, tests and examinations and the CEFR.
It supports stakeholders in their efforts to implement — where applicable — the European Qualifications
Framework.

One important principle behind the activity is that it is aimed at training in aligning curricula, test and
examinations to the CEFR and not at formally linking them to the CEFR (levels). The RELANG project team
does not make formal statements on the CEFR levels at which specific curricula, tests and examinations
might be placed. The RELANG team shows stakeholders how curricula, tests and examinations can be
linked to the CEFR in a valid way in order for the relevant stakeholders to decide on their own authority, if
and how they wish to do so.

Content of RELANG Workshops

The relevant RELANG modules offered to member States are Relating foreign language curricula to the
CEFR and Relating foreign language tests and examinations to the CEFR. In these workshops curriculum
developers, examination developers, teacher trainers, policy makers and other relevant stakeholders are
introduced to ways to relate existing curricula and examinations to the CEFR and/or to initiate curriculum/
examination reform in relation to the CEFR model of language use. During the workshops special attention
is paid to the principles of linking attainment targets to the CEFR and the consequences of this for the
development of tests and examinations related to the CEFR.

In the case of an existing curriculum to be aligned to the CEFR, participants in RELANG workshops
are asked to compare relevant CEFR descriptors with the learning outcomes/attainment targets in the
curriculum and go from there to determining CEFR levels. As the Companion Volume to the CEFR (CV)
stipulates: the main function of descriptors is to help align curriculum, teaching and assessment. Educators
can select CEFR descriptors according to their relevance to the particular context, adapting them in the
process if necessary. The principal aim of all workshops is thus to prepare the participants to critically
reflect on aspects of the present curriculum/examinations or the curriculum/examinations to be developed
in relation to the CEFR. To reach these aims participants are to:

. identify to what extent their foreign language curricula/examinations relate to the CEFR;
. understand the CEFR model of language use;

. link attainment targets within the curriculum to the CEFR,;

. develop formative and summative assessment related to the CEFR.

Organisation

First an introduction to the workshop and an overview of fundamental considerations is given, followed by
group work on the CEFR model of language use, validity, fairness and ethical concerns. Then the phases
as outlined in the Manual (Council of Europe 2009) in the linking process are gone through:

1. Familiarisation: training activities based on a detailed knowledge of the CEFR, its levels and illustrative
descriptors. Elements in the CEFR approach are: actions performed by persons - individuals and social
agents; a range of competences, both general and in particular communicative language competences;
various contexts under various conditions and constraints to engage in language activities; language
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processes to produce and/or receive texts in relation to themes in specific domains.

2. Specification: to provide evidence of the relation between the curricula/examinations and the CEFR,;
to provide guidance for item writers and increase the transparency for all stakeholders about the content
and quality of the curriculum/examination and its relationship to the CEFR.

3. Standardization & Benchmarking: introduction to the principles of benchmarking: providing one or more
typical samples to illustrate performance at a given level both for standardisation training and to serve as
a point of reference in making future decisions about performances of candidates.

4. Standard setting: performance standards have to be set for receptive skills (reading, listening) and
underlying competences (grammar, vocabulary). Participants indicate what minimum score is needed
for students to claim that they had reached the CEFR level that the examination was supposed to be at.

5. Validation: methods to obtain evidence that support the claims of links to the CEFR.

Conclusions and Suggestions

The RELANG project has found that identical requirements for each of the foreign languages taught is
rather unrealistic for those foreign languages that students are less exposed to. Even if the number of
teaching hours is the same, the exposure to a particular language may be so much greater that it is
easier for students to reach the required CEFR levels for that language only. If the teachers of all foreign
languages were to set their standards equally high then they may find that a great number of students will
fail the exams in the less exposed languages. However, if they were to lower their standards they may act
against the law.

The RELANG project has found that the general tendency is that countries wish to improve their educational
system. In some cases, this means that they wish to update the present curriculum with new teaching and
testing materials (textbooks focussing too much on linguistic competencies). In other cases, they have
recently modernized their language curricula and they now wish to align these to the CEFR. The first and
commonly shared objective for countries was to validate claims of links to the CEFR levels.

The curriculum workshop based its linking procedures on those developed in the Manual (Council of
Europe 2009), which the project had been using in the RELANG workshops on creating examinations
linked to the CEFR and linking existing examinations to the CEFR. It was found that the steps outlined
in this Manual were of equal importance in fundamental in the linking process of curricula to the CEFR.
For most of the steps, certainly Familiarisation, Benchmarking and Standard setting, it can be argued that
identical procedures can be used as those developed for examinations and tests.

The CEFR emphasises action-oriented communicative approaches to language learning. Communicative
language competence includes linguistic competence, pragmatic competence, sociolinguistic competence,
intercultural competence, strategic competence and existential competence. It was realized by participants
in the workshops that in the teaching and testing an emphasis on vocabulary and grammar was not in line
with the CEFR communicative approach.

Given the fact that most curricula pay attention to assessment, aligning examinations to the CEFR is highly
relevant. The RELANG consultants have advised participants on how to substantiate claims of links of
tests and examinations to the CEFR.

It is not enough for a curriculum to require that students reach a specific CEFR level, the curriculum should
also provide one or more typical samples to illustrate performances at a given level both for standardisation
training and to serve as a point of reference in making future decisions about performances of candidates.
General principles of standard setting have been presented. In practical terms, participants have been
made familiar with how specific methods of standard setting work.



Member States are asking for a second or even a third RELANG workshop as they build on the knowledge
gained, introduce and pilot changes perhaps in one language first, before embarking on major curriculum
and assessment reform projects, involving all foreign languages on offer in their schools. Others cascade
the learning at national level and then reach out to neighbouring countries to deepen that learning by
sharing and comparing.

Suggestions

The RELANG project recommends a number of activities to be undertaken, some of these as a continuation
of work already started upon:

» Ways to relate existing curricula to the CEFR and/or to initiate curriculum reform in relation to the
CEFR model of language use;

* Applying the CEFR to the development of tests of second language competence;

* Reviewing tests and examinations that had been redesigned following the advice given in RELANG
workshops;

» Follow-up workshops in member States on other specific topics or on other languages than in the
original workshops;

* Follow-up workshops in member States at which benchmarks and standards are developed for
examinations that need to be linked to the CEFR;

+ Workshops in member States on innovative methods of language testing, assuring that teachers are
skilled for new methodologies;

»  Workshops in member States on quality assurance in language testing and general test administration
issues, focusing on validity and reliability in testing and on item construction;

* Workshops in member States on combining the requirements of the European Qualifications
Framework (EQF) with the need to link examinations to the CEFR;

» Workshops for statisticians at examination centres on data collection, data analysis and data
interpretation in the service of producing valid examinations that can be linked to the CEFR.

Kaynakcga
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COMPUTER DELIVERED EXAMS MEASURING FOUR SKILLS
Dr. Elif KANTARCIOGLU
Bilkent University

Abstract

As presented in the CEFR and emphasized in the CEFR CV, language learning encompasses fours skills
and they are equally important. The CEFR categorises language activities into four modes of communication,
i.e. reception, production, interaction and mediation instead of four skills as reading, listening, speaking
and writing, demonstrating their inseparable nature. Giving importance to the measurement of all four
modes of communication will have a positive impact on language learning and backwash on the classroom.
This paper will first focus on the importance of measuring all four modes of communication in language
education. Secondly, it will present the types of computer delivered exams (Computer Adaptive and
Computer Based), highlighting their pros and cons. It will then present some of the practices followed in our
universities during the pandemic. Finally, it will review some national and international computer delivered
exams and their purposes.

Introduction

The definition of language ability has been refined several times over the years and the Common European
Framework of References for Languages (henceforth the CEFR) (Council of Europe, 2001) has brought a
new perspective to language ability with the introduction of its Companion Volume (Council of Europe, 2018;
2020). The CEFR expands the definition of language ability from the traditional four skills — reading, listening,
writing, speaking — into four modes of communication — reception, production, interaction, mediation. It is
certain that such type of categorisation of lanaguge activities reflect real life tasks much more closely and
realistically and demonstrates the inseperable nature of traditional four skills. For instance, writing is not
a skill that happens on its own all the time. At times writing is combined with interaction as in hte case of
writing emails. Similarly, receptive skills such as reading can also be followed by a written real life task such
as quoting other authors when putting forward and argument in an academic context.

The significance of how language is used in real life places importance on how language test should be
constructed. Tests that measure only certain skills could be misleading and would provide incomplete and
inaccurate results as they would not give a full picture of one’s ability. In the case of schools and language
education, impact and backwash of tests is of utmost importance. When tests measure all skills, this has
a positive impact on the curriculum design, classroom teaching and learning. In line with this, it increases
students motivation and participation in class as learners would be motivated to engage in activities which
would help them perform better in exams.

In the early 2000s, the computer technology became more widespread in educational assessment,
particularly because inexpensive and high-powered computing became highly available (Thompson and
Weiss 2011, Thurlow, Lazarus, Albus and Hodgeson 2010, Wainer 2000). The advancements in technology
has facilitated the measurment of all skills or modes of communication via computer delivered exams,
which are briefly presented in the next section.

Computer Delivered Exams
Exams that are delivered through computers are generally categorized into two: Computer Adaptive Tests

(CATs) and Computer Based Tests. DIALANG and Oxford Placement Test can be given as examples of
CATs whereas TOEFL iBT and Pearson Test of English are categorized as CBTs.



CATs are preferred for their capability of measuring one’s language ability in a short time as it is a
personalized, unique exam where each test taker receives different items depending on their response
patterns to previous items. This is made possible thanks to the use of Item Response Theory (IRT), which
can predict the ability level of test takers in relation to the difficulty level of items. This very nature of CATs
brings along a number of other advantages besides being a quick measure of ability. The uniqueness of
the test each test taker receives eliminates the cheating factor. “In a CAT test fewer items are necessary to
achieve a sufficiently high reliability level” (Walczak, A. 2015). Another advantage of CATs is that the test
can be administered frequently as it operates on a very large pool of items. CATs also come with some
shortcomings. The fact that CATs are based on a large pool of items is also seen as a disadvantage as it
is resource heavy in terms of item writing. Because candidates receive different items, a faulty item that is
seen by a few might pose questions or fairness (Wainer, 2000). CATs also do not allow for the measurement
of productive skills such as writing and speaking.

CBTs, on the other hand, make it possible to measure writing and speaking. They also deliver exactly the
same set of items to all candidates based on a criterion-based test design, which contributes to fairness.
In addition, as they eliminate the human factor, they maintain a high level of standardization in terms of
administration. Another advantage of CBTs is that they can deliver exams as part of a virtual learning
environment as well as in a stand alone fashion. However, CBTs require a certain level of technological set-
up and equipment as every test taker could need a computer to take the test and the necessary configuration
and stable internet connection. Learners or test takers would need to be very familiar with not only the exam
content but also how to take it on the computer. Learners’ attention span in front of a computer differs,
which should also be taken into consideration at the design stage. However, this may not be seen as an
advantage as most test takers, no matter what age they are, spend a substantial amount of their time in front
of a computer, tablet, or a smart phone, though taking a test via these means is a completely different story.

The next section aims to provide brief information on how universities tackled online assessment throughout
the pandemic. This is significant in that while we gained experience in online assessment, we built great
expertise in this area.

Practices at Turkish Universities during the Pandemic

The pandemic necessitated the delivery of exams online at universities across the world. Turkish universities
responded to this need in different ways depending on their resources, student profile, and vision. The most
commonly followed practice has involved an exam, a learning management system and a security measure
as represented in Figure 1.

Universities generally used a shortened version of their originally face-to-face delivered exams and integrated
them into a learning management system such as Moodle or Backboard. They also utilized a security system
such as ProctorU or Respondus, which locks the browser of the test takers. Some also had their instructors
monitor the students via Zoom to increase exam security.
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Figure 1 - A Common Assessment Practice Followed by Turkish Universities During the Pandemic.

These practices have similarities with some of the national and international language exams in terms of
security measures. Some examples of CATs and CBTs are provided in the next section.

Some Examples of Computer Based and Computer Adaptive Tests

Computer Adaptive Tests and Computer Based Tests are quite common across the world and became
even more widespread since the beginning of the pandemic. Some are more preferred than the others
due to a number of factors institutions who use score results from such exams look for. Two of the most
important criteria are the measurement of all four skills and the linkage of test results to the CEFR. Table 1
below presents a summary of the features some national and international tests possess. The first column
is the name of the exam, the second is the type of the exam in terms of whether it is a CBT or CAT. The
third column provides information regarding the CEFR levels the exam targets and the fourth column gives
information regarding how scoring takes place. The final column gives brief information on how widely the
exam is used and which sectors mainly use them. It should be noted that the exams listed in the table are
only a few examples of a long list of exams that are delivered via computers.



E-Yadis
TOMER

CATEP -
ongoing
project

Language
Cert

Oxford
Placement
Test

Cambridge
English
Placement
Test

Aptis

Computer-based

Computer-
adaptive

Computer-based

Computer-
adaptive

Bilgisayar tabanli

Bilgisayar tabanl

A1-C1

A1-C1

A1-C1

A1-C2

A1-C1

A1-C2

R,L,W,S

R, L

Use of
English, L

O,D, (Y
kucguk yas
grubu)

O,D,Y,K

Automated +
Human

Automated

Automated +
Human

Automated

Otomatik + insan
tarafindan

Otomatik + insan
tarafindan

Table 1 — Some Examples of National and International CATs and CBTs

TOMER
Centers

Turkish
Universities

Limited

Many
countries but
limited due to
focus

Yaygin

Yaygin ve
bircok Ulkenin
Milli Egitim
Bakanliklar

Users of such tests are advised to ensure that detailed CEFR linking studies have been carried out on the
exam they are interested in as some claims are made only at the specification or content level. For ease of
access, below are the links of the exams reviewed in Table 1 above.

- E-yadis by TOMER

https://e-yadis.ankara.edu.tr/

» Language Cert

https://www.languagecert.org/en/exam-types/online-exams

e Oxford Placement Test

https://elt.oup.com/feature/global/oxford-online-placement/?cc=tr&selLanguage=en

» Cambridge English Placement Test (CEPT)
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https://support.cambridgeenglish.org/hc/en-gb/sections/201140445--CEPT-Cambridge-English-
Placement-Test-Metrica-

* Aptis
https://www.britishcouncil.org/exam/aptis
Conclusion and Suggestions

The washback effect of tests on classroom teaching and learning cannot be denied. What is
measured and how it is measured have a great influence on what and how we teach language learners
(e.g. Choi, 2008; Cheng, 1997; Wall & Alderson, 1992; Wall & Horak, 2009). Educators are obliged to
ensure that the curriculum, delivery, and assessment form a coherent triangle reflecting one another
closely. Therefore, it is of utmost importance that besides curriculum revamp and teacher training projects
to enhance the effective teaching of all skills to students, classroom tests as well as high stakes language
tests should be designed with great caution to ensure desired outcomes. Moreover, such projects should
be carried out hand-in-hand as the outcomes of disjoint projects could result in a failure to establish the
coherence between these main elements of teaching and learning.

The current computing technology has much to offer in terms of language and educational assessment. It
allows for effective and highly reliable testing. In Turkey, currently a limited number of computer delivered
English language exams, a small number of which are nationally developed, are available. In addition,
these exams are limited in scope, ie. they serve specific purposes and target specific groups of audience.
Therefore, a need to design language exams for schools targeting secondary and high school students
and covering the objectives of the national curriculum arises.

Turkey has the necessary resources and expertise to design a computer delivered exam measuring all four
skills in relation to the CEFR. With collaboration among state and private institutions, we could provide our
students with enhanced language learning opportunities and arise their interest in learning and practicing
all four skills of the English language with simply designing and delivering a four skilled language exam.
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TOOLS FORTHE PROFESSIONAL DEVELOPMENT OF LANGUAGE TEACHERS: EPG AND
EAQUALS TDFRAM

Dr. Deniz KURTOGLU EKEN

Sabanci University School of Languages
deniz.kurtoglueken@sabanciuniv.edu

The training and development of language teachers is an indispensable professional activity in all quality
institutions. An investment in teacher development is an investment in the quality of education and the
development of a given educational institution. In this presentation, we will explore the contributions of
two teacher professional development tools to teacher self-assessment practices and to the development
of quality in educational institutions. These tools are the European Profiling Grid (EPG) and the Eaquals
Teacher Training and Development Framework (TDFRAM), both designed by European teams with active
contributions by Sabanci University School of Languages over a three-year period. Similar in nature to
that of the Common European Framework of Reference for Languages (CEFR), the EPG and the Eaquals
TDFRAM focuses on the competences and skills of language teachers in a positive and constructive manner
in terms of what they know and can do at a specific stage in their careers. The qualifications, knowledge,
skills and experiences of language teachers presented under three main development phases constitute a
common framework. The profiles that emerge through self-assessment and evaluation encourage teacher
trainers to devise and implement appropriate pre-service and in-service training programs and contribute
to the institutional evaluation and development activities carried out by school administrators.
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Introduction

A professional development framework fosters a shared understanding of the values, attitudes, knowledge
and skills that contribute to greater effectiveness in teaching and learning practices. It also encourages
teacher self-assessment, helping teachers to prioritize their goals for further professional development.
Self-assessment is a core component of effective teaching practice and a thread running through personal
and professional development. It refers to a formative and mostly qualitative process of teacher reflection.
Formative assessment is usually carried out with reference to explicit teaching and learning goals as
well as criteria to inform decision-making and operational practices. This is where the need for a teacher
training and development framework comes in for both novice and experienced practitioners. As Danielson
(2007) metaphorically describes in the overview of her framework of teaching, a framework is like a road
map, which helps us with a shared understanding of the complex nature of teaching. Among others, such
frameworks include:

* The European Profiling Grid (EPG) (2013)

* The Evaluation and Accreditation of Quality in Language Services (Eaquals) Framework for Language
Teacher Training and Development (Eaquals TDFRAM) (2013)

+ The Cambridge English Teaching Framework (2014)
» Enhancing Professional Practice: A Framework for Teaching (Danielson, 2013)
» The British Council Continuing Professional Development Framework for Teachers (2015)

This presentation focuses on the first two frameworks i.e. The EPG and the Eaquals TDFRAM, the design
and/or development of which Sabanci University School of Languages members were actively involved in
over several years before their publication. Both tools aim to describe the essential teacher competences
needed by language teachers for quality language teaching. Core principles that commonly underlie both
the EPG and the Eaquals TDFRAM are that they are primarily teacher self-assessment tools which:

« are based on extensive international research
» are usefully based on ‘can do’ descriptors and what teachers can do

» are descriptive not prescriptive in nature, thus allowing institutions to adapt them according to their
specific contexts if necessary

» support CPD and help enhance professionalism

» are incremental nature and allow for ‘jagged’ profiles where a teacher may assess themselves to be
at one development phase in one specific areas and at another development phase in another as is the
case in the inherent nature of the CEFR with language learners

What follows is a short description of the EPG and a detailed description of the Eaquals TDFRAM, the latter
of which has been in active use in Sabanci University School of Languages since its initial publication in
2013 (Kurtoglu Eken, 2014).

The European Profiling Grid (EPG)

As is mentioned in the EPG User Guide, the European Profiling Grid (EPG) is a professional tool, which
provides: language teachers, teacher-trainers and managers with a reliable means of outlining current
competences and enhancing professionalism in language education. The ultimate aim is to increase the
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quality and efficiency of the training and professional development of language teachers. (EPG User Guide,
2013: 3)

METHODOLOGY: KNOWLEDGE AND SKILLS

Development Phase 1 Development Phase 2 Development Phase 3

1.1

1.2

21

2.2

3.1

3.2

* Is learning about
different language
learning theories and
methods.

* When observing
more experienced
teachers, can
understand why they
have chosen the
techniques and
materials they are
using.

« Has basic
understanding of
different /anguage
learning theories and
methods.

« Can select new
techniques and
materials with advice
from colleagues.

« Can identify
techniques and
materials for different
teaching and
learning contexts.

« Is familiar with
language learning
theories and
methods.

« Is familiar with
techniques and
materials for two or
more levels

« Can evaluate from
a practical
perspective the
suitability of
techniques and
materials for different
teaching contexts

« Can take into
account the needs of
particular groups

« Is well acquainted
with /anguage
learning theories
and methods,
learning styles and
learning strategies.

 Can identify the
theoretical
principles behind
teaching
techniques and
materials.

« Can use
appropriately a
variety of teaching
techniques and
activities.

» Can provide
theoretical
justification fort he
teaching approach
being used and for
a very wide range
of techniques and
materials

« Can use a very
wide range of
teaching
techniques,
activities and
materials

» Has a detailed
knowledge of theories
of language teaching
and learning and
shares it with
colleagues.

« Can follow up
observation of
colleagues with
practical,
methodologically
sound feedback to
develop their range of
teaching techniques.

» Can select and
create appropriate

tasks and materials for

any level for use by
colleagues.

Fig.1. EPG Development Phases in the Area of Methodology

The next section below will allow the reader to see and compare how this specific area is addressed in the
Eaquals TDFRAM.

The Eaquals Teacher Training and Development Framework (Eaquals TDFRAM)

As is outlined in the introductory section of the document, the Eaquals TDFRAM serves as a tool to help
practising teachers to assess and reflect on language teaching competences, but in greater depth and
using more detailed descriptors than those in the EPG to help identify training needs and plan professional
development for practicing teachers (Eaquals TDFRAM, 2016: 2). It adds to the EPG a detailed but open-
ended description of the professional competences needed by language teachers at three phrases of
development.

The Eaquals TDFRAM consists of four core elements provided below (Eaquals TDFRAM, 2016: 3):

» values and attitudes shared and respected by teachers at all phases of development (e.g. a positive
attitude to diversity and difference among learners and respect for their personal and cultural backgrounds);

» global descriptors, which summarize the all-round competence expected of language teachers at each
of the three development phases in terms of their distinctive characteristics;

» detailed descriptors providing detailed descriptors related to knowledge and skills for each sub-area
and under each of the five main areas;

» examples of how to use the Eaquals TDFRAM
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Main areas and their sub-sections

Planning Teaching
and Learning

Teaching and
Supporting Learning

Assessment of
Learning

1 Learner needs
and learning
processes

2 Curriculum and
syllabus (the
teaching and
learning
programme)

3 Lesson aims and
outcomes

4 The lesson —
tasks, activities and
materials

1 Teaching methodology
2 Resources/Materials

3 Interacting with
learners

4 Lesson management
5 Using digital media
6 Monitoring learning

7 Learner autonomy

1 Assessment and
the curriculum

2 Test types —
selection, design
and administration

3 Impact of
assessment on
learning

4 Assessment and
learning processes

Language,
Communication
and Culture

The Teacher as
Professional

1 Using the target
language effectively
with learners

2 Applying the
principles of the
Common European
Framework for
Reference

3 Giving sound
language models
and guidance

4 Handling relevant
cultural issues as
part of language
learning

5 Applying practical
insights from
linguistics and
psycho-linguistics

1 Self-assessment
and teacher
autonomy

2 Collaborative
development

3 Exploratory
teaching

4 Lesson observation

5 Professional
conduct

Fig. 2. Main Areas and Their Sub-Sections (Eaquals TDFRAM, 2016: 4)

The framework consists of five main areas and twenty-five sub-areas of descriptors as can be seen in
Figure 2 above. It is important to note here that there is a natural overlap between the competences
listed at each development phase and that these incremental competences refer to the minimum level of
competence required at a given phase. Additionally, as mentioned in the introductory section, a teacher’s
profile based on the framework is expected to be ‘jagged’ i.e. not necessarily at the same competence
level in different areas of teaching. In terms of how the specific descriptors are presented, the reader
can explore those provided in Figure 3 below, particularly for a comparison of how the descriptors are
specified in the EPG (c.f. Figure 1) and in the Eaquals TDFRAM.



Development Phase 1

Knowledge of

 concepts and meta-language needed
for handling simple explanations and
answering basic language questions at
lower levels

« the notions of ‘reception’, ‘production’
and ‘interaction’ as key dimensions of
language skills development

« the impact of affective factors on
learning

« the main approaches, methods and
techniques of language teaching, and
their underlvina principles

Skills:

« using basic teaching techniques for
developing receptive skills and
encouraging productive and
interactive communucation

* using a range of core techniques to
present and promote practice and
support learning of the target
language (grammar, vocabulary and
pronunciation)

* using classroom language
appropriate to the level of the learners

Teaching and supporting learning

Key Area 1: Teaching methodology

Development Phase 2

Knowledge of

* key issues in learning theory relevant
to language learning

« the principles and rationale behind the
selection and use of commonly used
teaching approaches, methods and
techniques

* the role of cognitive and affective
factors in the learning process and the
development of language competence

Skills:

«effectively using different
teaching/learning techniques for
development of receptive skills, and
engaging in productive and interactive
communication

« efficiently setting up and running a
wide range of classroom language
learning activities and techniques and
monitoring their effectiveness

Development Phase 3

Knowledge of

« theories and research related to
more specialised approaches and
methods of language teaching (e.g.
task-based learning, the lexical
approach, cognitive and affective
factors in learning etc.)

Skills:

* using a broad range of teaching
approaches and techniques effectively
and flexibly to fully develop receptive
and productive skills

* evaluating the appropriateness of
techniques for different teaching and
learning situations, and creatively
deploying a wide range of techniques

Fig.3. Eaquals TDFRAM Development Phases in the Area of Methodology

Following its involvement in the initial design, extensive research, piloting, and evaluation of the Eaquals
TDFRAM between 2010 and 2013, Sabanci University School of Languages has been actively using this
framework as its professional development ‘road map’, mainly in its Annual Target Setting (ATS) practices.
ATS is a core component of professional development, which values and supports teachers’ self-assessment
through a goal-driven approach. The Eaquals TDFRAM supplements the ATS process as a practical self-
assessment framework, helping teachers to reflect on the previous academic year in terms of the targets
they have set for themselves and to encourage them to set new professional targets for the coming year as
is exemplified below with the teacher’s reference to the Eaquals TDFRAM:

Exploring and trying out further strategies for learner-centred methodology and student motivation i.e. in
terms of everyday teaching strategies and choices.



Varying teacher and learner roles to promote learner-centred activities (Eaquals TDFRAM:16); efficiently
setting up and managing learner-centred, multi-level group work (ibid.17)

Sabanci University School of Languages later used the Eaquals TDFRAM in identifying its minimum
teaching standards at a global scale (2016: 9):

[Teachers in Development Phase 2] have confidence and show initiative in planning, delivery and
evaluation. They are open to and aware of issues that arise in the learning and teaching process, and can
independently identify and implement appropriate teaching strategies, seeking guidance as necessary.

Finally yet importantly, Sabanci University School of Languages has been using the Eaquals TDFRAM
as a reference tool in its institutional development practices to support the rationale for in-service teacher
training or a specialized team task or a project:

* Project Based Learning task group c.f. “A belief in the value of lifelong learning and development”
(Eaquals TDFRAM, Values and attitudes, Teaching , p. 8)

* anin-service teacher training course on ‘Research and Formative Feedback on Teaching and Learning
Practices’ c.f. “Exploring classroom-based research opportunities and incorporating research processes
as part of exploratory teaching” (Eaquals TDFRAM, Key Area 3: Exploratory teaching p. 31)

Conclusions and Suggestions

Teacher training and development frameworks are essential tools, which support the continuing professional
development of teachers and help enhance a school’s institutional practices regarding quality teaching and
learning. This paper has discussed two such teacher self-assessment tools - the EPG and the TDFRAM -
and provided references to other professional development tools available in the field of language teaching.

All language institutions can usefully explore the wealth of professional development tools or frameworks
readily available and/or design their own in order to systematically support the ongoing professional
development of their teachers and to enhance their institutional practices. Several further uses of
professional development frameworks which schools can make use of may include, but are not limited to:

» using and/or adapting existing frameworks to developing others on specific areas, such as materials
design, teaching young learners, teaching one-to-one lessons, providing specialised training and so on
(Eaquals, 2016: 2).

» using a framework as a reference tool to support professional and/or institutional needs analysis work,
programme development and course evaluation processes;

» assisting the design or development of an alternative framework;
» supporting the rationale of a professional development course, activity, task group or project

» using an existing/adapted framework not only as a teacher a self-assessment tool, but also one which
may contribute towards the performance review process of teachers

It is also important for all schools to systematically explore new frameworks that become available to keep
themselves up-to-date with the most recent developments. One such example is the recent development of
the Eaquals Framework for Language for Academic Purposes Teacher Training and Development (2020)
which academic institutions may usefully explore to supplement the Eaquals TDFRAM for more specific
academic teaching and learning practices. Interested readers may also view a detailed list of frameworks,
standards and documents prepared by the European Center for Modern Languages as part of their three-
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year teachers’ project, ‘Towards a common European framework of reference for language’ (2016),

reference to which is provided in the references section below.
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Abstract

Embedding critical and creative thinking, communication and collaboration skill (4Cs) into subject area
teaching and learning has become an instrument of professional development of the teacher education
program. This paper discusses the concepts of the 4Cs (critical thinking, collaboration, communication &
creativity) which are introduced as main skills of the 21st century. It also provides most commonly referred
frameworks and explains the principles of them and challenges of their integration into teaching English as
a foreign language (EFL) classrooms by sharing teaching and learning strategies of 4Cs.

Introduction

The new skills and ways of thinking, living and working have forced governments to reconstruct their
education systems to emphasise information and technological skills, rather than production-based ones,
which are the common demands coming from their societies. Branden (2015) claims that education is
the fuel of energy and “it runs on the energy of students, teachers, administrators, parents and all others
involved in educating” (p. (5471). The author further points out the importance of using energy effectively
to produce new energy for future development, which becomes renewable energy. He, then states that
“if energy for learning happens on a regular and systematic basis, and for every single student in the
education system, energy for learning is exploited in a sustainable way, rather than being depleted” (p.
5472) This energy for learning can be achieved by a holistic transformation of knowledge requiring curricular
and assessment reform, new teacher training strategies, leadership development and the integration of
collaborative technologies.

Although there are a diverse range of skills and competencies identified by different education systems,
they generally include skills such as critical thinking, creativity, collaboration, communication (4Cs), problem
solving, and digital literacy. These skills are considered to be key skills for 21st century learners, and they
have been reshaping education all across the world over since they can be easily adapted to subject areas.
In this paper, we refer to these transferable or transversal skills as 21st century skills and are concerned with
learnable and teachable competencies. For the purposes of this study, “skills and competencies” are used
interchangeably since 4Cs are related to the usage of cognitive, interpersonal, and intrapersonal domains
including knowledge, skills and values though they are sometimes used interchangeably and sometimes
with distinct meanings. The terms “skills” and “competencies” are sometimes used interchangeably and
sometimes with distinct meanings in this paper.

21. Century Skills Frameworks

There is a broad range of available literature suggesting the frames of 21st century skills, and there
is a consensus that 21st century must equip learners with a new form of learning to tackle with future
uncertainties (OECD, 2018). However, there is no consensus on the definition of ‘21st century skills.
Many frameworks identify a variety of competencies and skills and a broad range of attempts to provide
interdisciplinary definitions. There are also other common terminologies associated with 21st century skills
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such as, ‘life skills’, but also including ‘soft skills’, ‘transversal skills’, ‘critical skills’ and ‘digital skills’, the
‘4Cs’ and the others. (Voogt & Roblin, 2010) defines ‘21st Century Skills’ — or ‘21st century competences’
— is ‘an overarching concept for the knowledge, skills and dispositions that citizens need to be able to
contribute to the knowledge society’ (p.16).

Table 1 adapted from study by Voogt & Roblin (2010) depicts that the frameworks developed by six
institutions categorize and group the skills in different ways and in accordance with the importance they
attributed to them. There also seems to be differences concerning the skills and competences. The
‘Framework for 21st Century Learning’ proposed by P21 highlights the ‘4Cs which should be integrated
into subject areas since they are the essential set of skills which can open way to the development of other
skills (P21, 2009). When analysed, there seems to be a consistent among the terms used for 21st century
skills though they present different approaches to the skills which do not have common similarities. For
example, “The Partnership for 21st Century Skills (P21), as well as the recommendations from the OECD
and the European Union about “key competences” could be regarded as more generic frameworks that
provide a conceptualization of 21st century skills from which the other frameworks are built.

The ATCS and the NAEP frameworks have a clear emphasis on the assessment of 21st century skills,
whereas NETS, En Gauge and UNESCO focus more on issues” (Voogt & Pareja Roblin, 2010, p. 14-
15). In addition, ATCS aims at providing some comprehensible operational definitions, which are the
ways of thinking, ways of working, Ways of thinking includes creativity and innovation, critical thinking,
problem-solving, and learning to learn and the development of metacognition. Ways of working involves
communication, collaboration and teamwork Griffin et al. 2012).



Table 1 The Most Commonly Referred Frameworks

Learning and
innovation skills

1. Critical thinking
and problem
solving;

2. Creativity and
innovation;

3.Communication

4. collaboration

Information,
media and
technology skills

1. Information
literacy;

2. Media literacy;

3. technology
literacy

Life and career
skills

1. Flexibility and
adaptability;

2. Initiative and
self-direction;

3. Social and
cross-cultural skills;

4 .Productivity and
accountability;

5.Leadership and
responsibility

Inventive thinking

1. Adaptability,
managing
complexity and
self-direction;

2.Curiosity,
creativity and risk
taking;

3. Higher order
thinking and sound
reasoning

Effective
communication

1. Teaming,
collaboration and
interpersonal skills;

2. Personal,
social and civic
responsibility;

3. Interactive
communication

Digital-age
literacy

1. Basic, scientific,
economic and
technology
literacies;

2. Visual and
information
literacies;

3. Multicultural
literacy and global
awareness

High productivity

1. Prioritizing,
planning and
managing for
results;

2. Effective use of
real world tools;

3. Ability to
produce relevant,
high quality
products

Ways of thinking

1. Creativity and
innovation;

2. Critical thinking,
problem solving,
decision making;

3. Leadership
to learn, meta-
cognition

Ways of working
1.Communica-tion;

2. Collaboration
(teamwork)

Tools for working

1. Information
literacy;

2. ICT literacy

Living in the
world

1.Citizenship —
local and global;

2.Life and career;

3. Personal and
social responsibility
(including cultural
awareness and
competence

Creativity and
Innovation

Creative thinking,
construct
knowledge, and
develop products
and processes
using technology

Critical thinking,
problem solving
and decision
making

Communication
and collaboration
Students use
digital media and
environments

to communicate
and work
collaboratively

Technology
operations and
concepts

Sound
understanding

of technology
concepts, systems
and operations.

Research and
information fluency
Apply digital

tools to gather,
evaluate and use
information

Digital citizenship

Understand
human, cultural
and societal
issues related to
technology

Learning to learn

Communication

1. Communication in
mother tongue;

2. Communication in
foreign languages

Digital competence

Cultural awareness

and expression

Social and civic
competences
Sense of
initiative and
entrepreneurship

Interacting in
heterogeneous
groups

1. Relate well to
others;

2. Cooperate,
work in teams;

3. Manage and
resolve conflicts

Using tools
interactively

1. Use language,
symbols and text
interactively;

2. Use knowledge
and information
interactively;

3. Use technology
interactively

Acting
autonomously

1. Act within the
big picture;

2. Form and
conduct life plans
and personal
projects;

3. Defend and
assert rights,
interests and
needs

79



Teacher Education for 21st Century Skills

The requirements of meeting the challenges of a 21st century have paved way to the developing the skills
and competencies teachers must have to face the unknown future. In addition, the studies comparing
different frameworks for 21st century skills report strong agreements on the need for skills in the areas of
communication, collaboration, Creativity, critical thinking, problem solving ICT literacy, and social and/or
cultural awareness (Dede, 2010; Anderson, 2008). Thus, there have been a rapid shift from quantity to
quality in teacher education programme towards demonstrating a significant return on the investment in
teacher education.

Highlighting the importance of teacher education, the Programme for International Student Assessment
(PISA) director Andreas Schleicher states that “the quality of an education system cannot exceed the
quality of its teachers. A great number of countries have already reformed their education system and
reconstructed their curriculum to change teachers’ traditional pedagogic practices to those required for
teaching and learning in the 21st century. Teachers need to be experts in professional problem-solving
and to be knowledgeable about technological pedagogical content knowledge since teaching to develop
the 21st century skills (Ball, Thames, and Phelps, 2008).

Turkish Context

The current English language teacher education was reconstructed in accordance with the general
objectives of Turkish National Education. It is a restructuring model of the previous program revising the
pedagogic philosophy of both basic skills and values education with a basic focus on language use in
an authentic communicative environment. The instructional structures were grounded an eclectic mix of
instructional strategies so that learners can learn English as a medium of communication, rather than
a school subject. The concepts related to 21st century learning in the curriculum are “Critical thinking,
Entrepreneurship, Problem solving, Communication, Collaboration, Decision making, Innovative thinking,
Doing Research, ICT,” (CoHE, 2017)

21st Century Pedagogies

Pedagogy is commonly known as the knowledge about the processes and practices of teaching and
learning shaped according to the educational purposes, aims and values. However, educators have
continually strived to develop new pedagogies to prepare and equip learners for the ‘real world’ that they
live in and which exists around them. Fullan et al. (2014) describe ‘new pedagogies’ as a “model of learning
partnerships between and amongst students and teachers, aiming towards deep learning goals and enabled
by pervasive digital access” (p. 2). The definition suggests that new pedagogies are grounded on the
principles and practices of constructivism which enables learning within a specific context involving social
and cultural features characterised by communication, interaction and collaboration as seen in Figure 1.
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Source: Teach Thought Staff. https://www.teachthought.com/the-future-of-learning/a-diagram-of-21st-
century-pedagogy/

Figure 1, also makes it clear that developing 21st century skills requires different processes which aim
to use authentic real-world contexts, carry out project/problem/inquiry based activities, and find solutions
to the problems as they arise. Studies on the role individual differences in learning have shed lights into
differentiation of pedagogies equipping learners with 21st century skills and competencies which help the
face a complex and everchanging future. Keeping in mind the challenges of 21st century Saavedra and
Opfer (2012, p. 1) suggests nine principles which 21st century pedagogies should take into consideration
while these developing skills and competencies; (1) make learning relevant to the ‘big picture’; (2) teach
through the disciplines; (3) develop lower and higher order thinking skills to encourage understanding in
different contexts; (4) encourage transfer of learning; (5) teach how to ‘learn to learn’ or metacognition; (6)
address misunderstandings directly; (7) promote teamwork; (8) exploit technology to support earning; and
(9) foster students’ creativity.

Table 2 presents an example of using these principles in EFL comparing traditional pedagogies and 21st
century skills development. Selin and Eren are two A1 level students in two different schools and they are
learning “past tense” in English Language.



Reads the reading passage in the book and  Sets personal goals for content (Past tense) and 21st
underlines the sentences used in past tense. century skills.

Takes notes of the examples given by the Does internet Search to recognise the sentences used in
teacher about the past tense on the smart past tense

board

Only listens to the teacher while teaching Makes up research questions and finds answer to them

Participates in the Q&A process which is Works in group to prepare a project on an important

used for checking understanding event happened in the past

Answers questions about the past tense at  Watches a video in which past tense sentences are

the end of the unit. used. However, the teacher gives homework for this
activity that needs to be done before, during and after
watching

Working in groups presents a project about the past and
present of his city life.

He compares the presentations of other groups with his
own and answers questions about his presentation.

Table 2. The Practice of Traditional and 21st Century Pedagogies
Conclusions and Suggestions

This paper examined the frameworks developed by different institutions and focused more on the learning
and innovation skills (4Cs). It also suggests embedding processes of 4Cs skills and competencies that
teacher can develop to transfer to other context. The reviewed literature has provided evidence that aligning
curriculum, teaching approaches, materials to embed 4Cs into subject area with collaborative and coherent
system (a professional development framework) enables teachers to develop the knowledge, skills, and
values which contribute to their classroom practices. In addition, the analysis of the frameworks makes
it clear that 4Cs help students to be prepared for a more and more complex life and work environments
in the 21st century. The frameworks also suggest that 21st century skills (4Cs) are soft skills that can be
transferred in every subject area for collaboration, critical thinking, and communicating about complex,
real-life issues and creating new ideas.

A focus on creativity, critical thinking, communication and collaboration is essential to prepare students
for the future. Through an understanding of the partnership between the (Reading, wRiting, aRithmetic)
3Rs and the 4Cs, we can more effectively develop the educational methods and materials to educate our
students for present and unknown future. 21st century learning users (teachers and students etc.) and
policy makers need to question their beliefs, values, assumptions and perceptions about learning (Dede
2010). However, studies show that many policy makers are not prepared for this.

All of the frameworks suggest significant changes in teacher education programmes to integrate 21st
century skills/competencies. The reconstruction should involve the following changes:

Teacher Education

1. Curriculum should be restructured. However, there should be consistency and balance between the
curricula given below.

__



Recommended Curriculum.
Written Curriculum.
Taught Curriculum.
Supported Curriculum.
Assessed Curriculum.
Learned Curriculum.
Hidden Curriculum
2. Innovative teaching methods and assessment tools should be used

3. Innovative teaching methods such as problem-based learning, cooperative learning, experiential
learning should be fostered.

Professional Development

Professional development opportunities should be provided since teachers are expected not only to
facilitate the acquisition of 21st century skills/competencies by their students, but also to have these skills/
competencies themselves (Darling-Hammond, 2006). The aim of the professional development should

1. develop teachers’ ability to use a variety of teaching methods development,
2. create learning environments that foster 21st century learning,

3. develop teachers’ abilities to take advantage of the opportunities provided by ICT tools.

Assessment and evaluation
1. Formative rather than summative evaluation should be used
2. It should be compatible with the development of the important goals of the 21st century,
3. It should be in a way that is compatible and adaptable to new developments,
4. must be largely performance-based,
5. provide productive and usable feedback for all intended users
6. contribute to the development of the capacities of teachers and students

However, teacher professional development “is a complex process, which requires cognitive and emotional
involvement of teachers individually and collectively, the capacity and willingness to examine where each
one stands in terms of convictions and beliefs and the perusal and enactment of appropriate alternatives
for improvement or change” Avalos (2011, p.10). Thus, teachers must strive to transform their raw talent
into skill and constantly strive and improve their skills in order for the skill to turn into success as Duckworth
(2016) claims in her book Grit: The Power of Passion and Perseverance. She, then, presents two simple
equations as Talent X Effort = Skill and then Skill X Effort = Achievement.
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Abstract

In the wake of the COVID-19 pandemic, educational institutions have been forced to move their teaching
online at a rapid pace. This has presented both language educators and language learners with multiple
and unprecedented challenges. With communication playing an important role in language learning,
language educators have struggled to create social presence and to support community building among
their learners. Language learners, on the other hand, have faced accessibility problems and felt isolated.
This article will draw on current international research projects and on experiences and insights gained in
a series of webinars and a teacher training workshop to outline new opportunities for language learning
and for collaboration which have been created by the move towards online teaching. The webinars and the
workshop were organised by the European Centre for Modern Languages (ECML).

Introduction

The COVID-19 pandemic has forced educational institutions all over the world to move their language
teaching online at lightening speed. This has created huge challenges for language educators, who often
rely on face-to-face communication to help their learners understand the meaning of the foreign language.
The authors will draw on two examples from recent research and two examples from practice to outline
new opportunities for language teaching and learning which have been created by the move to online
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teaching. In their conclusion the authors emphasise the reciprocal relationship between language teaching
research and practice to support language teachers in their use of technology to help students improve
their learning.

COVID-19 and language education

According to the UNESCO report Education during COVID-19 and beyond (UNESCO, 2020), the COVID-19
pandemic led to the “largest disruption of education systems in history” (p. 2), which affected almost 1.6
billion learners in over 190 countries. Darling-Hammond and Myler (2020) claimed that in pandemic times
even greater efforts are needed in “making up for learning loss and preparing for the coming unpredictable
combinations of distance learning, blended learning, and in-classroom learning.” (p. 457).

In response to the crisis, educational institutions across all sectors have resorted to distance education.
However, Gacs et. al. (2020) succinctly pointed out that a sudden move towards online language teaching
in response to a crisis differs vastly from planned online language education that can “provide and facilitate
access to a multilingual community, which offers opportunities for sufficient input, output, and interaction in
multiple modalities and settings ” (p. 382).

The move towards online language teaching, which “calls into question the models of language instruction
and language center (LC) operation that have, thus far, been the norm” (Ross & DiSalvio, 2020, p. 372) has
created many uncertainties and challenges for language teachers and learners. Language teachers faced
particular challenges in creating online opportunities for student interaction and student engagement and
in dealing with the lack of verbal and non-verbal clues and with online silences. Language learners, on the
other hand, were not able to take part in mobility exchanges planned in pre-pandemic times, felt isolated
and lacked the socio-emotional support that had been available to them before. Both groups suffered
from technical accessibility problems and were required to use online tools prescribed by their educational
institution, instead of being given a choice.

In order to help language teachers and learners better adapt to sudden distance education and enable
them to use opportunities created by the move to online teaching to their advantage, more research about
online language teaching and learning is needed.

Two approaches to researching language learning through teacher perspectives

In addition to expanding our knowledge base about online language learning and teaching, our research is
aimed at providing practical support and information for language teachers. We bring research and practice
closer together, thus supporting language teachers in taking their language teaching online, developing
skills and confidence in online teaching, and becoming ready for future professional practice.

The following two examples show how working with language teachers can facilitate their move from face-
to-face through online to blended provision of language learning opportunities.

TPLang21

The International Association of Applied Linguistics (AILA) Research Network Perspectives and Trajectories
of the Language Teacher in the 21st Century (TPLang21) comprises 35 established language educators
and researchers from 15 countries across five continents. TPLang21 seeks to develop a detailed picture of
the landscape of language teacher training in terms of digital skills development, according to target culture,
culture of origin and teaching and learning cultures. In a previous questionnaire study, the international
network investigated language teachers’ continuing professional development activities with and without
technology and ‘ideal teacher’ images (Karamifar et al., 2019).
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The current study, which is based on data collected from November 2020 to January 2021, i.e. during the
height of the COVID-19 pandemic, focuses on the future of language teaching and learning. While data
analysis is still ongoing, preliminary results hint at some participants believing that the future will include
more innovative uses of technology, such as interactive responses with wearable mobile devices, and
where the mode of teaching (face-to face or online or a blend of both) will be completely optional.

Eyetracking to support language teachings

Language teachers at distance teaching institutions, such as the Open University in the UK, had already
acquired considerable skills in teaching online prior to the current crisis. Language tutorials at these
institutions are offered through synchronous online conferencing, using tools such as Adobe Connect.
However, although language tutors are being given every support to develop their online teaching skills
(Hampel & Stickler, 2005; Stickler & Hampel, 2015), many online teachers are still doubtful whether their
instructions are received by students at a distance.

To alleviate this concern, researchers at the Open University employed eyetracking technology to establish
the attention focus of learners and teachers in online environments. Eyetrackers record gaze movements
of screen users. For example, if the user is reading a website, the eye movements are tracked, showing
exactly where the gaze remains longer, where it returns and where content or information is skipped. This,
in turn, allows to draw conclusions about the attention focus of the user.

In a unique study Shi and Stickler (2021), calibrated two eyetrackers to record the gaze movements of
teachers and students taking part synchronously in the same online tutorials. The gaze plot was played
back to both, and the participants of the study reflected on their focus points and on the strategies they
employed to teach or to learn the language online.

This study confirms the success of online tutors in directing their students’ attention to salient points of the
online medium. The teacher can instruct students to read elements on the screen, scaffold their language
production by preparing the environment in a student friendly way, and guide their attention with the use of
pointers, verbal hints, and emoticons for emotional support. This study can help future online teachers to
develop their own strategies and skills for online language teaching, and reassure current online teachers
that the environment they design for their students is conducive to language learning.

Voices from language teaching practice: the ICT-REV webinars and the ICT-REV Malta workshop

In order to help language teachers’ cope with the effects of the COVID-19 pandemic, the ICT-REV team
conducted a series of three webinars in English, French and German in May 2020 (https://www.ecml.
at/TrainingConsultancy/ICT-REV/tabid/1725/language/en-GB/Default.aspx ). These interactive webinars
provided hands-on advice based on feedback from the attendees collected during the webinar. Prior to the
webinars participants were asked to fill in a questionnaire in English, French or German to find out about
participants’ previous experiences with Information and Communication Technology (ICT) for language
teaching and learning and their expectations. During the webinars the ICT-REV team drew on the answers
and pointed the participants to the Inventory of ICT tools and open educational resources (www.ecml.at/
ict-rev ) for further self-guided explorations. The questionnaire also addressed the question which aspects
of their COVID-19 teaching experience respondents were likely to take back to their ‘regular’ teaching. The
results of all three questionnaires showed that participants regarded the use of multiple and diverse tools,
the flipped classroom approach and gamification as elements they want to integrate in their post-pandemic
language teaching. Overall, the three webinars were attended by over 2,200 language teachers and have
been viewed over 21,000 times (July 2021), showing language teachers’ continuing demand for support in
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their move towards online teaching.

The webinars were related to the teacher training work which has been done in three European Centre for
Modern Languages (ECML) supported projects. The teams of the projects DOTS (2008-2011), MoreDOTS
(2012-2013) and ICT-REV (since 2013) facilitated over 60 teacher training workshops in Europe and
beyond, supporting more than 1,200 attendees. These workshops have helped language teachers and
teacher educators to integrate ICT into their language teaching and supported them in adapting to the
digital turn. Central to all workshops has been a dedicated, needs-based concept, which feeds into a
developmental framework for training online language teaching skills (Stickler et al., 2020). However, the
workshop concept, based on two-day face-to-face workshops, proved to be unsuitable for an ICT-REV
workshop for Maltese school teachers, which took place in April 2021 and had to be conducted fully online
because of travel restrictions. Therefore a new concept was created, which consists of three synchronous
and two asynchronous sessions within a six-day period. The workshop was run on an online platform
familiar to the participants through their own teaching. This allowed the ICT-REV team to gain insights into
how the language teachers jointly created teaching materials and even whole lessons. These materials
and lessons were presented, discussed and shared during synchronous sessions, forming the basis of an
Open Educational Resources (OER) sharing practice for the participants — and possibly other language
teachers who did not take part in the training. Teachers can reuse and remix the materials and lessons in
their future teaching. From the high quality of the materials and lessons and the teacher reflections shown
in the presentations the ICT-REV team concluded that the mix of synchronous and asynchronous sessions
allowed participants to gain deeper learning experiences than they probably would have had during a two-
day face-to-face workshop. Further insights from our research and the teacher training workshops will be
presented in the next section.

Conclusions and Suggestions

Preliminary findings from recent TPLang21 research and the experiences gained in the ICT-REV webinars
and workshops hint at complex relations between language teachers’ pedagogical approaches (Stickler
et al., 2020) and their use of technology to support student learning. The COVID-19 pandemic has
contributed to this complexity by forcing (language) teachers to develop their online teaching skills at rapid
speed without giving them time to consider — and evaluate - which technologies work best, based on their
preferred pedagogical approach and their particular teaching context.

While immersive technologies for language learning shown in a webinar (https://www.youtube.com/
watch?v=-dzlYB26FgA) by the Erasmus+ project Digital Competences for Language Teaching - DCALT
may not become readily available on a large scale until the end of the decade, their potential for changing
the future of language learning to become more personalised - and perhaps more inclusive and equitable
- is immense.

Finally, we conclude that research needs to be relevant to teachers’ current and future needs and
professional contexts to be taken up by the practitioners. Hence, research needs to be conducted together
WITH language teachers and not on language teachers as subjects of experiments. Practice, on the other
hand, can benefit from paying attention to the latest research findings, as demonstrated in the eyetracking
example above. Relevant research should not only provide language teachers with training goals and
strategies for improving their online teaching but also reassure them of the success and effectiveness of
their current practices.
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First of all, human-to-human interaction and communication is the most effective way for foreign language
acquisition to take place. Furthermore, foreign language education requires the development of receptive
skills such as reading and listening and productive skills such as writing and speaking, in addition to teaching
grammar and vocabulary. With the Covid-19 epidemic, 1.7 billion students in the world and 25 million
students from all levels in our country were locked up in their homes, and human-to-human interaction
that would naturally enhance foreign language acquisition became impossible. In order to ensure the
continuation of foreign language education, human-computer interaction and human-content interaction
have replaced human-to-human interaction. Since education has turned into a form of distance education
with the epidemic, human-computer interaction and human-content interaction are already provided both
synchronously (synchronously) and asynchronously (asynchronously). Technological solutions used in
foreign language education during the Covid-19 epidemic period will be discussed with examples from
both Turkey and the world. How teaching of language skills are taught in an integrated way and how the
assessment is made will be presented with examples from state and foundation universities, including the
example of Istanbul University — Cerrahpasa School of Foreign Languages.

Foreign Language Acquisition: Human — Human Interaction

First of all, the period of exposure to a foreign or second language at an early age is very important. If
this exposure can be repeated every day, that is, if the child can interact with the foreign language every
day, and if the child can influence the content by actively talking or through creative activities, not only by
watching television or video in the foreign language. In short, if it is reciprocal, a foreign language can be
acquired. This interaction should involve people, should be between people, and the child should be one of
the main players in this mutual situation. It is not possible for the child to acquire a foreign language unless
he/she is fluent in the foreign language, at an exemplary level, and is not surrounded by a person who
would constantly interact with him/her. In the past, the tradition of keeping foreign caregivers for children
developed to solve this problem. In addition, a language must exist in a useful form in the environment.
By using language the child should be able to win prizes and have practical consequences. For example,
the child should be able to get something he/she wants using this language, it can be anything but it has
to happen. As can be seen, the continuity of a foreign language in space and time is the most important
natural condition necessary for its acquisition.

In addition, children must be exposed to constant and complex input. Children are surrounded by language.
Language can sometimes be aimed directly at the learner and sometimes towards the environment. In this
way, children interact with many people who use the target language well, thus participating in or observing
a wide variety of linguistic contexts. In this respect, language skills often have to be used to get information
or to answer questions. Here the focus is on meaning. As long as the meaning and message reach the
other person, mistakes do not need to be corrected. During this interaction, children often encounter
regulated input (Lightbown & Spada, 2006, p:111-12).
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Human — Computer Interaction and Human — Content Interaction

According to Ensslin and Krummes (2013), human-computer interaction (1) is defined as an access via
desktop and mobile devices using online and offline computer hardware and software, including designated
student software, websites and corpus tools; and human-computer-human interaction is also defined (2)
as the way learners communicate with other people remotely and communicate with other user-generated
content and social networks via Web 2.0 tools, Web 3.0 tools such as virtual worlds.

Distance Education: Synchronous and Asynchronous Education

Combinations of time and space in education can be defined as follows: 1) Education at the same time,
in the same place. (Face to face education). 2) Divergent education at the same location thats is offered
to students at different times, but located in the same place, such as a media center or computer lab. 3)
Education at the same time, but different place. (Synchronous ). 4) Training in different time, different place.
(Asynchronous) (Simonson, Smaldino & Zvacek, 2019).

Accessing the content prepared by the teachers at different times later and from different places and
learning as a result of interaction with them are also features of asynchronous education. Technologies
that can be used in education at different times, in different places, that is, in asynchronous education, are
very diverse. These range from instructional management systems to radio, television, and computers to
very different course designs, starting with LMS (like Moodle, Canvas, Blackboard, etc.) to massive online
open courses (MOOC). In addition, Web 2.0 tools such as quizlet, pixton and mindmeister and virtual
reality and augmented reality applications can be given as examples.

Synchronous distance education, on the other hand, is a form of distance education in which teachers
and students are present at the same time, albeit virtually, in a learning environment. Synchronous
distance education can be exemplified from web-based video conferencing applications such as Adobe
Connect, Skype, Zoom, Teams and Meet to web-based applications such as Google Docs and Padlet.
Another example that can be given to synchronous distance education is 3-dimensional virtual learning
environments or 3-D virtual worlds, which can also be considered as an example of Web 3.0. Students
can connect to these 3D worlds remotely with various objects and human-like visuals called avatars via
the computer screen, and they can communicate with their teachers or peers by writing or speaking, and
they can participate in the learning process by virtual interaction with the content and objects in these 3D
worlds. In addition, these 3D learning environments can be designed and modified by the teacher or the
students themselves. These environments that can be used for syncronous distance learning in teaching
foreign languages (Can, 2020).

The Use of Technology in Foreign Language Education During the Covid-19 Pandemic Period

With tools like ThingLink, Socrative, Nearpod, EdPuzzle, LessonUp, Hypersay, and H5P, teachers can
enrich static reading materials with pre-, reading, and post-reading activities such as brainstorming via links,
quizzes, fill-in-the-blank and even open-ended questions or interactive questions, voice recognition tools.
and multimedia materials, it is possible to transform them into more interactive digital reading materials.
It is also possible to work with an unlimited number of authentic listening texts using applications such
as Youtube, Voscreen, Augmented Reality, Netflix, TV, Radio, Podcast, Vidcast, 3D Games and H5P.
Writing blogs, Google Docs, Draft, Etherpad, Quip, Dropbox Paper and Web 2.0 authoring tools such as
Penflip, TedED, Padlet, Teachem provide an opportunity for both individual and collaborative writing and
these digital platforms allow teachers to brainstorm with their students. They can do activities, create mind
maps, write questions on videos, and then write down the production steps to improve their writing skills.



Applications such as Flipgrid, Voki, PowToon, Vyond, Animaker, 3D Virtual Worlds, Virtual Reality, H5P,
Artificial Intelligence-powered Smart Chatbots and Machinima can be used to improve speaking skills and
practice language.

However, a public classroom “blog” can be opened from “blog” providers and educational content can be
shared by teachers from there. Students can write comments on the content in these “blogs” at their own
convenience and perform various writing, reading or listening tasks. Asynchronous educational content
can be provided to students by creating web-based classes such as “Edmodo” or “Google Classroom”,
which are similar to “blogs” but more similar to learning management systems. In particular, reading,
listening and writing tasks can be archived here, and students can do them in the form of homework or
various tasks when they see fit, and teachers can follow up and give feedback on them when they see fit.

With Web 2.0 tools such as “EdPuzzle”, “Quizlet”, “Quizzez” and “Tinglink”, teachers can prepare both
audio and visual educational content and share it with their students in their virtual classrooms via links,
and enable students to practice language with them. In addition, to practice foreign languages, video
and animation materials can be prepared with web-based applications such as “Animoto”, “Film Flicker”,
“Toondoo”, “Toontastic”, “Powtoon”, “Animatron” and “Animake” and can be shared asynchronously with
students. Applications such as “Flipgrid” and “Voki”, for students who do not want to share their faces
digitally, can also be used to practice speaking. With these, students can prepare their own videos or as
virtual animated avatar characters and share them in their virtual classrooms whenever they see fit. In
addition to these, applications that can be accessed by mobile phones are also widely used for foreign
language teaching. They have a wide variety of features, starting from teaching vocabulary to acquiring

language skills.

Assessment and Evaluation in Foreign Language Education with Distance Education
Universities providing foreign language preparatory education had to review their evaluation processes
during the Covid-19 pandemic period. That is to say, process-oriented evaluation has taken the place of

product-oriented evaluations. Picture 1 shows the evaluation system applied during the Pandemic period
at Istanbul University - Cerrahpasa School of Foreign Languages.

Spring Semester Percentage
Portfolio (8 Writing Tasks + 4 Vlogs) 30%
Progress Tests (2) 20%

Excuse Exams (2)

Assessment by Lecturer 10%
Autonomous/Online Study 10%

Final Exam Grade (Test + Speaking) 30%

(Make-up Exam)
Spring Semester Proficiency Exam Passing Grade 70

Table 1. “Istanbul University — Cerrahpasa, School of Foreign Languages Evaluation System.”



Accordingly, the rate of product-oriented exams has been reduced to 50%, and process-oriented assessment
is calculated as 50% as 1. Portfolio, 2. Teacher Assessment, 3. Autonomous/Online Study. Written and
speaking assignments were evaluated in distance education during the portfolio evaluation period. Again,
in distance education, teachers were also allowed to evaluate, and students attendance and performance
were also included in the evaluation. Self-study was also included in the assessment by providing online
materials. It has been observed that the evaluation system differs in this way in other universities, such as
Istanbul Technical University and Istanbul Aydin University Schools of Foreign Languages, which provide
distance education in this form.

Conclusion and Recommendations

Many technologies mentioned in foreign language acquisition can be used both synchronously and
asynchronously. They can also affect students» acquisition of different linguistic skills. Distance foreign
language education, the opportunities provided by virtual and online learning offer various advantages for
today>s education. During the pandemic process, students did not need an indoor space for the learning
environment, they could access the learning environment from any place or any time. Anyone with a
suitably equipped computer, tablet or smartphone and an Internet connection was able to participate
in the foreign language learning process and were able to connect to course materials online and to a
teacher. In particular, asynchronous course materials are accessible to students at any time of the day,
regardless of their time and place. The course materials used in distance education can be designed and
accessed according to the students> own preferences and learning styles, and moreover, according to
their own learning speeds. Course materials are independent of time and space, as well as independent
of the computer or the operating system used on the computer. After the online materials used in distance
education are developed, updating, changing and sharing is very easy and practical. As students> interaction
with online materials increases, it becomes possible to create a student-centered learning environment
and active learning can be encouraged. By individualizing these materials, students can also participate
in the learning process emotionally and cognitively. The content accessed as distance education indirectly
leads to the learning of computer and internet technologies, causing students to gain competence in using
21st century skills along with their learning outcomes. Moreover, in distance education and face-to-face
education, many expenses related to school, classroom, travel and other staff working there can be saved
(Cleveland-Innes & Garrison 2021).

However, there may be some limitations and deficiencies related to distance education. For example, there
may be a digital divide between students living in rural areas and socio-economically disadvantaged areas
and students from more central and upper socio-economic levels. Moreover, problems of not being able
to access digital tools such as computers, tablets and smartphones and the Internet may also occur. In
addition, the necessary resources of teachers, labor, resources and time may not be available to develop
quality content for well-designed web-based distance education. Even if it does, teachers» prior knowledge
and professional training may be insufficient to produce these materials. Some subjects and skills may
not be suitable for online and distance learning, but may require particularly manual work. There may
be bandwidth limitations caused by the Internet infrastructure for sharing course materials offered with
multimedia, and it may not be possible to distribute, share and access advanced technologies such as
memory-intensive graphics over the web. Students may not be able to take their own responsibilities and
work autonomously, and therefore the effectiveness of education may be reduced. However, the fact that
the feedback provided in distance education is time-independent may cause the feedback to be ineffective
for students. Without technical support in distance education and without instructional design support in
the preparation of courses, both teachers and students may encounter obstacles, which may cause the
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effect of distance education to be questioned (Simonson, Smaldino & Zvacek, 2019).
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