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FOREWORD
Dear Colleagues and Esteemed Scholars,

With great pleasure and a sense of accomplishment, we present the proceedings of the 10th
International KTUDELL Conference on Language, Literature, and Translation on 29-30 May
2025.

The richness of our academic exchange is reflected in the diverse topics explored during the
conference, spanning language teaching and learning, literary studies, translation theory and
practice, linguistics, and cultural studies. From over a hundred presentations, a substantial
number have been identified as particularly noteworthy, deserving a broader audience. We are
delighted to announce the inclusion of these papers in the conference proceedings, with each
contribution adding a unique perspective to the collective knowledge of our academic
community.

As we present the proceedings, we express our deepest gratitude to those whose dedication and
contributions played a key role in the success of this conference. Assoc. Prof. Dr. Tuncer
YILMAZ, Dr. Hasan SAGLAMEL, Dr. Fehmi TURGUT, Dr. Oznur SEMIZ, Dr. Muhammed
BAYDERE, Dr. Selcuk SENTURK, Dr. Ozlem CAKMAKOGLU, Res. Asst. Tuncer
AYDEMIR, Res. Asst. Mehmet Akif YILDIRIM, and Res. Asst. Riimeysa DUZ — your
leadership, expertise, and collaborative spirit have been the cornerstone of our collective
achievement.

We also extend our heartfelt thanks to Prof. Dr. ibrahim YEREBAKAN, Prof. Dr. Recep Sahin
ARSLAN, Assoc. Prof. Dr. Adriana Iulia WANIEK, Dr. Hiiseyin Atahan INAN, Sinem COL,
and John SILVER for their outstanding contributions as keynote speakers. Your commitment to
advancing knowledge, fostering collaboration, and inspiring intellectual curiosity has left an
indelible mark on our conference.

May these proceedings stand as a testament to the enduring spirit of scholarship and
collaboration that defines the 10th International KTUDELL Conference. We invite you to
explore the wealth of knowledge encapsulated within these pages and join us in celebrating the
collective achievements of our academic community.

With deep appreciation,

Prof. Dr. Mustafa Naci KAYAOGLU
On behalf of the Organizing Committee
10th International KTUDELL Conference on Language, Literature, and Translation
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Exploring the Silent OQutcry: “The Family” by Buchi Emecheta

Abdullah Nejat TONGUR

Maltepe University, Istanbul, Tiirkiye
nejattongur@maltepe.edu.tr

ORCID ID: 0000-0002-1204-4399

Abstract

In The Family (1990), Nigerian-British author Buchi Emecheta’s focus is on a Jamaican family, the
Brilliantons, and particularly on Gwendolen, whose plight as a poor girl is worsened after her parents
move to Britain when she is 7 in the late 1960s as she feels rejected, cheated and lost. In the absence of
parental care and guidance, despite her grandmother’s efforts, she is abused, raped, blamed, ostracised,
and silenced by her people, and her personal and emotional growth is hindered and delayed. The aim of
this paper is to show that Gwendolen’s hopes to heal and to rid of her problems wane when she is finally
summoned to ‘Moder Kontry’ as she faces abuse, neglect and incestuous rape again from her parents
who are also portrayed to be struggling with the difficulties of living on the fringes of the British society.
This paper also seeks to display that the far-reaching effects of colonialism, which are manifest with
alienation, dialect differences, cultural differences, and internalisation of racism, procrastinate
Gwendolen’s development as a person, who, in the end, manages to make a living with her baby despite
familial, class, financial, and social predicaments.

Keywords: Emecheta, Gwendolen, alienation, rape, racism

Buchi Emecheta (1944-2017) wrote many novels mirroring the lives of Nigerian women who suffer
from patriarchy, bride price, oppression, domestic violence, civil war, poverty, depravation, racism,
discrimination, and similar problems. Some of her novels like /n the Ditch (1972) and Second-Class
Citizen (1974) are autobiographical novels which reflect her life in Nigeria and Britain. Her novels also
include themes of slavery, exploitation by the Western powers, post-war migration, corruption in
Nigeria, and sexist traditions of Nigerian culture. Starting with her first novel, In the Ditch (1972), she
also created female characters who have to grapple with the difficulties of being single mothers and of
living as second-class citizens on the fringes of British society as they have to shoulder the double yoke
of being a black African and a woman. However, the women portrayed in her novels do not yield or
waver in their struggles, and they grow as strong, resolute and strong-willed persons after a long time.
The Family (1989) is the American version of the novel Gwendolen (1989) in which the story of the
female protagonist Gwendolen, with the pet name June-June, is given with glimpses on her childhood,
adolescence, her life with her grandmother in Jamaica after her parents move to Britain, her travel to
Britain, and finally her growth as a young woman despite her miseries and her suffering. In contrast to
her other novels with Nigerian characters with Nigerian, mostly Ibo names, and Nigeria-Britain settings,
in the The Family, all the main characters are Jamaicans with Christian-British names, which Mathew
interprets as “a proof of the influence of westernization of the land” (157). The basic similarity with the
other novels is the almost nonexistence of any white British characters in the novel which is populated
with Jamaican and African immigrants.

The Brillianton family portrayed in the family came to Britain in the 1960s following the pattern of mass
immigration from the Commonwealth countries. The widespread poverty, depravation, lack of
amenities, corruption, shortages of food, and unemployment in the former colonies coincided with the
need for man-power in the long struggle of Britain to rebuild the war-shattered country. The legal rights
of the Commonwealth countries citizens to come, to work and to settle in the ‘mother country’ in the
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post-war period hastened the flow. The Brillianton family consisted of the father Wilson working on the
ships in Kingston, the mother Sonia sewing and minding other people’s children, the seven-year old girl
Gwendolen, and her three siblings who were born in Britain. Following the pattern in the post-war
period, first Winston went to the ‘Moder Kontry’ Britain, then two years later Winston sent money for
Sonia to join him. This was the beginning of Gwendolen’s miseries because she had to stay in Granville
with her Grandmother, Granny Naomi, to tend their bee-hives and farm, and to be company to her. Sonia
promised Gwendolen to send for her, but she felt that everything would be different and she felt “loss”
inside (Emecheta 19). Gwendolen felt sad, “cheated”, and “rejected” (Emecheta 18) but she was unable
to do anything to oppose or to protest her mother’s departure. During her stay in Britain, Sonia wrote
just four letters to them, which was evidently upsetting, heart-breaking and disappointing for a young
girl who was not allowed to go with her parents to Britain. This was the beginning of her relational
trauma which is rooted in “the lack of affection and care during childhood ... a parent being cold or
unavailable for the child” (Etherson 145).

In addition to the emotional strain of being left behind, she had to suffer from the sexual assault of her
grandmother’s friend, Johnny, which harmed her physically and psychologically. Because Uncle John
behaved as if he had done nothing wrong, “she began to entertain the irrational fear that everybody
would blame her if they knew her secret” (Emecheta 25). She did not know what to do to prevent herself
from Johnny. As a physical and emotional reaction to Johnny’s rapes and her helplessness, Gwendolen
wetted her bed more particularly after rapes. She could not share her grief with anybody because Johnny
threatened her to tell other people their “tiny-tiny little secret” (Emecheta 29). The shame inflicted upon
her made her feel guilty and kept her silent for a long time, and conversely her shame intensified day by
day because she became anxious that people would blame her for keeping silent for so long. As Etherson
posits, her experience of “rupture in the interpersonal bridge” due to being the victim of repeated rapes
causes her “sense of unlovability, unworthiness, and lack of value, provoking anxiety about being
rejected and abandoned” (145) as she had already been left behind and neglected by her parents. She
restrained from seeing the local healer, the magic and ‘obeah’ woman lest she would find out her secret.
“The shame sat on her like a perpetual load” (Emecheta 27) so, as an immediate resort of getting rid of
the exposure to public shame, she went to the capital to his father’s relatives where she was not welcome.
She was unable to raise her voice, and she was unable to resist as a small girl without parental care and
support during her days in Jamaica.

When she finally revealed what Johnny was doing to her, the women protested and blamed him
collectively whereas male neighbours reacted with amusement and showed understanding to Johnny
who did not deny the accusations. Instead of Johnny who was supposed to be ashamed and blamed, it
was Gwendolen who was hurt because she felt her Granny believed she encouraged Johnny or “the
whole thing was her imagination” (Emecheta 42) as she insulted her about her walk and called her a bad
girl (Emecheta 37). Besides, even her best friend implicitly blamed her for not shouting as he was raping.
Johnny stopped molesting her but she lost her confidence in adults as she saw their hypocritical
behaviour despite their appearance of being “God-fearing and church-going” people (Emecheta 25).
This is a very painful “secondary victimization” process during which “many victims experience due to
the negative reactions of those around them. Of these negative reactions, perhaps the most harmful is
the frequent tendency to blame the victim for their assault” (Deshraj 2). As a result of her traumas, she
had such low confidence that she was unable to defend herself verbally against her friends. Once more
she drifted into silence.

Finally, her mother sent a letter calling her to England because she needed help for her three siblings
who were born in Britain and for house chores. She was hopeful that her wounds would heal and “she
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was beginning to feel almost fully mended. Before she had felt limp and lethargic like a damaged rag
doll. She did not need to be cautious any longer” (Emecheta 43). She also decided not to tell her parents
about Johnny lest they, too, would blame her. Again, she chose silence as a strategy in order not to
“impose them on her parents. It was her guilt; it was her shame” (Emecheta 44). Her agonising
experience caused her “to remain stuck in the cycle of self-blame which re-enforces the perception of
being shameful” (Etherson 145), and she assumed that everybody knew what happened to her. As an
indication of this self-contempt, she felt very insecure and uncomfortable during the passport control as
she imagined her Granny told the officer about Johnny from the officer’s behaviour.

When she came to Britain in October, “Gwendolen’s eyes and mind are struck by strange objects,
climactic conditions and people’s attitudes and behaviour” (Pichler 51). Her initial shock due to the cold
weather and the unsuitability of her tropical climate dresses intensified with the indifference of white
people as she found herself among “a sea of pin faces” (Emecheta 49). Gwendolen observed that
Winston was still an alien in Britain because he did not know how to get back to Victoria Station from
the airport. Her parents were illiterate, and Winston still escorted his wife to the Barclays Bank for her
cheque in his church clothes. When they took her brothers to the school, Gwendolen realized that people
were aloof “in their vacant islands, not touching, not talking” (Emecheta 59). They were avoiding eye-
contact and pretended to be they were not seeing other people in “this type of solid wall of indifference
in which people look past you, or on top of your head, or stare at your shoes, actually look beyond you
so as not to look at your face, all of which was to tell you that as far as they were concerned you were
not there” (Emecheta 60). However, it was relieving for her to see that her parents were not insulted by
the whites who were simply indifferent. Gwendolen was impressed and astonished when the white taxi
driver thanked his father because it was the first time in her life that she had seen a ‘whitey’ thanking a
black man. When Gwendolen fell a few times and nobody minded or helped her on a cold and snowy
day, it dawned on her that this was a different country where she had to recover and fend for herself.

With her family in Britain, Gwendolen initially “felt reborn ... as if she was entering her mother’s womb
again” (Emecheta 52) with “domestic sounds of her family” (Emecheta 53). Being with her father and
calling him ‘daddy’ “sounded so reassuring” (Emecheta 50). All she had to do was to look after her
siblings and help her mother do house chores, which made her feel “a sense of being really needed, a
new kind of importance” (Emecheta 67). However, like most other immigrants, upon her arrival in
Britain, Gwendolen confronted an unexpected problem as she started feeling uncomfortable with her
Jamaican creole, which obviously complicated and delayed her interactions with her classmates. She
became self-conscious and as a strategy she decided to speak as little as possible as she witnessed the
white people asked her mother to repeat her words. She was intimidated when her father came to school
and he was unable to “speak the teacher’s type of English properly” (Emecheta 70). At lunch, nobody
knew whether she was free dinner, packed lunch or money dinner, and because of “her inability to
understand London English and Winston’s stammer they were automatically regarded as ignorant poor”
and recorded as free dinner (Emecheta 74). Although they were able to pay for lunch, it was not part of
their culture to oppose a teacher even for this humiliating behaviour. Unlike the other parents, her parents
were devoid of “the posh voice” to talk to her teachers (Emecheta 93) and they were very respectful to
the teacher, which was a cultural trait in their country. As Pichler suggests, “one of Gwendolen’s
survival strategies to find access to British society is through language competency, which she finally
manages to achieve by imitating the other children” (52). Initially, she adopted a “new slow English”
(Emecheta 82) and started progressing in language. Despite her failure at school, she was glad to be
away from home and she started to “dilute [her] Jamaican accent” (Emecheta 94). She attempted to
adapt to the society quickly as she opposed her family calling her June-June and “You hear, my name
Gwendolen or Gwen, nuh!” (Emecheta 79). She did not mind being called June-June in Jamaica but she
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became angry with her parents as they gave her a Christian name they could not pronounce. Her own
mother mispronounced Gwendolen’s name as ‘Grandalee’ so, Mr.Aliyu thought it was something
completely different as ‘Grandalew’, which confused Gwen who did not know “which version to use or
which was right” (Emecheta 58). So, on her first day at school she decided to learn the correct
pronunciation of her name from her white teacher who “would definitely get it right” (Emecheta 70). It
was her first reaction to claim her identity and to voice her dissatisfaction with her condition.

Gwendolen hoped to have formal education and schooling in Britain which she believed would give her
happiness, new friends and a bright future. Before she went to Britain, the only education she had was
some sporadic tutorials with a teacher. When Gwendolen went to school for the first time, she was
impressed by the structure, tools and colourful items which were quite different from her experience
with her tutor and the school in Granville. However, in contrast to lively and bright colours of their
dresses in Jamaica, the girls were wearing dull colours. She realised that “this type of school English
was different from her emotional brand” (Emecheta 94). However, she spent most of her time in
remedial class because she was unable to read or write. To her dismay, she reasoned that “Her colour,
which was in the minority, was not helping her very much” (Emecheta 81). The remedial teacher did
not care about her success and the house chores she was responsible for did not allow her much time to
study and compensate for her failure. That her parents did not understand the content of the school
reports prevented her from more humiliation but caused her not to bother about her lessons. Because of
“the way people looked at her family in the church, the way nobody talked to anybody at the laundry,
she feared the white children” and she missed her friends in Jamaica (Emecheta 69). As a result,
Gwendolen did not befriend the white children, and she felt isolated from her classmates who were not
occupied with house chores and who were entitled to question her parents (Emecheta 93). Her failure at
school and her inability to form friendship in Britain depressed her even more. However, her shame
resurfaced with her failure, her lack of friendship, and her parents’ negligence, and Gwendolen soon
transformed into a disruptive student who became aggressive to her teachers “in case they discovered
her shame and ignorance” (Emecheta 111). Despite her eagerness and willingness to have formal
education, the school became a place where she felt ashamed, humiliated, alienated and failed because
of her accent, her illiteracy, her colour, her parents’ avoidance of parents’ meetings and open days.

In the meantime, her relationship with her mother became tense because her mother was unable to treat
her with affection and love. At home “her physical needs were mostly satisfied. But on the other hand,
she felt reduced as a person” (Emecheta 98) because she was neglected and made to be ashamed by her
own mother. When Sonia saw Gwendolen and her father sitting and laughing together, she was cross
with them. So, Gwendolen felt offended and hoped not to be blamed for laughing with her father and
thought her mother was suspicious. After that day, “slow trust that she had begun to nurture towards
Sonia began to waver” and she decided to more careful and cautious about her behaviour (Emecheta
89). She was quite uneasy as she was afraid of being misjudged and not being trusted by her mother like
her Granny. As Mrs.Odowis observed, Gwendolen was “absorbing all her surroundings including the
culture of this place” (Emecheta 97) and she bitterly realised that her parents were “both isolated in their
illiteracy” (Emecheta 140). Her parents had to take shelter in “silence and inconspicuousness” which
was “a source of dis-location in and dis-integration into British society for the immigrants” (Pichler 50).
Obviously, Gwendolen was upset and disappointed with her parents’ isolation from the mainstream,
which delayed her forming healthy relationships and which further silenced her.

The ghetto life and the restricted cycle of people Gwendolen found herself in further hindered her
integration into the mainstream of the British society. As a far-reaching effect of colonialism, in this
new country, she had to live among other immigrants who were living on the fringes of the British
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society under difficult circumstances. The immigrants from the (former) colonies gathered and
fraternised with the people of the immigrants from the colonies. They were all economic migrants who
came to Britain either for work or for education in tandem with the trend in the 1960s, 1970s and 1980s.
The immigrants had to live in their insulated ghettos where “a rewarding interaction among non-white
immigrants and the white British population is basically non-existent and that the ties to the same or
other ethnic groups are reinforced” (Pichler 50). The Brillianton family had Nigerian neighbours, and
their landlord was a Nigerian. However, these people were living like they were in their own countries
with the same habits, traditions, rituals, relations, manners and behaviour. Their cultural baggage did
not include only positive traits but also some discriminatory and cruel habits. Their landlady, Gladys
Odowis, was beaten harshly by her husband Tunde and Sonia hid her and three children from Tunde for
three days. Gladys was given a council flat because of harsh treatment of her husband. She complained
about the family pressures in Nigeria and said bitterly that her people did not mind that she was beaten
by her husband as many of them thought she deserved it. When she complained to the social workers
and the police, they “stamped [her] as a bad woman” (Emecheta 65). In addition to domestic violence,
polygamy was another problem still troubling the immigrant women in Britain. Some men like Nigerian
Azu Ilochina had two wives and 12 children although he came to Britain in the late 1950s to study law
and to go back to Nigeria as a politician or as a businessman.

The relationships among the immigrants sometimes went sour as they blamed each other for different
reasons on different pretexts. Although they were used to being asked humiliating questions based on
ignorance and prejudice about Africans, they did not hesitate to resort to the verbal and psychological
violence and humiliation the colonisers used for them for each other as they seemed to have internalised
these disgraceful and discriminating attitude. As Mathew indicates, “the continental divide between
these Africans who could not identify or completely appreciate each other’s values is suggested in the
novel” (Mathew 158). Ilochina asked Winston if he could do the same for his woman and Winston
protested that he was a Christian and it was something “uncivilized African Muslims” could do
(Emecheta 126). In a similar manner, Ilochina believed “Christianity has made us all the softer and
maybe more individualistic and wiser” (Emecheta 126) instead of their local and polytheist religions.
When Mr. Aliyu finally sent them a letter to evict them in four weeks. For Mr. Ilochina, an Ibo man, he
was just an “arrogant Yoruba fool” who was different from nicer Ibo people (Emecheta 123) and for
Winston he was just a “tupid African” (Emecheta 123). People from Grenada thought Jamaicans ate
monkeys but Ilochina said they were the people who ate monkeys. After Winston’s death, Sonia started
seeing a married man, James, who was older than her. When Mrs. Odowis criticised her about her affair,
she decided not taking her seriously because she was “an uncivilized African with all her taboos and
superstitions” (Emecheta 225). Sonia did not like [yomide’s name as a Yoruba name, as an “uncivilized
African voodoo name” (Emecheta 237). Even the congregation in Brother Simon’s church, which was
supposed to welcome and give a proper funeral for their former priest, refused to organise a proper
funeral for Winston after his death as they blamed him for allowing Emmanuel to stay in their house
and a white man said the prayers during burial. As another proof of the ongoing race issues which were
plaguing the people of different colours, Emmanuel’s parents refused to have a black daughter-in-law.

Another internalisation of racist behaviour of the colonizers is manifest with their reaction to the people
of dark and very dark skins. That “racism inflicted on the black people was not only from the white ones
but also from their own black or coloured peoples” (Chattopadhyay 45) was “another cultural fiasco in
the colonial countries” (Mathew 158). Because, the people with darker skins humiliated the half-castes
as ‘Jamaica Brown’ or ‘Yellow Nigger’ whereas the latter were proud of their lighter skins like the social
worker “who used very available cosmetic to emphasize their whiteness” and who spoke “a beautiful
studied Jamaican accent” (Emecheta 169). Gwendolen’s first private teacher, Miss Peters, was described
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as a “Yellow Nigger, Jamaica Brown” (Emecheta 26) like Sonia’s boyfriend after Winston’s death.
Gwendolen was unable to find peace among her father’s relatives including Granny Elinor, who was
paler than them “almost like white people” (Emecheta 30) with whom she felt uneasy because of her
dark skin in contrast to their lighter skin colour. Gwendolen felt that if she had been not so dark she
would be welcome there. In contrast to her parents, Gwendolen adapted to the British society and she
could detect Yellow Niggers “fak[ing] black when the occasion called” and who changed their identity
according to circumstances (Emecheta 169). According to Pichler, this is an indication that “the
Africans, when they were sold into slavery and transported to the Caribbean islands, ultimately lost
touch with their original culture” (48) and “colonial encounter had made a deep breach between men of
the same breed such as the West Indian and West African blacks” (Mathew 158).

There was also some sort of hostility and attitude between Africans and the West Indian Blacks towards
each other due to the linguistic differences. Although they all thought that they were speaking the same
language, their different dialects made their communication difficult. Sonia was unable to understand
Gladys’ “BBC Nigerian English” (Emecheta 61) and Sonia mispronounced Mr. Aliyu’s name as Aula.
He did not mind white people mispronouncing his name but he could not stand other black people
mispronouncing his name as “he learned to regard it as one of the dehumanizing processes of existence
you have to go through in a country that is not your own” (Emecheta 57). Mr. Aliyu thought West Indian
tenants were speaking funny English whereas the Brilliantons thought he was an uncivilized African
man although he was speaking well. Because of his cultural codes, he was the one who told them that
the granny was ill rather than telling them she was dead. When Mr. Aliyu told him the truth, Winston
became furious and beat the man as he was assured that not being told the truth was stupid. From then
on, Mr. Aliyu avoided him thinking that “the gulf which was made by slavery that separated brother
from brother was still too wide and too deep to be crossed by a single narrow bridge made of the wooden
plank of the English language” (Emecheta 120). Obviously, the formerly colonised people like their
colonizers developed some discriminatory and derogatory attitudes to the people of different religions,
ethnicities, and dialects. Therefore, for a black immigrant girl, life was still difficult and challenging in
Britain. So, despite her initial hope of forgetting all about the rape and finding security, warmth and
comfortable life, Gwendolen had to face the drastic conditions of immigrant life which suffocated and
alienated her.

Gwendolen was disheartened and disillusioned with the rituals in the church which were supposed to
give her consolation or peace of mind she desperately needed as the churches in Britain looked remote
and cold to her. Different from the joyful and whole-hearted singing in churches in Jamaica, the Sunday
ceremonies in Britain were boring and cold. The only similarity was wearing the best clothes. Because
there were no black people in the church, she thought they were “worshipping a white, cold God”
(Emecheta 109). Obviously “they needed a livelier God” (Emecheta 109). Africans and the West Indians
liked dressing up for church and the church was an ideal place “to praise and thank one’s creator for all
the bounties of life” (Emecheta 109). In Jamaica, the congregation prayed for each other and for
themselves but in Britain people were saying their prayers individually. Establishment of Brother
Simon’s church and its attraction for them were signs of far-reaching colonialism because the church
soon became a “warm and colourful” place for them and they sang “the old missionary hymns of their
childhood days” (Emecheta 110). The church soon became their meeting place which served their social,
entertainment, and spiritual needs. Sonia remembered the songs at the church and enjoyed being part of
the “soul-lifting experience” which made “the early Africans f[a]ll for it and thr[o]w away their gods.
The gods that demanded inaudible incantations and grunts” (Emecheta 137). The new church attracted
other people who were not happy with “the impersonal established Church of England where the Good
Lord seemed so distant, for this one where somehow people felt that God would understand their



Proceedings Book
10th International KTUDELL Conference: Language, Literature, and Translation
29-30 May 2025, Karadeniz Technical University, Trabzon, TURKIYE

language the more” (Emecheta 111). Windsor transformed into Brother Brillianton as a good preacher
despite his stammer and despite his isolation from the British society. Gwendolen was dissatisfied with
the cold and reserved manner of the British churches and she found temporary relief in the new church
which was very much like the church in Jamaica.

However, once more she was depraved of consolation and peace as the preacher was her own father
who raped Gwendolen during the absence of her mother when she was 16. Despite her incestuous rape,
Winston unashamedly scolded her for not being a virgin, and he did not stop preaching about adultery
and sinful acts during which she felt nervous and tense as if the other people could understand her shame.
Once more Gwendolen was victimised and her wounds started bleeding and giving her pain. Gwendolen
still remembered how people reacted when they learned the truth about Uncle Johnny’s rape. Although
they were angry with him, they also hated, stigmatized and shunned her for not shouting. After her
realisation that she was pregnant, she stopped going to school, she left the house, she slept on a bank,
she was taken to a police station, then to a hospital for mentally sick. She knew that when her baby was
born, they would understand Emmanuel was not the real father as the baby would not be a yellow one.
This was the most crucial moment in her life where she found herself helpless, hopeless and on the verge
of a breakdown. Etherson explains the reasons how she came to a mental and psychological collapse:

When the child repeatedly experiences ruptures in connection without repair, the child will
feel ongoing threat and severe shame as a result. The child will not be given any information
on why they feel threat, so the only attribution that they can make is that they are bad and
responsible for the ruptures. This leads to trait shame, meaning the child perceives
themselves to be either flawed, bad, or not good enough to be protected from perpetual
threat, that this is who they are. (147)

Nevertheless, Gwendolen found stamina and strength to alter the course of her life as she finally
screamed “something that had been bottled inside her for so long” in a mixture of patois and “London
school cockney” (Emecheta 176) after remaining silent for so long. She loudly protested that she was
simply pregnant not insane.

Despite her own problems she was still worried about her father lest he would be jailed. Economic
concerns as well as emotional reasons motivated her not to complain about him. She did not say who
the father of the baby was but she refused abortion as it was the only thing she had. Gwen stayed in a
sheltered home for five months until the delivery. She had some friends but they always kept their
distances with “a relationship that did not choke” (Emecheta 208). She was still blaming herself for
causing her father’s death and wondering whether her mother was blaming her when an ambulance took
her to the hospital for delivery. However, despite numerous problems, “she acquires her freedom and an
independent outlook on life” (Mathew 162) in the end. Obviously, “the violent act of rape on her
sexuality, although tragic, does not hamper this young character but instead teaches her to grow into a
maturity of protecting herself as a woman” (Nadaswaran 149). Ama, a Ghanaian nurse helped her give
birth and finding a name for the baby girl, lyamide, meaning, “my mother, my female friend, my female
savior, my anything-nice-you-can-think-of-in-a-woman’s-form, is here” (Emecheta 210). She did not
wish to give a name that they could not pronounce. She told Emmanuel that he was not the father and
the father of the baby was dead. She explained to him that she decided to save herself. She thanked him
for teaching how to read and particularly the novel by a black woman, A4 Black Person’s Story. She was
happy that she could read and felt as if her blindness had been miraculously cured. She now had a flat
with some basic furniture and she enjoyed her sense of freedom.
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In order to understand Gwendolen’s growth as a human being as well as her mental and emotional
transformation, Sonia’s change in her outlook and manners must be analysed. Because loveless mother-
daughter relationship sheds light upon Gwendolen’s predicament as a daughter who was trapped in her
own cell. There were two milestones in Sonia’s life which made her see life with different lenses: her
return to Jamaica after her mother’s death and Winston’s death. Previously, she took it for granted that
her basic role in her family was the house chores despite the fact that she was also earning money. In
their family, “Gender roles [were] organised along the supposedly unchanging categories of
husband/father and wife/mother, with each partner being aware of the tasks and functions that [were]
relevant to the performance of the requisite role” (Olufunwa, “No Woman's Land” 37). Sonia was a
typical woman who was strained by the traditional womanly, wifely and motherly roles she was
supposed to behave as she was conditioned to believe that these were her domestic responsibilities. Her
traditions stipulated that women must “look after members of their families, to boost the ego of the man
in their lives, be the man a father, a husband, or even a son. And they were to nurture and act as agony
aunts to their offspring. But to live for themselves was not to be” (Emecheta 135). Therefore, she felt
uneasy about how to behave Gwendolen and whether to let her free like the other English girls or curb
her actions. She did not mind her authority was challenged by her boys but as a daughter she was
supposed to be obedient and “under her ... [who was] growing into a big, big ‘oman” (Emecheta 91).
Her life in Britain was far from satisfying her as a woman because as a black, immigrant, poor mother
and wife she had to cope with “issues of racism, femininity and poverty which are complexly knit into
the space that black women hold” (Ebrahimkutty 3) although Sonia was not living the shacks of
corrugated iron and beds of bamboo sticks in Jamaica anymore.

Her travel back to Jamaica for two more years upon her mother’s death had major impact on her because
she realized that it was possible to live without Winston and without her children. She liked this new
sense of freedom, but she also feared it because it was contradictory to her life-long learning and
presumptions about how good women must behave. She enjoyed her freedom for a while, and it was a
time of “self-discovery” (Emecheta 140) for her. However, this newfound feeling of joy soon turned
into disillusionment as she discovered that she did not have much to share with her old friends in Jamaica
anymore, and it was very difficult to make a decent living in Jamaica. After two years, she returned to
London despite its greyness and coldness where “she could make money looking after other people’s
children, where she could sew endless clothes for her family” (Emecheta 139). She was a different
woman who thought that the white people preferred the lower working-class black people in a
subordinate position “in picturesque ignorance from which they could be called upon to display their
physical agility in sports or to wail their fate in low haunting melodies, for the amusement of all”
(Emecheta 160). She felt unable to voice her thoughts “like millions of black women to whom education
— the means of communicating their thoughts to another — was denied, her confused and yet exhilarating
feelings died in her head” (Emecheta 161). This was a king of awakening for her and she started seeing
her situation with the eye of a conscientious woman who was well aware of her situation.

Sonia’s realisation that, like Mrs. Odowis, she belonged to neither Britain nor Jamaica with no particular
emotional or psychological attachment was the most distinct sign of her awareness of her hybrid status.
They were isolated from their birth places, but they did not feel part of the British society, either. Both
of them felt that “even if they had stayed all their lives here, they would be perpetually marginalized
and that would always make them suffer a kind of religious, social and political paralysis” (Emecheta
164). So, they came to a conclusion that they had to organise their lives in recognition of this situation.
When she came back to Britain, she knew that “She not in Granville nuh. This is Englan’, where
everybody mind dem business” (Emecheta 162) in contrast to her initial confusion on her first coming.
She also decided that she had to rid of stifling stereotypical womanly, wifely and motherly worries as
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much as possible. Obviously, after long years of struggle “in stereotyped gender roles that impose certain
responsibilities and duties upon them” (Olufunwa, “Earning a Life” 39), Sonia concluded that she had
to “satisfy [her] own longings rather than only those of others” (Olufunwa, “Earning a Life” 41) as she
said she did not want to carry a lot of burden on her back like a tortoise as a black woman.

Despite her mental change and her being on the verge of emancipation, Sonia denied and turned a blind
eye to the obvious fact that her husband raped their own daughter and impregnated her. She wanted to
believe that she was pregnant by her Greek boyfriend, Emmanuel. She blamed herself for not helping
Winston during his time of depression and blamed Gwendolen for having a relationship with Emmanuel
which caused Winston’s misery to ease her pain. Sonia was afraid of gossips and being blamed by the
other people because of Gwendolen’s pregnancy and being in a mental hospital. She finally reasoned
that something terrible happened and Gods became angry when she was in Jamaica. As soon as she saw
the baby she thought she looked like Winston “in miniature” (Emecheta 237) and this was the moment
she had to accept that Winston was the father of the baby. Sonia realized she was blind and “everything
change so fast in this kontry” (Emecheta 238). In the end, she plunged the knife she had planned to kill
Gwendolen with into a dustbin several times, buried the knife in the bin, and said to Gladys that it was
Winston she buried. It was her outburst and final outcry to all the troubles and miseries in her life.

To conclude, after Gwendolen was sexually abused by her most trusted male protectors, for a long time,
she adopted the strategy of keeping silent about her problems and stifling them in order not be shunned,
isolated and blamed by her relatives and by the community as she felt intense shame, anxiety and guilt.
Her hopes of healing waned after she confronted the indifferent British society, the language barrier, the
cold British weather, the loveless parents, and the ghetto life. All she longed for was a loving father and
a compassionate mother who believed her. She lost her dignity, her self-confidence, her hopes, her
family and her friends one after another. However, she veered towards self-articulation, emancipation
and self-sufficiency particularly with her friendship with Emmanuel who changed her life thoroughly
as he helped her to learn reading, through her pregnancy and for her childcare. She suppressed her
anguish, she hid her feelings, and she tried to be inconspicuous for a long time. In contrast to her doubts,
apprehension and restraint at the beginning, she grew emotionally and psychologically so much that she
decided to confront all obstacles of sexist-traditions, patriarchy, domestic violence, and wifely, motherly
roles, which were hampering her development. In contrast to her parents and most other immigrants
who remained outside the mainstream of the British society, she proved a resolute and courageous girl
who wished to integrate into the British society where she hoped to raise her baby. Sonia, on the other
hand, changed her life to some extent but due to her age, her mentality, her children and her habitual
actions, she would have to struggle more to have a decent life.
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Abstract

This study explores the representations of Saracens and Western characters in two prominent medieval
texts—7The Song of Roland and Richard the Lion-Heart—through the theoretical frameworks of
Orientalism and Occidentalism. While Orientalism traditionally interrogates how the West constructs
the East through stereotypical and hegemonic narratives (Said, 1978), Occidentalism considers how the
West itself is depicted, often through a critical or dehumanizing lens (Margalit & Buruma, 2004).
Through a comparative analysis, this paper investigates the binarism, cultural subversions, and potential
self-Occidentalist discourse present in these narratives, arguing that both texts contain layered depictions
that transcend simplistic East-West dichotomies.

Keywords: Occidentalism, orientalism, romance, chanson, east, west

1. Introduction

The binary of East and West has long shaped cultural, political, and literary narratives. Rooted in Edward
Said’s Orientalism (1978), critical discourse on the representation of non-Western societies in Western
literature has emphasized the depiction of the "Orient" as exotic, irrational, and inferior. Conversely, the
concept of Occidentalism, as articulated by Avishai Margalit and lan Buruma (2004), reflects a reverse
gaze—an often-dehumanizing image of the West shaped by anti-Western sentiments and ideological
critiques, sometimes originating within the West itself. This study applies these twin theoretical lenses
to two medieval European texts: The Song of Roland, a French chanson de geste, and Richard the Lion-
Heart, an English romance. Both texts grapple with portrayals of Saracens and Western knights during
the age of the Crusades.

2. Research Questions

This research is driven by the following questions: Can a self-Occidentalist discourse be identified in
these Western-authored texts? Do these narratives subvert the typical Orientalist discourse that equates
the West with rationality and morality, and the East with barbarism and decadence? What kinds of
positive Saracen representations emerge within these works, particularly concerning gender, belief, and
cultural expression?

3. Literature Review

The foundational theoretical lens for this review is Orientalism, primarily as articulated by Edward Said
in his seminal 1978 work, Orientalism. Said argued that the "Orient" is not a neutral geographical entity
but rather a "European invention," a discursive construct that has served to define European identity and
power dynamics through the systematic exoticization, feminization, and subjugization of the 'East' (Said,
1978). This construction, Said posits, is deeply embedded in Western scholarship, literature, and
political discourse, serving to legitimize colonial and imperialistic endeavours. While Said's work
primarily focused on the modern period, its implications for understanding historical representations of
the 'Other’ in pre-modern texts are profound, inviting scholars to examine how similar discursive
practices might have operated in earlier centuries.
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Following Said's critique, the concept of Occidentalism emerged as a complementary, though less
uniformly defined, theoretical framework. While Orientalism examines Western representations of the
East, Occidentalism investigates how the "West' is conceptualized, often by non-Western perspectives,
or how internal Western self-perceptions are constructed. Critics such as lan Buruma and Avishai
Margalit (2004) in Occidentalism: The West in the Eyes of Its Enemies explore how the West has been
caricatured as materialistic, decadent, and spiritually empty, particularly from the perspective of its
perceived adversaries. However, Occidentalism can also refer to the internal self-fashioning of Western
identity, often in opposition to an imagined or constructed 'East' (Carrier, 1995; Coronil, 1996). For the
purpose of this review, both dimensions of Occidentalism — the self-construction of the West and the
external portrayal of the West by the East — are relevant when analysing medieval narratives of
intercultural conflict.

Early analyses of Roland often focused on its historical and literary significance, viewing the portrayal
of the Saracens as a reflection of genuine medieval attitudes towards Islam (Payen, 1980). However,
with the advent of post-colonial theory and Said's Orientalism, a more critical perspective emerged.
Scholars began to dissect how the poem constructs the Saracen as an antithesis to Christian Frankish
identity, thereby reinforcing and glorifying Christian military and moral superiority. Jane Chance
(1990), in The Medieval Other, examines how the Saracens are depicted as idolatrous, barbaric, and
treacherous, directly contrasting with the valorous and divinely sanctioned Franks. This
dehumanization, she argues, serves to legitimize the violence against them. Similarly, William W. Kibler
(1990) analyses the theological and ideological underpinnings of the Saracen portrayal, emphasizing
how their supposed idolatry and paganism are central to their othering.

More explicit applications of Orientalist theory to Roland can be found in the work of critics like Sarah
Kay (2007) in The Chansons de Geste in the Age of Anxiety, where she discusses the epic's role in
shaping a collective European identity through the construction of an external Islamic threat. She
illustrates how the Saracen "other" becomes a screen onto which Frankish anxieties and aspirations are
projected. Furthermore, scholars have noted the curious, almost paradoxical, instances where Saracens
express admiration for Roland's valor or where their conversion is depicted, suggesting a complex, albeit
often superficial, engagement with the 'Other’' (Cook, 1987). Despite these nuances, the overarching
consensus in Orientalist readings is that The Song of Roland fundamentally contributes to a discourse
that positions the Islamic world as inherently inferior and hostile to the Christian West.

Scholarship on Richard the Lion-Heart has often focused on its propagandistic nature, celebrating the
English king as a Christian hero and demonizing his Muslim opponent. Robert Allen (1987) examines
the poem's construction of Richard as an idealized crusader, embodying chivalric virtues and Christian
piety, while simultaneously depicting Saladin as cruel, cunning, and ultimately defeated, thus fulfilling
an Occidentalist self-idealization. The narrative's graphic descriptions of Richard's brutality towards the
Saracens, including acts of cannibalism, have particularly drawn critical attention. These shocking
elements, as argued by Stephen Knight (1986), serve not merely as entertainment but as a means of
emphasizing Richard's extreme commitment to the Christian cause and the absolute barbarity of his
enemies, thereby reinforcing the righteousness of the crusading enterprise.

From an Orientalist perspective, the portrayal of Saladin in Richard the Lion-Heart is crucial. While
often depicted as a worthy adversary in other Western texts, here he is largely reduced to a figure of
oriental despotism, characterized by treachery and ultimate defeat. Critics such as Lynn Ramey (2006)
analyze how Saladin, despite his historical reputation for chivalry, is consistently undermined in the
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poem to elevate Richard's stature. The romance thus perpetuates Orientalist stereotypes of the Muslim
leader, even as it implicitly acknowledges his power.

Conversely, the poem also offers avenues for exploring Occidentalism through the self-representation
of the English crusaders. The text constructs a specific image of English national and Christian identity
forged in opposition to the Saracen. Richard's strength, piety, and ruthless efficiency become idealized
markers of English prowess, reflecting a nascent nationalistic Occidentalism. The poem's emphasis on
Christian unity against the Islamic threat, despite historical disunity among the crusaders, further
reinforces this idealized self-perception (Edgington, 1996).

4. Theoretical Framework: Orientalism and Occidentalism

Edward Said’s seminal work, Orientalism (1978), posits that the West has historically constructed the
East through stereotypical representations that reinforce Western superiority. This Orientalist discourse
does mnot merely reflect cultural misunderstanding but facilitates domination. Conversely,
Occidentalism, as theorized by Margalit and Buruma (2004), involves anti-Western stereotypes that
depict the West as soulless, materialistic, and morally bankrupt. Importantly, these Occidentalist images
are often birthed from within the West itself—by intellectuals critiquing modernity and Enlightenment
rationality.

Another perspective on Occidentalism, offered by Couze Venn (2000), understands it as the selective
adoption of Western science and institutions while preserving a distinct cultural identity. This dual
vision—OQOccidentalism as critique and as adaptation—provides a flexible framework for interpreting
medieval narratives in which Saracens are portrayed with unexpectedly complex identities.

5. Saracens in The Song of Roland

The Song of Roland (c. 1100) exemplifies the epic struggle between Christian Franks and Muslim
Saracens. At face value, the poem adheres to the typical Orientalist dichotomy: the Frankish knights are
noble, valiant, and pious, while the Saracens are idolatrous and deceitful. Yet, as Judith Walker (1961)
notes, the Saracen characters often mirror the courtly values and martial prowess of the Christians. They
are not depicted as savages but as culturally refined warriors who adhere to chivalric codes. Such
portrayal complicates the Orientalist narrative, suggesting a form of admiration or at least recognition
of parity in cultural sophistication.

Indeed, Saracen leaders such as Baligant, although ultimately defeated, are described with reverence
and awe. His martial strength and leadership qualities rival those of Charlemagne himself. This
symmetrical valorization hints at a subversive discourse, where the “Other” is not merely demonized
but becomes a reflection—an alter ego—of the Western self. This mirroring potentially constructs a
self-Occidentalist lens, where the Western identity is reinforced not solely through contrast but through
uneasy identification with the East.

6. Saracens in Richard the Lion-Heart

The English romance Richard the Lion-Heart, composed in the 14th century, reflects a more romance-
infused and fantastical treatment of the Crusades. Richard I, a historical figure who led the Third Crusade
(1189-1192), is mythologized as a heroic Christian king battling the forces of Islam. While many
depictions of Saracens remain derogatory, there are notable moments that offer more nuanced portrayals,
particularly in the context of gender and inter-religious encounters.
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Dada (n.d.) and Ewoldt (n.d.) have both emphasized the role of Saracen women in Middle English
romances. In Richard the Lion-Heart, Saracen women are occasionally portrayed with agency and moral
depth. Their capacity for conversion, romantic union with Christians, and displays of virtue challenge
the rigid binarism of West versus East. These moments of cultural and emotional crossover suggest that
the text is not merely a vehicle of Orientalist ideology but also a space of intercultural negotiation.

Furthermore, the text occasionally reflects a satirical critique of Western arrogance. Richard’s excessive
pride, his brutality, and his failure to secure lasting peace in the Holy Land are not always painted in a
flattering light. This ambivalence may serve as a form of self-Occidentalist discourse, where the flaws
of Western chivalry and religious dogma are exposed, albeit within a narrative framework that ultimately
upholds Christian supremacy.

7. Comparative Analysis: Binarism and Subversion

The central dichotomy in both texts—Christian versus Saracen—frequently maps onto a broader
symbolic geography: West as rational, moral, and civilized; East as chaotic, idolatrous, and barbaric.
However, the sustained admiration for Saracen martial and cultural virtues in both The Song of Roland
and Richard the Lion-Heart problematizes this dichotomy.

As Turner (n.d.) notes, medieval representations of Saracens often serve as sites where race, religion,
and gender intersect. The valorisation of Saracen strength and beauty, particularly among noble women,
complicates the simplistic equation of West with good and East with evil. Moreover, the texts
occasionally reflect anxieties about the Christian self—its vulnerabilities, hypocrisies, and
dependencies—which in turn create space for Occidentalist critique.

8. Methodology
Two historical texts i.e. The Song of Roland and Richard the Lion-Heart are scanned and read according
to research questions and certain evidence are given as report in the paper.

Conclusion

Research questions are answered through the paper. This study argues that The Song of Roland and
Richard the Lion-Heart are not monolithic in their representations of Saracens or the West. Instead, they
contain complex and sometimes contradictory depictions that reflect both Orientalist and Occidentalist
discourses. While these texts certainly engage in cultural othering, they also contain elements of
admiration, subversion, and introspection. The Saracen is not merely an enemy; he is a mirror in which
the West confronts its ideals and contradictions. Thus, these narratives can be read as early articulations
of a discursive tension that continues to shape East-West relations. They invite a reconsideration of
medieval literature not only as a site of ideological consolidation but also as a space for cross-cultural
reflection and critique.
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Abstract

Cognitive Behavioral Therapy (CBT) is grounded in the principle that an individual’s thoughts, feelings,
and behaviors are interconnected and that maladaptive thoughts can be restructured to foster healthier
emotional and behavioral outcomes (Beck, 2011). CBT has demonstrated particular efficacy in treating
anxiety by identifying and altering negative thought patterns that contribute to feelings of fear and
nervousness. In the context of foreign language speaking anxiety (FLSA), language learners often hold
irrational beliefs such as “If | make a mistake, I will be humiliated” or “My accent will prevent me from
being understood,” which exacerbate anxiety and inhibit participation (Woodrow, 2006). Integrating
CBT techniques into foreign language teaching (FLT) can help learners challenge these irrational beliefs
and develop more constructive thought patterns (Horwitz, 2001). Certain FLT methods, such as task-
based language teaching (TBLT) and mindfulness-based language teaching (MBLT), naturally align
with CBT principles by creating supportive learning environments, facilitating gradual exposure, and
promoting cognitive restructuring. This paper explores the intersection of CBT techniques and FLT
approaches in reducing FLSA, highlighting how integrating CBT’s principles into language
instruction—through cognitive restructuring, gradual exposure, mindfulness, and collaborative
learning—can effectively lower learners’ anxiety and promote greater participation.

Keywords: Cognitive, behavioural, therapy, foreign language, speaking, anxiety

1. Introduction

Foreign language speaking anxiety (FLSA) is a significant barrier to language learning, often hindering
learners’ communicative competence and willingness to participate in classroom activities (Horwitz,
Horwitz, & Cope, 1986). Cognitive Behavioural Therapy (CBT), which is based on the premise that
thoughts, feelings, and behaviours are interconnected, offers a robust framework for addressing anxiety
by restructuring maladaptive thoughts (Beck, 2011). This paper examines how integrating CBT
techniques with foreign language teaching (FLT) approaches can lower FLSA, creating a more
supportive and effective learning environment.

1.1. Research Questions

How can Cognitive Behavioural Therapy (CBT) techniques, such as cognitive restructuring and gradual
exposure, be effectively integrated into foreign language teaching (FLT) to reduce foreign language
speaking anxiety (FLSA)? What are the perceptions and experiences of language learners regarding the
use of CBT-aligned strategies (e.g., positive self-talk, exposure tasks, mindfulness) in reducing FLSA
within the language classroom? To what extent does Task-Based Language Teaching (TBLT) align with
the principles of CBT, and how does this alignment influence learners’ speaking anxiety levels? What
is the role of mindfulness-based language teaching (MBLT) in mitigating FLSA, and how does it
compare to other CBT-based interventions in terms of effectiveness? How do collaborative learning
strategies in FLT settings function as supportive frameworks akin to CBT’s safe environment approach
for skill development and anxiety reduction? What are the short-term and long-term effects of
integrating CBT-based techniques into FLT on learners’ communicative competence and speaking
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confidence? How do teachers’ beliefs and practices regarding mistakes and error correction influence
learners’ anxiety, and how might CBT’s reframing techniques modify these instructional practices?
What are the challenges and facilitators in implementing CBT-informed teaching practices in FLT
contexts, from both teachers’ and learners’ perspectives? How do learners’ individual differences (e.g.,
previous language learning experiences, trait anxiety levels) moderate the impact of CBT-based
interventions in FLT on speaking anxiety reduction? What are the implications of integrating CBT
techniques into FLT for language teachers’ professional development and pedagogical practices?

2. Literature Review

Foreign Language Speaking Anxiety (FLSA) has been recognized as a significant affective barrier to
language acquisition, impeding learners’ willingness to communicate and participate in speaking tasks
(Horwitz, Horwitz, & Cope, 1986). Woodrow (2006) identified that learners frequently experience
irrational beliefs such as fear of humiliation and concerns over accent intelligibility, which intensify
FLSA and inhibit performance. Horwitz (2001) further emphasized that these irrational cognitions often
stem from perfectionistic expectations and self-critical evaluations that perpetuate negative affective
states. Cognitive Behavioural Therapy (CBT) offers a structured approach to anxiety reduction by
addressing the interrelationship between thoughts, emotions, and behaviours (Beck, 2011). CBT
operates on the premise that maladaptive thoughts exacerbate anxiety, and by restructuring these
thoughts, individuals can achieve healthier emotional and behavioural outcomes. In the context of
general anxiety disorders, CBT has consistently demonstrated effectiveness in helping individuals
identify and challenge irrational thoughts that contribute to anxiety (Beck, 2011). Techniques such as
cognitive restructuring, exposure, and relaxation are particularly relevant to managing anxiety
symptoms.

Emerging research suggests that CBT techniques can be adapted to foreign language classrooms to target
FLSA (Horwitz, 2001; Woodrow, 2006). Cognitive restructuring—teaching learners to replace negative
self-talk with constructive affirmations—helps challenge the irrational beliefs that underlie speaking
anxiety (Woodrow, 2006). For example, learners can be guided to reframe thoughts like “I can’t speak
properly” into “I am improving with every conversation,” fostering a growth mindset and reducing the
fear of mistakes. Additionally, gradual exposure to speaking tasks, a hallmark of CBT, can help
desensitize learners to anxiety-provoking situations by progressively increasing the complexity of
speaking tasks (Beck, 2011).

Several Foreign Language Teaching (FLT) approaches naturally align with CBT principles. Task-Based
Language Teaching (TBLT) emphasizes meaningful communication through real-world tasks rather
than focusing exclusively on accuracy (Ellis, 2003). This approach mirrors CBT’s emphasis on reducing
perfectionism and reframing mistakes as integral to the learning process. TBLT creates opportunities
for learners to engage in authentic communication, thereby reducing the evaluative pressure that often
triggers FLSA.

Mindfulness-Based Language Teaching (MBLT) is another promising approach that integrates
mindfulness practices—non-judgmental awareness of one’s thoughts and feelings—into language
learning (Shapiro, Astin, Bishop, & Cordova, 2005). Mindfulness helps learners maintain focus and
calm during speaking tasks, which aligns with CBT’s relaxation strategies. Pattison and Wills (2014)
found that mindfulness-based interventions can effectively reduce anxiety and improve performance in
high-stress language learning situations.
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Collaborative learning strategies, such as pair work and small group discussions, provide learners with
supportive, low-pressure environments conducive to practicing speaking (Beck, 2011). These
frameworks reflect CBT’s emphasis on supportive exposure, where learners can rehearse new skills
before applying them in more challenging contexts. Such supportive environments encourage risk-
taking and reduce anxiety associated with speaking in front of larger groups.

The intersection of FLT methods and CBT techniques offers a promising avenue for addressing FLSA.
By integrating cognitive restructuring, gradual exposure, and mindfulness into language instruction,
educators can create classrooms that are both affectively supportive and pedagogically effective. Beck
(2011) and Horwitz (2001) highlight the potential of combining CBT with educational practices to
challenge irrational beliefs and promote active participation. The alignment between TBLT and CBT’s
emphasis on communication over perfection, along with MBLT’s support for emotional regulation,
exemplifies this integrative approach.

3. CBT and FLSA

CBT emphasizes the identification and restructuring of irrational thoughts that fuel anxiety (Beck,
2011). In the case of FLSA, learners may experience thoughts such as “If I make a mistake, I will be
humiliated,” or “My accent will prevent me from being understood” (Woodrow, 2006). These cognitions
contribute to avoidance behaviours and heightened anxiety. By challenging these thoughts and replacing
them with more balanced and realistic perspectives, CBT can help learners reduce anxiety and improve
their willingness to communicate (Horwitz, 2001).

4. FLT Approaches Aligned with CBT Techniques

TBLT i.e. Task-Based Language Teaching encourages learners to engage in meaningful communication
through real-world tasks, emphasizing functional communication over accuracy (Ellis, 2003). This
mirrors CBT’s principle of reducing the focus on perfection and reframing mistakes as part of the
learning process. By designing tasks that prioritize communication rather than error correction, teachers
help reduce learners’ fear of failure, similar to CBT’s exposure techniques that gradually desensitize
individuals to feared situations (Beck, 2011).

MBLT, i.e., Mindfulness-Based Language Teaching, incorporates mindfulness practices into language
learning, fostering self-awareness and non-judgmental acceptance of thoughts and feelings (Shapiro,
Astin, Bishop, & Cordova, 2005). Mindfulness promotes a state of calm and focus, helping learners
manage anxiety during speaking tasks. Research indicates that mindfulness-based interventions can
reduce anxiety and enhance performance in high-stress situations, including foreign language speaking
(Pattison & Wills, 2014).

Cognitive restructuring, a core component of CBT, can be implemented in FLT through techniques such
as positive self-talk and affirmations. Teachers can encourage learners to replace negative thoughts like
“I can’t speak properly” with affirmations such as “I am improving with every conversation” (Woodrow,
2006). This technique not only challenges negative cognitions but also reinforces a growth mindset,
promoting resilience and encouraging learners to view mistakes as opportunities for learning rather than
failures.

Collaborative learning strategies, such as pair work or small group discussions, provide learners with a

supportive and less judgmental environment to practice speaking. These interactions parallel CBT’s
emphasis on practicing new skills in a low-pressure, supportive setting before transitioning to more
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challenging situations (Beck, 2011). Such environments can reduce anxiety by normalizing mistakes
and fostering peer support.

5. Methodology
Cognitive Behavioural Therapy techniques and Foreign Language teaching and learning principles have
been compared and contrasted and underlined the intersections through the research.

6. Results and Discussion

The intersection of CBT techniques and FLT approaches offers a promising avenue for addressing
FLSA. By integrating CBT principles—cognitive restructuring, gradual exposure, mindfulness, and
supportive learning environments—into language instruction, teachers can create conditions that lower
anxiety and promote more active participation. TBLT’s focus on functional communication and MBLT’s
emphasis on self-awareness align naturally with CBT’s goals of challenging maladaptive thoughts and
reducing anxiety. Implementing these strategies can empower learners to overcome their fear of
speaking and develop greater communicative competence.

7. Conclusions

Reducing FLSA is critical for fostering effective language learning. By incorporating CBT techniques
into FLT, educators can help learners challenge irrational beliefs, reframe mistakes, and build
confidence. The synergy between CBT and FLT approaches—through TBLT, MBLT, and cognitive
restructuring—provides a comprehensive framework for addressing FLSA. Future research should
empirically test these integrations to further refine pedagogical strategies and enhance learner outcomes.
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Abstract

The ideal L2 self describes the linguistic identity that learners hope to develop when they engage in
language learning. A learner's ideal L2 self is closely connected to their intention to perform in the
language. It serves as a motivational factor, driving learners to achieve their language goals. The aim of
this study was to investigate the role of the ideal L2 self in predicting learners’ willingness to
communicate (WTC) in English. Participants were 85 Turkish secondary school students (ages 10—-14,
M = 11.77). Data were collected using the Ideal L2 Self Scale (Dornyei & Taguchi, 2009) and the
Willingness to Communicate Scale (Peng & Woodrow, 2010), both of which ensured reliable
measurement of the variables under study. The data were analysed using SPSS 22.0, a statistical software
commonly employed in educational research. Results showed high levels of both ideal L2 self (M =
4.09, SD=.58)and WTC (M =3.66, SD =.77). No significant gender differences were found. However,
older students reported lower levels of ideal L2 self and WTC. A significant positive correlation was
found between ideal L2 self and WTC (p <.01). The implications of this study suggest that teachers can
foster students’ willingness to communicate by creating a classroom climate that builds self-confidence
through encouragement, offering low-stakes opportunities for communication, and promoting language
use without fear of making mistakes. Furthermore, students are more likely to participate in
communicative activities when they believe they can become the language users they aspire to be.
Overall, this study highlights the importance of integrating motivational strategies into language
instruction to enhance learners’ willingness to communicate in English.

Keywords: Ideal L2 self, willingness to communicate, EFL

1. Introduction

The process of learning a foreign language is complex and is deeply impacted by a variety of external
and internal variables. Among these variables, students' ideal selves and communicative willingness
have a significant impact on how they learn a language. Designing effective educational programs to
improve students' English proficiency and encourage language use in secondary school settings requires
an understanding of how these constructs interact.

The phrase ‘ideal self” refers to a person's perception of their ideal or desirable self, which includes their
desires, objectives, and values (Markus & Nurius, 1986). Students' desired linguistic identity, which acts
as a motivating factor for their language learning efforts, is represented by their ideal selves in the
context of language acquisition (Dornyei, 2009). Students are more likely to be motivated and engaged
in language learning activities when they believe that their ideal selves and their language skills are
positively related (Dornyei & Ushioda, 2011).
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On the other hand, even if learners have confidence in their language skills, sociolinguistic
appropriateness, and strategic language use, they may still be reluctant to communicate in certain
situations (McCroskey & McCroskey, 1988). According to Yashima, Zenuk-Nishide, and Shimizu
(2004), people tend to avoid circumstances in which they believe their language skills are insufficient.

According to Maclntyre et al. (1998), the concept of "willingness to communicate" (WTC) describes
the tendency of individuals to initiate and participate in conversations in a foreign language. Students'
WTC is a key factor in determining the amount and quality of their language use when learning English
as a foreign language (Maclntyre et al., 1998). Increased language practice, greater fluency, and more
opportunities for language learning have all been linked to higher WTC levels (Cao & Philp, 2006).

Although these constructs have been examined in earlier studies, further research is needed, particularly
among secondary school students learning English as a Foreign Language. The current study, which
looks at how the Ideal L2 Self and WTC interact in this specific population, attempts to fill this research
gap. Educators can create customized strategies and pedagogical approaches to promote active language
usage and improve language-learning outcomes by understanding how students' attitudes and self-
perceptions affect their willingness to speak.

The aim of the current study is to better understand the Ideal L2 Self and communicative willingness of
secondary school students, particularly in the context of studying English as a foreign language. The
goal of the current study was formed by these research questions:

1. What are the levels of EFL students’ Ideal L2 Self and their Willingness to Communicate (WTC)?
2. Are there significant differences in students’ Ideal L2 Self and Willingness to Communicate (WTC)
based on gender?

3. To what extent does the Ideal L2 Self predict EFL students’ Willingness to Communicate (WTC)?

2. Literature Review

2.1. Ideal L2 Self

The Ideal L2 Self refers to the image that learners have of themselves as successful second language
users in the future. It is a core component of Dérnyei’s L2 Motivational Self System (2005), which
emphasizes the role of future self-guides in language learning motivation. According to Higgins (1987)
and self-discrepancy theory, individuals are motivated to reduce the gap between their actual selves and
their ideal selves. In the context of language learning, this means learners strive to become the proficient
L2 speakers they envision.

Several factors shape the development of the Ideal L2 Self. External influences such as family, peers,
teachers, and cultural norms contribute to how learners imagine their future linguistic identity.
Bandura’s (1986) social learning theory highlights the importance of modelling and observational
learning in acquiring idealized self-images.

The Ideal L2 Self has significant effects on motivation, self-confidence, and persistence in language
learning. Learners with a clear and vivid Ideal L2 Self tend to demonstrate higher motivation, increased
effort, and better language achievement (Dérmyei & Ushioda, 2011). Moreover, aligning actual language
skills with the Ideal L2 Self promotes psychological well-being and a sense of purpose.

21



Proceedings Book
10th International KTUDELL Conference: Language, Literature, and Translation
29-30 May 2025, Karadeniz Technical University, Trabzon, TURKIYE

2.2. Willingness to Communicate

Willingness to Communicate (WTC) is defined as an individual’s readiness to initiate communication
in a second language. It includes both the willingness and perceived ability to communicate in various
contexts. The Willingness to Communicate Scale (Maclntyre, Clément, Dornyei, & Noels, 1998) is
frequently used to measure this construct.

Multiple internal and external factors influence WTC. Intrinsic motivation, such as the desire for self-
expression and social interaction, positively correlates with WTC (Maclntyre, 2007). Environmental
factors, including classroom atmosphere, cultural expectations, anxiety levels, and self-confidence, also
play crucial roles.

Research shows that higher WTC leads to more frequent and effective language use, fostering language
development and intercultural competence (Yashima, Zenuk-Nishide, & Shimizu, 2004). Additionally,
studies indicate a positive relationship between the Ideal L2 Self and WTC. When learners visualize
themselves as competent L2 users, they are more likely to engage actively in communicative
opportunities, enhancing their language proficiency.

3.Methodology

3.1. Participants and Setting

English instruction is mandatory in secondary schools in Tiirkiye. Fifth and sixth graders attend English
classes for three hours per week, while seventh and eighth graders have four hours of English instruction
weekly. During the 2022-2023 academic year, 85 secondary school students voluntarily participated in
this study. Participants’ ages ranged from 10 to 14 years (M = 11.77).

Before beginning the data collection process, the volunteers received the necessary instructions
regarding the aim and methodology of this study, and parental consent was obtained to ensure
confidentiality. The sample was selected in two steps. Initially, secondary school students were invited
to participate through a link shared on the researcher’s social media accounts. Convenient sampling was
applied, targeting students at the secondary school where the researcher teaches English. Participation
was entirely voluntary, with the aim of investigating secondary school students’ ideal selves and
willingness to communicate in the context of English as a foreign language.

Volunteers were asked to join a WhatsApp group via the provided link for communication and
information sharing. A total of 85 students joined this group. Before the study commenced, parental
consent forms were distributed within the WhatsApp group.

Table 1 presents demographic characteristics of the participants.

Table 1. Demographic Characteristics of Participants

Frequency Percentage %
Gender
Female 55 64,7
Male 30 35,3
Age
10 7 8,2
11 35 41,2
12 22 25.9
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13 12 14,1
14 9 10,6
Class

5 39 45,9
6 17 20,0
7 18 21,2
8 11 12,9
Total 85 100,0

A total of 85 secondary school students took part in the study. Their ages ranged from 10 to 14, with a
mean age of 11.77. The study also included a majority of female participants (64.7%) compared with
male participants (35.3%). The age group 11 had the highest representation (41.2%), followed by the
age group 12 (25.9%). Class 5 had the highest number of participants (45.9%), followed by Class 7
(21.2%).

3.2. Data Collection Instruments

This study employed a quantitative research methodology. As Dornyei (2007) noted, quantitative
research is systematic, precise, and capable of producing generalizable data. Two online instruments
were used to collect data. The use of Turkish versions of the scales enhanced reliability and minimized
misunderstanding.

The students’ ideal L2 self was assessed using a ten-item scale adapted from Dornyei and Taguchi
(2009). Responses were collected on a 6-point Likert scale. Meanwhile, Turkish secondary school
students’ willingness to communicate (WTC) in English was measured using a ten-item questionnaire
developed by Peng and Woodrow (2010). Peng and Woodrow (2010) identified two components within
the WTC scale: four items focus on form-related actions (e.g., searching for a word’s meaning), and six
items assess meaning-focused activities (e.g., giving a speech in class). Participants rated each item on
a 6-point scale ranging from 1 (definitely not willing) to 6 (definitely willing).

Cronbach’s alpha was calculated to assess the internal consistency and reliability of the instruments.
According to the U.S. Department of Education (1997), reliability values are categorized as: low (0.00—
0.49), reliable (0.50-0.79), and highly reliable (0.80—1.00). Fraenkel and Wallen (2003) also consider a
reliability coefficient of at least 0.70 as satisfactory.

Reliability coefficients for the Ideal L2 Self and Willingness to Communicate scales were found to be
high (o > 0.80), indicating strong reliability. Table 2 presents the results:

Table 2. Reliability of the Instruments

Scales Cronbach's alpha Number of Items
Ideal L2 Self 877 10
Willingness to Communicate ,886 10

3.3. Data Analysis

Statistical analyses were conducted using IBM SPSS Statistics 22. Descriptive statistics summarized
central tendencies and variability of the main variables: Ideal L2 Self and Willingness to Communicate.
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An independent samples t-test was applied to examine gender differences. Finally, simple linear
regression was used to determine whether Ideal L2 Self significantly predicts Willingness to
Communicate. All tests were performed at a 0.05 significance level.

4. Results

Regarding the data analysis related to the research questions, descriptive statistics were used to examine
means, standard deviations, minimum and maximum values. An independent samples t-test was
employed to explore differences in students’ Ideal L2 Self and Willingness to Communicate (WTC)
based on gender. Simple linear regression was conducted to investigate the extent to which Ideal L2 Self
predicts EFL students” WTC.

4.1. RQ1. What are the levels of EFL students’ Ideal L2 Self and their Willingness to
Communicate (WTC)?

Descriptive statistics including mean, standard deviation, minimum, and maximum values were
calculated. Table 3 presents the descriptive statistics for the Ideal L2 Self and Willingness to
Communicate scores.

Table 3. Descriptive Statistics for Ideal L2 Self and Willingness to Communicate

N Min Max  Mean SD
Ideal L2 Self 85 1.30 6.00 4.26 0.94
Willingness to Communicate 85 1.20 6.00 4.14 1.03

The mean score for Ideal L2 Self was M = 4.26, SD = 0.94, indicating a moderately high level of
motivational vision among participants. The mean for Willingness to Communicate was slightly lower,
M = 4.14, SD = 1.03, showing greater variability in communication willingness. Both variables were
measured on a 6-point scale ranging from 1 to 6.

4.2. RQ2. Are there significant differences in students’ Ideal L2 Self and Willingness to
Communicate (WTC) based on gender?

An independent samples t-test was conducted to examine whether there were significant differences in
Ideal L2 Self and Willingness to Communicate scores between female and male students. Table 4
presents the t-test results comparing the variables by gender.

Table 4. Independent Samples t-Test Comparing Study Variables by Gender

Gender N Mean SS T df Sig.(2-taied)
Female 55 4,36 0,89
Total ideal self 1,813 54,558 075
Male 29 3,98 0,94
Total willingness to Female 55 4,18 1,021 801 58,013 428
communicate Male 29 4,00 1,00

The analysis showed no statistically significant differences between female and male students in terms
of Ideal L2 Self (1(54.56) = 1.813, p = .075) and Willingness to Communicate (t(58.01) =0.801, p =
.428). This suggests that gender does not have a significant effect on these variables in the current
sample.
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4.3. RQ3. To what extent does the Ideal L2 Self predict EFL students’ Willingness to
Communicate (WTC)?

A simple linear regression analysis was conducted to examine the extent to which the Ideal L2 Self
predicts EFL students’ Willingness to Communicate. Table 5 presents the results of the regression
analysis, showing the predictive relationship between the Ideal L2 Self and the Willingness to
Communicate scores.

Table 5. ANOVA

Model Sum of Squares df Mean Square F Sig.
Regression 28,967 1 28,967 40,284 ,000°
1 Residual 59,682 83 ,719
Total 88,649 84

a. Dependent Variable: willtotal
b. Predictors: (Constant), idealtotal

The regression model was statistically significant, F(1, 83) =40.28, p <.001, explaining approximately
33% of the variance in WTC (R?=.33), indicating a moderate effect size. Ideal L2 Self was a significant
positive predictor of WTC (B = .57, t = 6.35, p <.001). This means that learners who have a stronger
vision of their ideal L2 self are more willing to communicate in English. These findings are consistent
with Dérnyei’s L2 Motivational Self System, supporting the idea that envisioning oneself as a successful
language user can have a meaningful impact on communicative behaviors. From a pedagogical
perspective, this highlights the importance of nurturing positive L2 self-images in language learners to
promote more active and confident communication.

5. Discussion and Conclusion

The present study demonstrated that the Ideal L2 Self is a significant positive predictor of Willingness
to Communicate (WTC) among Turkish secondary school EFL learners. The regression analysis
revealed that the Ideal L2 Self accounted for approximately 33% of the variance in WTC, confirming
the central tenet of Dornyei’s (2009) L2 Motivational Self System: learners who hold a vivid and
attainable vision of themselves as competent English speakers are more motivated and more willing to
engage in communication.

These findings corroborate previous research indicating a robust association between motivational self-
concepts and communicative behaviour (MacIntyre et al., 2016). Learners who perceive themselves as
capable language users are more likely to participate actively in communicative activities, thereby
reinforcing the role of motivational vision in second language acquisition.

Although no statistically significant gender differences were found, prior studies (e.g., Saito et al., 2018)
have reported that female learners often display higher levels of WTC, suggesting that gender-related
variations may exist and warrant further investigation. Age- and grade-level differences observed in the
current study were consistent with earlier findings that self-perception and communicative willingness
tend to stabilize with age, with older students demonstrating lower but more consistent levels of both
Ideal L2 Self and WTC (Mercer & Ryan, 2010; Uzun & Giiven, 2016).

Taken together, these results underscore the importance of fostering positive L2 self-images to enhance

communicative engagement. Pedagogically, educators can support this by creating classroom
environments that build learners’ confidence, provide low-stakes opportunities for communication, and
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integrate activities that link language learning to learners’ personal goals and future aspirations. Vision-
building exercises, goal-setting, and meaningful communicative tasks can strengthen students’ Ideal L2
Selves and, in turn, their willingness to communicate.

Despite these promising findings, the cross-sectional design of the study limits causal interpretations,
and the exclusive focus on secondary school students constrains the generalizability of results. Future
longitudinal and experimental studies are recommended to explore the developmental trajectories of the
Ideal L2 Self and its impact on WTC over time.

In conclusion, the study adds to the growing body of literature on motivational self-concepts in second
language learning, highlighting the pivotal role of the Ideal L2 Self in shaping learners’ willingness to
communicate. Cultivating a clear and attainable vision of themselves as proficient English users may
serve as a key mechanism for promoting active and confident language use among EFL learners.
Conclusion

This study aimed to examine the predictive role of the Ideal L2 Self on the Willingness to Communicate
among Turkish secondary school students learning English. The results demonstrated a strong positive
correlation, with Ideal L2 Self explaining about 33% of the variance in WTC. This indicates that
learners’ imagined future selves can significantly inspire their language use.

Although no significant gender differences were observed, previous research suggests that gender may
influence communication tendencies, indicating a need for further research. Additionally, age and grade
level appear to affect both Ideal L2 Self and WTC, with older students showing less variability and
lower scores, suggesting developmental changes in self-perception and communication willingness.

These findings support Dornyei's L2 Motivational Self System, confirming that a clear and attainable
Ideal L2 Self enhances motivation and communicative behaviour.

Pedagogically, creating a supportive classroom environment that builds self-esteem and encourages
low-pressure communication opportunities can strengthen students’ Ideal L2 Selves and promote active
language use. Educators can help students imagine themselves as successful English users through
personalized projects, vision-building activities, and goal-setting linked to real-life ambitions such as
studying abroad or career goals.

Finally, due to the descriptive and cross-sectional nature of the study, causal relationships cannot be
confirmed. Future longitudinal and experimental studies are recommended to explore how the Ideal L2
Self develops over time and influences communication.
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Abstract

Fostering effective interaction with people from different cultural backgrounds, intercultural
communication literacy is essential not only for promoting successful language development for
educational purposes but also for facilitating effective interaction within multicultural societies. Raising
awareness regarding the dynamics of intercultural communication and incorporating purposefully
designed practices into language classes can support the development of such literacy. Grounded on a
cycle from awareness to production, instructional content and practices for intercultural communication
literacy cover major elements such as openness, acceptance, cultural sensitivity, respect, empathy,
adaptability and self-reflection. Cyclical steps to prepare, present and practice this comprehensive
content in language classes, foreign language classes in particular, require specific consideration of the
attributes of learner profiles. Taking particular characteristics of young learners learning English as a
foreign language into consideration, teachers should enrich content and practices to equip young learners
with knowledge and skills to develop their intercultural communication literacy within the reach of their
cognitive, individual and social development. Thus, drawing on theoretical background regarding the
characteristics of young learners and specifics of intercultural communication literacy, this paper aims
to present useful tips and classroom practices that can be followed and implemented while teaching
English to young learners. Each proposed practice highlights which specific dimension of intercultural
communication literacy the practice addresses and how the content can be integrated and practiced in
language classes. Within this holistic framework, the content aims to offer teachers and material
developers an insight into the promotion of intercultural communication literacy in early English
language education.

Keywords: Intercultural communication literacy, teaching English to young learners, classroom
practices

1. Introduction

Internationalization and globalization have necessitated critical re-consideration and development of
new interaction patterns paying attention to individual, social and cultural varieties. Requiring detailed
understanding of how communication takes places in various interactive multicultural and multilingual
contexts, intercultural communication literacy (ICL) covers knowledge and skills regarding effective
ways of establishing and maintaining sound interaction with world citizens (Angelova & Zhao, 2016;
McKinley, et al., 2019). Thus, a pure understanding of what this type of literacy entails and how it can
be developed is of great significance for successful interaction across cultures.

Intercultural communication literacy has received a number of definitions. Yet, two former definitions
can be explanatory in underlining its significance in establishing effective interaction in cross-cultural
communication. Meyer (1991) considers ICL as “the ability of a person to behave adequately in a
flexible manner when confronted with the actions, the attitudes and the expectations of the
representatives of foreign cultures” (p. 138) while Wiseman (2002) defines it as “the knowledge,
motivation and skills to interact effectively and appropriately with members of different cultures” (p.
208). These definitions point at the delicacy of ICL in maintaining successful interaction among world
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nations that are the representatives of various linguistic, social and cultural backgrounds. ICL covers a
wide range of knowledge areas such as critical understanding of social and cultural differences among
world nations, varieties in communication styles and direct and indirect rules for communication
(Dewitt, et al., 2022; Liaw, 2019). This literacy also encompasses the development and appropriate
integration of attitudinal, behavioral, affective and practical strategies that cover openness, cultural
sensitivity, respect, empathy, acceptance, adaptability and self-reflection (Ozdemir, 2017; Ruan &
Medwell, 2020). The first major component of ICL entails the development of openness and cultural
sensitivity as regards varieties in different cultures and cultural interactions. Language users should be
aware of potential differences across cultures and appreciate uniqueness in each culture, which can lead
to an open mindset that is sensitive and respectful towards varieties (Vu, 2020). Sensitivity and respect
may naturally lead their way to empathy and acceptance which are critical steps to initiate multicultural
interactions. And, sustainability of multicultural interactions depends highly on language users’ ability
to adapt themselves to differences by reflecting on their individual cultures. This process of self-
reflection makes it possible to understand one’s own position within a particular society besides
understanding their own position within the multicultural environment. The combination of all these
steps enables language users to adapt themselves to the requirements of the intercultural interactive
settings and develop appropriate patterns of communication as sensitive and respectful members
(McKinley, et al., 2019). When the complex and multidimensional nature of intercultural
communication literacy is taken into account, one can realize that language education settings are among
the most critical contexts where this type of literacy can be developed through careful planning,
preparation and practice (Shadiev, et al., 2019; Toscu & Erten, 2020).

1.1 Intercultural Communication Literacy in Early Language Education

Integrating the aforementioned components of intercultural communication literacy into the process of
language development is essential since language education contexts serve as unique platforms where
learners can both develop their language skills and construct a sense of socialization and adaptation into
multicultural settings (Lopez-Deflory & Juan-Garau, 2017; Takka¢ Tulgar, 2020). Thus, working on the
development of this type of literacy is thought to yield better attainment and outcomes. Yet, one should
consider the characteristics of each learner profile while preparing and practicing appropriate content
within the reach of their individual, emotional, social, cognitive, meta-cognitive and interactional
development. At this point, the particular consideration of young learners as regards their attributes and
developmental stages is essential to integrate intercultural communication literacy into early language
education.

Covering a significant portion of language learners, young learners are mainly divided into three groups
-early young learners, middle young learners and late young learners- depending on their ages. Each age
group holds its particular characteristic associated with their personal, emotional, physical, cognitive,
meta-cognitive, social and interactional development (Rogiers, et al., 2019). For example, while the
early group of young learners can mainly process concrete understanding, late group of young learners
can process age-appropriate abstract content (Aslamiah, 2022). Or, while the middle group may
experience problems in group work because of egocentricity, the late group can better handle the process
and contribute to the practice more effectively (Ashdown & Bernard, 2012). Thus, careful consideration
of the characteristics of each young learner group is vital to have effective conduct and management of
content and practices to develop intercultural communication literacy.

The development of ICL in early childhood language education is essential with particular

considerations of learner profiles. Yet, what is common for all is the necessity to integrate this literacy
into young learner language education to facilitate the development of an intercultural eye and encourage

29



Proceedings Book
10th International KTUDELL Conference: Language, Literature, and Translation
29-30 May 2025, Karadeniz Technical University, Trabzon, TURKIYE

children to adapt themselves to the requirements of successful intercultural communication and adopt
its basic components. Though each profile requires variety in practices, the below tips can be commonly
followed in young learner classes to stimulate the development of such literacy:

» Integrate different learning channels and address differences in learning styles: It can be
challenging for young learners to go through different components like openness, respect,
empathy, etc. while developing intercultural communication literacy. Therefore,
presenting materials with aural, visual and tactile elements and practicing them
accordingly can ease learner understanding. Integrating multiple intelligences is expected
to promote joyful, clear and meaningful learning (Anggoro, et al., 2024).

» Concretize the content: This suggestion is particularly effective when conducting classes
with early group of young learners who are not able to process abstract content. Since
most of the content in this type of literacy is abstract in nature, presenting content in a
concretized version can be helpful for young learners to better comprehend and process
the information (Zambrano, et al., 2025).

» Integrate verbal & non-verbal forms of interaction: As much of meaning is conveyed
through non-verbal signs in face-to-face interaction, materials should cover examples and
models of appropriate verbal and non-verbal forms of intercultural interaction. This way
of concretizing the content can help young learners process the information and develop
adaptation patterns more effectively (Alduais, et al., 2022).

» Encourage self-awareness & self-reflection: Developing self-awareness and self-
reflection is essential as learners are expected to position themselves within the
multicultural society through their interactions (Golubeva, 2023). Yet, due to their
abstract and metacognitive nature, self-reflection and self-regulation can be among the
challenging steps of developing intercultural communication literacy with young
learners. Yet, following the above-mentioned tips like concretization, modelling and
referring to different learner styles can help language teachers design and deliver more
effective materials and lessons.

Combining the knowledge of the developmental attributes of young learners with specific age-
appropriate learning goals is expected to contribute to raise young learners’ awareness of intercultural
communication and help them develop this literacy through rich modelling and meaningful practice.
The below section presents several practices that can be followed in teaching English to young learners
to target intercultural communication literacy. Each practice is presented with reference to main
dimensions of intercultural communication literacy to be covered, specific aims to be targeted and steps
to effectively conduct the process.

Practice 1: Who am [? / Who are we?
Main dimension of intercultural communication Steps
literacy

Divide students into groups
- Assign each group a different culture
- Ask them to do a mini search about the
Aim particular aspect of that culture
- Developing a sense of cultural sensitivity - Ask each group to present their culture

Openness, cultural sensitivity, respect, self-reflection
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- Developing awareness of diversity
- Developing self-reflection
- Developing interactive skills

Practice 2: Aliens’ arrival

Main dimension of intercultural communication Steps

literacy

Self-awareness, discovery, self-reflection, adaptability -

Aim
- Developing a sense of cultural awareness -
- Developing empathy
- Developing self-reflection
- Developing interactive skills

Students imagine aliens arrive in where they
live and are asked to introduce their culture.
Give students prompting questions and ask
them to prepare answers in groups.

They introduce their culture to the aliens.

Practice 3: Cultural iceberg / Identify 3-5 differences

Main dimension of intercultural communication  Steps
literacy
Openness, awareness, self-reflection, empathy - Sts are shown photos/given texts about
different cultures including theirs
- They analyze the visual/written content
Aim - They talk/write about the similar/different
- Developing a sense of cultural awareness aspects
- Developing awareness of diversity
- Developing self-reflection
- Working on surface/deep culture
- Developing interactive skills
Practice 4: Fact or myth / 2 Truths and a lie
Main dimension of intercultural communication Steps
literacy
Openness, awareness, self-reflection, empathy - Sts are read/given several statements about
different cultures including their native
culture
Aim - In groups, they guess whether it is a fact or
- Developing a sense of cultural awareness myth
- Developing awareness of diversity - They do a mini search for the details about
- Developing self-reflection the fact statements & share the info with
- Working on surface/deep culture classmates
- Developing interactive skills
Practice 5: Body spelling / Emoji description
Main dimension of intercultural communication Steps

literacy

Openness, awareness, self-reflection, adaptability -

Aim

- Developing awareness of diversity -
- Developing self-reflection
- Developing adaptability

Sts are shown pictures/videos about
gestures/body moves from different cultures
including theirs

They try to guess the meaning of the moves

They do role-play and act the moves out
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- Developing interactive skills
- Focusing on non-verbal communication

Practice 6: Last me on earth!

Main dimension of intercultural communication Steps
literacy
Openness, awareness, self-reflection, empathy, - Sts are grouped & asked to imagine they are
adaptability the last members from different nations
- Each group does a mini search about their
Aim assigned nation
- Developing awareness of diversity - To establish a new community, they try to
- Developing self-reflection convince others about their culture
- Developing adaptability
- Developing interactive skills
Practice 7: Deserted island
Main dimension of intercultural communication Steps
literacy
Openness, awareness, self-reflection, empathy, - Sts are paired. One is the owner of the island,
adaptability the other is the guest. Both choose a
particular culture
Aim - The owner introduces the culture of the island
- Developing awareness of diversity & the guest introduces his/her culture
- Developing self-reflection - The guest tries to convince the owner to host
- Developing adaptability him/her on the island
- Developing interactive skills
- Focusing on non-verbal communication
Practice 8: In another life...
Main dimension of intercultural communication Steps

literacy

Openness, self-reflection, empathy,

adaptability

awareness,

Aim

- Developing awareness of diversity

- Developing self-reflection

- Developing adaptability

- Developing interactive skills

- Focusing on non-verbal communication

Sts are grouped & asked to do a mini search
about a certain topic/case and how it is
done/experienced in a particular culture

«In another life in ..., I'd wear/eat//do/feel,
etc...»

They act the assumed character out

2. Conclusion

Internationalization of world nations significantly

requires the development of intercultural

communicative competence, and language learning contexts are among the most effective places this
goal can be achieved. With a particular focus on this notion, this paper underlines the significance of

integrating ICL, with its fundamental dimensions, into language education in general and early language

education in particular.

Integrating ICL into young learner language classes requires careful consideration of the unique
characteristics of the profile in relation to their cognitive, metacognitive, social, emotional and
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interactional development. Such consideration is indispensable to prepare, present and practice
developmentally and pedagogically appropriate content. Thus, the strategies and practices offered in the
paper are expected to give some insight into effective ways of developing ICL from the early stages of
language education. Following the abovementioned suggestions and practices, language teachers can
foster the development of the skills that ICL entails.

While the paper presents a practice-based foundation for the development of ICL in early language
education, further research is needed to pedagogically and practically evaluate the effectiveness of such
practices. Within this stance, future research may focus on how such practices can be implemented in
different age groups and in different educational contexts.
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Pe3rome

Kenmmna — 3T0 WHAMBUA, Ybsd MOAYMHEHHAS poOJb B OOIIeCTBE M OTpaHWYeHHas cBOOOAA,
ompezensieMass MY>XCKAM JIOMHUHHPOBAHHEM W COIMAIBHBIMH HOPMaMH, SBISIOTCS YCTOSBITUMUCS
ABJICHUSMH. BcieacTBue 3Toro, Ha MPOTSHKEHUH BCEH MCTOPUM KEHIIMHA Oblia OAHOM M3 KIFOYEBBIX
¢uryp OoppObl 3a paBHOIpaBue. J[aHHOE TreHIEpHOE HEPABEHCTBO, KOPEHSIIECECS B COLUAIBHBIX
YCTaHOBKax, IMeeT TIIyOoKyro uctopuio B Poccun, kak u Bo BcéM mupe. [Jo OKTIOpbCKOM pPEBOTIOIIUI
1917 roga couuanbHbIC POJIM JKEHIIUH MPEIOTPEACIUIUCH TCHACPHBIMU OTPAHUYCHHUSIMH, a chepa ux
JIEATEIbHOCTH OblJIa B 3HAYUTENHFHOW CTENEHH OrpaHHuYeHa JOMAITHUM XO3siiicTBOM. OIHAKO C
MPUXOAOM K BIIACTH OOJNBIIEBHUKOB CHUTYalMsh M3MEHHUIACh: ObLIA MMOCTABJCHA LIENb aKTUBU3UPOBATH
y4acThe JKCHIIUH B OOIISCTBEHHOW M DKOHOMHYECKOH cdepax xu3Hu. HoBas conmamucTuyeckas
BJACTh CTpeMmiIach K (OpPMUPOBAHUIO OOpa3a HOBOW COBETCKOW KEHIIMHBI, CTUMYIHPYS >KEHCKYIO
HE3aBUCHMOCTh M HMX aKTHBHOE BOBJICUYCHHE B TMPOLECC COIHUATHUCTUYECKOTO CTPOMTENILCTBA B
SKOHOMUYECKOH, COIUAIBHON H KyIbTypHOH oOnactax >km3HH. [loBects «Bupunes» Jlumun
CelidymuinHON, OMHON M3 3HAYMMBIX (PUTYP COBETCKOW JIMTEpaTyphl MOCICOKTIOPHCKOTO Mepuoaa 1
CBUJICTENSl YIMOMSHYTBIX MPOIECCOB, MpPEACTABIsIET COOOW BaKHBIA JINTEPATYPHBIA MpUMep A
OCMBICJICHHS POITH JKEHIIIWH B PEBOIIFOIIMOHHOM TPOIECCE U UX HOBOTO CTaTyCca B COBETCKOM OOIIECTBE.
Bupunest onunieTBopsier co0oit 00pa3 HOBOW MKEHIIUHBI, MOPOXKAEHHON OKTAOPHCKOW PEBOJIIOIIHMCH.
OcBOOOMUBIIMCE OT TACCHBHOCTH, CBOWCTBEHHOW TPAIUIIMOHHOMY KPECTBIHCKOMY 00pa3y, OHa
o0OpeTaeT HE3aBUCUMOCTh H CHITy XapakTepa, COBMemIas B cebe poiu Marepu U peBOMIOIMOHEpKH. EE
BBIXOJl 32 PaMKH TPJAUIMOHHBIX COLMAIBHBIX POJIEH M OOpeTeHHE CaMOCTOSATENLHOCTH OTPaKaIOT
(GUTYpy HOBOM KEHIUHBI, POPMHUPYEMOU COIMATUCTHIECKAM OOIIIECTBOM.

[anHoe wmccnenoBaHue mnocssmeHo aHanu3y noectd Jluanm Celidynnunoit «Bupunes» ¢ Touku
3peHus (EMHUHUCTCKOM JIMTepaTypHOHM KpPUTHKH. B TNpOM3BEICHHMH >KEHCKAs penpe3eHTaLus
paccMarpuBaeTcss B KOHTEKCTE€ KOHIIETIIMM HOBOM JKEHIIMHBI, a TaKXe HCCIEAyeTCsl BIHSHUE
PEBOIOLIMOHHBIX MTPe00pa3oBaHUi Ha SYMAHCHUIIALUIO JKEHILNH, UX MOJOKEHHE B COLUATHUCTUYECKOM
obmrectBe W TpaHC(hOpPMAIIUIO TeHACPHBIX pojieil. B 3TOM KOHTEKCTE MPOBOAMTCS OICHKA 3HAYCHUS
MPOU3BEICHHS JIJIsl COBPEMEHHOTO YHTATENS, a TAK)KE €ro BKIIa/1a B 00CYKICHHE aKTyalbHBIX ITPOo0ieM,
CBS3aHHBIX C IMOJIOKEHHEM OKeHIIMH. VccienoBaHue TakKe HaIEJNeHO Ha  IOBBILICHHUE
OCBEJJOMJIEHHOCTH B COOTBETCTBHH ¢ 5-i 1esbto [loBecTku aHs B 00nactu ycroiunsoro pazsutus OOH
— «OOecrieueHue TEHIEPHOTO PABEHCTBa» — M Ha BHECEHUME BKJIAJa B JIUTEPATYPOBEIUYECKHE MU
TeHJIEpPHbIE UCCIE0BaHMUS B TaHHOM KOHTEKCTE.

KiioueBsie cioBa: HoBas coserckas >xenummHa, Jlugus Celidymnnna, «Bupunes», OxtaOpbckas
pesomonust 1917 roga, peMuHUCTCKAs TUTEPATYPHAS KPUTHKA

BBenenue

Mo Oxtsa6pbckoit pesostoiuu 1917 rona sxkeHIMHbI B POCCUM HAXOAWIUCH B MOAYMHEHUH B PaMKax
narpuapxaibHOro cTpost. C mpuxomoM OONIBIIEBUKOB HaYalach TpaHC(OpMaIvs: OHOM U3 LeJIeH CTallo
BOBJICUCHHUE JKCHIIMH B OOIISCTBEHHYIO KH3Hb M (OPMHPOBaHHE «HOBOIO YEJIOBEKa» —
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CO3HATENIBHOTO, TPYAOMIOOMBOTO W BBICOKOMOpaNbHOTO. PeBomonns mpoiBurajia uaean «HOBOM
JKCHIIUHBI»Y, aKTUBHOM M PaBHOINPABHON YYacTHUIBI MyONWYHON cdepbl. B 3ToM HampaBneHun
Koncturynus PCOCP 1918 roma ypaBHsiia ®KEHIIUH U MYXXYUH B IIpaBax U 00S3aHHOCTSX, YTO CTAJIO
BOKHBIM IIaroM BHEepén B UCTOPUH UenoBedecTBa. Kpome TOro, ¢ LENbl0 aKTUBHOTO BOBJICUCHUS
JKCHIIMH B PEBONIIOMMOHHBIN mponecc npu CoBeTax ObUIM CO3[aHbI KeHCKHe oTaennl (JKenotmensr).
WNuecca Apmang u Anekcanapa KosmoHTal OTOXIECTBISUTH «HOBYIO JKEHIIHY» C PEBOIOLMOHHOM
6oprooit (AMOapirymsiH u bynsiruna 14-23). ComtacHo KonoHTal, 0CBOOOKICHNE )KEHIIUHBI JTOTKHO
OXBaTHIBaTh HE TOJHKO IKOHOMHYECKYIO, HO TAaK)K€ CEKCYaJIbHYIO W CONHaIbHYIO cepsl. VcTHHHBIHN
COIMATIN3M HEBO3MOXKEH JI0 TeX IMOp, MOKa JKEHITUHBI HE JJOCTUTHYT PaBEHCTBA C MY)KUYMHAMH BO BCEX
obnactax(Kollontay). Anaronuii Jlynauapckuii Takke CBSI3bIBaJI TeHIEPHOE PABEHCTBO C IOBCEAHEBHON
JKU3HBIO:

Ecnu s mpuien B KBapTHPy K TOBAPHILY W YBHJIE, YTO MYy>KYMHA ¢ OOpOIOil 1Mo mosic
KavaeT JIFOJIbKY, TOTOMY YTO JKEHa €ro Mouuia Ha cOOpaHHe WIN YYHThCS, YTO ObI s MOT
cka3arb? ToJbKO MOXKATh eMy PYKY, KaK 4YeCTHOMY JICHUHILy. Takue Opaku, B KOTOPbIX HE
JIeITaeTCsl Pa3HUIIBI MEXKTY MYKUNHOM U )KCHIIMHON, B KOTOPBIX IOPOBHY PACIPEICIISIOTCS
O65[3aHHOCTI/I, MBI JOJIZKHbBI IIpU3HaTh COOTBCTCTBYIOLIUMHA HamemMy nacaiy
(Jlynauapckwuii).

Orta uaeonornyeckas TpaHchopmalysi okaszaja BIUSHUE HE TOJIbKO Ha OOIIECTBEHHYIO XKHU3Hb, HO U Ha
muteparypy. Iloka coBeTcKas MBICIb CTPEMUJIach IIEPEOCMBICTUTH IIOJNIOKEHHUE O KCHIUHEI,
peNpe3CHTAIINY JKEHIIUHBI B JIUTepaType (GOPMHUPOBAIIUCH B KOHTEKCTE UCTOPHUUCCKHUX M KYJIBTYPHBIX
peanuit snoxu. llpencTaBneHuss 0 >KCHIIMHE B PYCCKOM JIUTEPAType CKJIAIBIBAINCH IOJ BIUSHUEM
HUCTOPHUYECKHUX, CONMATBHBIX M PENUTHO3HBIX (pakTopoB. CypoBBIE MPUPOTHBIE YCIOBHUS, B KOTOPBIX
JKUJIH PYCCKHE B CPEITHEBEKOBBIH TIEPUO/I, @ TAKXKE 3aHATHUS OXOTOHM U TOPTOBJICH MEXOM CIIOCOOCTBOBAIIN
CTaHOBJICHHUIO TAaTPUApXaNbHOTO YyKiIaga. JTa CTPYKTypa Hamlla OTpPak€HHE W B JIOXE YCTHOM
HAPOIHOW CIIOBECHOCTH, AnuBIIecs 10 X1 Beka; B 3T0 BpeMs 0COOESHHO BBIACIISUTHCH TaKHe aHOHIMHEBIE
JKaHPbI, KaK OBUIMHBI, HICTOPUYECKHE TECHHU, JICTCH IbI, HapoaHble ckasaHus U ckasku (Tetik 93). Bo
BTOpOH monoBrHe XX Beka, Ha (pOHE COLMANBHBIX MOTPSCEHUI U TIOCTIENCTBUN BOWH, TPaIUITUOHHBIH
o0pa3 JKEHIIMHbI HAYUHACT MEHSIThCS. JKEHINMHBI, 3aMEHSS MY)KYMH, AaKTHBHO BBIXOIAT B
00IIeCTBeHHYIO cpepy U CTAHOBSITCS «KOPMWJIbIIaMW» ceMbU. HOBBIN jkeHCKUI 00pa3 CBSI3BIBACTCS C
COITMATMCTHYCCKUMH IeHHOCTAMHU. [locie BOWHBI 3a00Ta O JIOME W JETAX BCE dalle JIOKHUTCS Ha
MOKUJIBIX JKEHIIMH, TOTJAa KaK MaTeph CTaHOBSTCS IIaBaMU CEMeW, a pojib OTIA TOCTETICHHO
ociabeBaer. C HavaJIoM MEPECTPORKH MaTepHalibHOE U COIMAIbEHOE OpeMs, Jiexallee Ha )KEeHIIHHAX,
emié Oosee Bo3pacraet. COBpeMEHHAs JIMTEpaTypa OCBeIacT 00pa3 «HOBOH KEHIIMHB U U3MCHEHHUE
TCHJICPHBIX poJiel B cBeTe o0IIecTBeHHbIX TpaHchopmalmii (KypuacToBa 58). OcMbICIIEHHE KEHCKOTO
rojoca W OTXOJ OT MY)KCKOW JOMUHHPYIOIIEH 3CTETHKH CIOCOOCTBYIOT (hOpMUpOBaHHIO Oolee
cOaJlaHCUPOBAaHHOTO JINTEPATYPHOTO AUCKypca. DTa TpaHCHOPMAILIUS IPOABIISICTCS HE TOJIBKO B TIOATHKE
TEKCTOB, HO W B KPHUTHYECKMX CcTparerusx ux wuHTteprperannn (Kucnosa). Kputnka sxeHckon
pENpe3CHTAIMU HAXOIUT CBOE Hanbosiee pa3paboTaHHOE BhIpaKCHUE B (DEMUHHMCTCKOW JINTEPATYPHON
KPUTHKE.

DeMHHHUCTCKAs JUTEpATypHas KPUTHKA — 3TO TEOPETHYECKHM MOJXOJ, KOTOPBIA paccMaTpHBaeT
npobjeMy penpe3eHTalul S>KeHIIMHBl B JIUTEPAType M aHaJM3UPYET HappaTHBHbBIE CTPYKTYPBI C
TEHIEPHON TepcleKTUBBl. [IpOTHBOCTOS My CKOMY AOMUHHUPYIOIIEMY KaHOHY, OHa akLEHTHPYET
BHHMMaHHE Ha )KEHCKOM OIIBITE M UCCIEAYET, KaK (POPMUPYIOTCS U BOCIIPOU3BOAATCS T€HAEPHBIE POIIH
B XY/I0’)KECTBEHHBIX TeKcTax. [lonoxkeHne o ToM, 4To TeHAep He 3a/1aH OnoJoruyecku, a popMupyercs
KaK KyJIbTypHas U JUCKYpPCUBHAsI KOHCTPYKIIHSI, COCTAaBIISIET TEOPETHUECKYIO OCHOBY JJAHHOTO IMTOAXO/1A.
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Takue Teopernku, kak Cumona ae bosyap, FOmus Kpucresa, Jltoc Upurape, Mumrens @yko u MoHUK
Burtur, noguépkuBarot, uTo (PeMUHHOCTH (DOPMHUPYETCS B KOHTEKCTE COLUAIBHBIX U JTUCKYPCUBHBIX
npakTuK. OHU yTBEPXKIAIOT, 4TO (PEMUHHOCTh HE TIpeoNpeesieHa OMOIOTUIECKH, a KOHCTPYHUPYeTCS
KaK COIMAJIbHBIA U JUCKYpCUBHBINA (heHOMeH. OHM MOAYEPKUBAIOT, YTO HE CYIIECTBYET CTaOWIBHOTO
CyOBEKTa «KCHIIMHAY, a TeHIep (OPMUPYETCS B pAMKaX BIACTHBIX U S3BIKOBBIX MTPAKTUK. DTH TOIXO0IbI
MOKA3bIBAIOT, 4YTO (PeMUHUCTCKAas JHUTEepaTypHas KpPUTHKA OXBaThIBA€T HE TOJBKO aHAJIN3
pEeNpEe3CHTAIlMK KCHIIUH, HO W UCCIICOBAaHUE HAPPATUBHOW CTPYKTYpBI, MO3WMIIMUA PACCKA3UUKA,
S3BIKOBBIX CTPATETHi, a TAK)Ke CIIOCOO0B KOHCTPYHPOBAHUS T€HACPHBIX OTHOIIEHUH B JIUTEPATYPHOM
muckypce (Butler 45). OToT KpUTHYECKUI MOMXOM TPEACTaBIseT COOOM MOIIHBIA WHCTPYMEHT IS
aHaJIM3a TOTo, KaK UCOIOTMYCCKUE U COIMATTbHBIC TPaHC(HOPMAIIUK OTPaXKaloTCs B IuTepaType. B atom
KOHTEKCTE 00pa3 «HOBOIl JKEHIIUHBD», CPOPMHUPOBABIIHIICS B COBETCKUI TIEPUOJ, U €TO TUTEPATypHbIE
peNpe3eHTAMU MOTYT OBITh EPEOCMBICIICHBI B CBETE ()EMUHHUCTCKOM TCOPHH.

OO0pa3 «HOBOH >KEHILMHBD, TO €CThb «HOBOW COBETCKOW XCHIIMHBI», 3aHAJ] LEHTPAIBHOE MECTO B
MOCIIEPEBONIIOIIMOHHON  JTUTEpaType. SIpKUM TpUMEpPOM 3ITOro SBiseTcd IMoBecTh «Bupunes»,
MIPUHAJUICKAIAS TIePY OAHOM M3 BEAYIINX COBETCKHX mucaTensHul] — Jluanu Ceitdymmnaoii. [ToBecTs
OTpa’kacT HOBYIO POJIb JKEHIIMHBI B OOIIECTBE B YCIOBHUSIX PEBOJIOIHMOHHBIX NMPeoOpa3oBaHU U
OCMBICIISIET Tpolecc e€ aMancunani. OTKa3bIBasACh OT TPAAUIIMOHHON TeHAEPHOM pOJIi KPEeCThsHKH,
Bupunes: cTaHOBUTCS CaMOCTOATEIIBHBIM U CBOOOIHBIM CyOBEKTOM — JIMTEPATYPHBIM BOILUIOIIEHHEM
00pa3a «HOBOM KEHIIMHBD), CKOHCTPYHPOBAHHOTO B PAMKaX COBETCKOTO HJCOJIOTHYECKOTO TUCKYpCa.
B HacTosimiem wHcclieOBaHMHM aHANIM3UPYeTCs MOBeCTh «BupuHes» B KOHTEKCTe (EeMUHHCTCKOM
JUTEepaTypHON KPUTHKHU, paCCMaTpUBAETCs MPOLecC KOHCTPYHUPOBAHUS «HOBOW COBETCKOM JKEHIIIUHBDY
KaK 2JIEMEHTa COIIMaTMCTHYECKOTO MpOoeKTa. BupuHes npencrapnser co00il TUIMMYHBIN MPUMEP 3TOTO
mporecca Kak ¢ TOYKHM 3pEHUs JINTEPATYpHOM PpENpe3cHTAllMH, TaK W Ha YPOBHE JIMYHOCTHOM
TpaHChOpPMaIIUH.

DeMHUHUCTCKAsI TEOPHUS U UCTOPUYECKAS ITMHAMUKA ’KEHCKUX penpe3seHTauuii B Poccun

CoBpeMEeHHOE OOIIECTBO BOCIPOU3BOIUT OWMHAPHYIO T'CHIEPHYIO MOZEIb B paMKaX HOPMAaTHBHOM
TeTePOCEKCYAIbHOCTH, OXBATBIBAIOIIYKD Bce cdepbl XM3HW. leHaep, CBEAEHHBIM K TUXOTOMHUHU
«MYXKYMHA — >KCHIIMHA» W TMONJICPKUBAIOIINA MYKCKO€ JOMHUHHUPOBAHHE, CTAHOBHUTCS OOBEKTOM
aKTUBHBIX TEOPETUYECKUX J1e0aTOB B IMOCIEIHHE JECATIICTHI. B KOHTEKCTE STUX JUCKYCCUIl TIOHATHE
«mom» (sex), o0O03HaJarolee OMONIOTHYECKUE Pa3Indusi, Pa3TPaHUUUBACTCS C TOHITHEM «TEHIEpP»
(gender), KkoTopoe paccMarpuBaeTcs KaK  COIMOKYJIBTYPHBIH  KOHCTPYKT. OTH  TEPMHUHBI
paccMaTpHuBalOTCA B KOHTEKCTE Pa3lIMYHBIX TeOpeTHUecKux mapamurMm. B 1970-x rogax OpuraHckue
(EeMUHHUCTKY BBEJIM B HAyYHBIM O00OPOT MOHATHE «TEHIAEP», KOTOPOE, B OTIIMYME OT OMOJIIOTUYCCKUX
00BSCHEHUN, OPUCHTHUPYETCS HA KYJIBTYPHBIM KOHTEKCT, MOHHMACTCS KAaK COIMOIICHXOJIOTHYECKAs
KaTeropys, OXBAThIBAIOIIAs TOBEJEHHE, COIMAILHBIC POJH, 00pa3bl, IIEHHOCTH W OOIIECTBEHHBIC
crpykrypsl (BacumbeBa 71-75). OgHUM W3 CaMBIX BIHUATEIBHBIX MPUMEPOB 3THUX TEOPETUUECKUX
ocHOBaHUH sBIstOTCS B3MAAbl CuMoHbl e boByap. E€ BbickaspiBanue u3 kHuru «BTopoil mom» —
«KeHIMHON HE POXKIAIOTCS, €10 CTAHOBATCS» — YKa3bIBaeT HA TO, YTO KEHCTBEHHOCTH SIBISICTCS
conuanbHOU KoHCTpykimer (Beauvoir). [To eé MHEHHIO, )KEHCTBEHHOCTh — 3TO HE OHMOJIOrHYecKast
MIPEIOTIPEICIEHHOCTh, a PE3yJbTaT KyJAbTYpHBIX U ucTopuueckux rmpouecco (Kosar 86). HOmus
KpucreBa, B CBOIO ouepenp, MeaeT Imar BIepén B STOM HapaBICHUH, YTBEpPKIas: « MBI poxKaaemcst
JKEHIIWHAMH, HO s CTAHOBIIOCH JKeHIIUHOW». [lo e€ MHeHuro, TeHaep — 3To He (PUKCHpOBaHHAs
KaTeropus, a IpoIecC CTAaHOBIEHMUs, (DOPMUPYIOIIHIACS Yepe3 OTHOIICHUS CyObhEeKTa CO CBOMM TEJIOM
(Kristeva 72). Takum o00pa3oM, IOHATHE «KOHCTPYHPOBAaHHUA» MOAYEPKHUBAET, YTO TEHIAEP
MpeJICTaBIsieT co00i He OMOJIOTUYECKYIO TaHHOCTh, & COIMATIbHYI0 KOHCTPYKINIO, C(hOPMUPOBAHHYIO
B XOJI¢ UICTOPHUIECKUX U KYIbTYPHBIX IPOIeCCOB. DEMUHUCTCKIE TEOPETUKH YTBEPXKIAIOT, YTO TCHIIEP
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— 3TO HE WHAWBHUAyaJbHAs, a PEJSAIMOHHAs KaTreropus, (JOpMHUpPYIOIascs B CUCTEME COLMAIbHBIX
otHomenuit (Butler 55-56). ®pa3za Cumonsl ae boByap «Temno — 370 cutyanus», HO3BOJISAET CACIATh
BBIBOJI, YTO OHA pacCMaTpHWBaeT TEJIO He KaK eCTECTBEHHYIO JAHHOCTh, & KaK HCTOPHYECKYIO
KOHCTPYKIHIO, (POPMHUPYEMYIO Uepe3 COLMaIbHble 3HaueHus. Takoi moaxon GpopMupyeT OCHOBY AJIst
NpPEACTaBICHUSI O TeHIepe Kak He TONbKO OHOJOrMYecKH, HO M KYJIBTYPHO U HCTOPHYECKH
oOycnoBnenHoi koHCTpyknmu (Beauvoir 38). boByap yTBepkmaer, 94To Ha TPOTSHKEHWH HCTOPUH
JKEHII[THA paccMaTpUBAach KaK «ApYras» Mo OTHOIICHHIO K YHUBEPCATLHOMY MY>KCKOMY CyOBEKTY:
OHa OTOXACCTBIIIACH C TEJIOM W OblIa oOpedeHa Ha MMMaHEHTHOCTH (IUT. mo Butler 58). Jlroc
Wpwurapeit paaukann3upyeT dK3UCTEHITNATBFHBIA aHAIN3, YTBEPkKAast HEOOXOIUMOCTE TpaHC(hOpMaIuu
MaTpUapXanbHOTO SA3bIKa AJIS CO3/IaHuUs KEHCKOIo MPOCTPaHCTBa BelpakeHus. E€ Teopusi, ocHOBaHHAs
Ha TIOHATHAX «IOJOBOTO PAa3IHYUs» M «MHMECHCA», PACKPHIBAET CTPEMJICHHWE JKEHIIMHBI CIeNaTh
BUAMMBIM COOCTBEHHBIH OIBIT M CTaTh CYOBEKTOM MOCPECTBOM IOJIPhIBA MYCKOT'O ITUCKYypca (IIHT.
mo Delice 132). B aToM koHTeKkcTe, 10 MHeHUIO Mpurapeit, mogoOHas TpaHchopManusi IpeIcTaBsIeT
co00i1 HEe TONBPKO MHAWBUIYAIbHBIN, HO TaKKe KYJIbTYPHBIN U monutudeckuil akT. [IpeoOpazoBanue
sI3bIKA BJICUET 3a COOOM MEPEOCMBICIICHHUE U PEOPraHU3alnI0 00IIeCTBeHHBIX oTHoIIeHwmi (Delice 142).
I[lo Muenuto HOmum KpucreBoil, BBITECHEHHBIM TEIECCHO-UYBCTBEHHBIM OINBIT BO3BPALIACTCS
MIOCPEJCTBOM MO3THUYECKOTO si3biKa. «CeMuoTnieckas» cdepa MOAPHIBAET MYKCKOW CHMBOJIMYECCKUN
IopAaOK, pacKpbiBad MATCPUHCKYIO HWHCTHHKTHBHYIO OSHEPruro0 M Impeajiarad ajJbTCpHATHUBY IJid
BEIpakeHHs xeHckoro ombiTa (Kristeva 132).

U3 sToro crnexyer, 4yTo B (PEMHUHHUCTCKON TEOPUU CYOBEKT (GKEHILMHA» MOHUMAETCS KaK HCTOPUYECKU
U KyJIBTYPHO 00YCJIOBJICHHAsI, MHOTOCIOHAsE KOHCTPYKIHsl. COOTBETCTBEHHO, 3aaa4a (peMHUHU3MA —
HE BBICTYIIATh OT UMEHH JKEHIIIUH, a KCCIeJ0BAaTh MEXaHU3MbI (HOPMHUPOBAHUS KEHCKOW HIICHTUIHOCTH
Y BBISIBIIATH, KOTO OHU MCKII04aroT (Butler 43-50). Ilpormecc popmupoBanus KEHCKOW WISHTHYHOCTH
SBJISICTCSL OTHUM M3 LEHTPAJIbHBIX BOIPOCOB (PEMHHUCTCKOM TEOPUH, KOTOpasi UCCIeyeT OTHOLICHUS
MEXIY HHOUBHIOM M OOILECTBOM 4epe3 Npu3My renaepa. OeMUHHCTCKAst MBICIIb BBIXOAUT 32 PEAEIIbI
3aMaHOr0 KOHTEKCTa M pPa3BUBAETCSl B pa3HBIX peruoHax, Bkiawoudas Poccuio, rae ¢demMuHu3M
ompeenseTcs Kak 0opb0a KEeHIMH 32 MPaBOBOE, COIMATBLHOE U KYJIBTYPHOE PaBEHCTBO.3aposKACHUE
¢emunm3ama B Poccum ortHocuTcs k 1850-M romam U, B OTIMYME OT 3amajgHOW TPaaWIUH,
XapaKTepu3yeTcsl He TOJBKO OOpbOOH 3a MpaBa >KEHIIWH, HO W aKIEHTOM Ha JIMYHbIe CBOOOIBI U
aBroHomuto (Ilomymmua u Kapramosa 102). [IpeacraBiennus o »KEHCTBEHHOCTH U TEHAEPHBIE POIH
3aHUMAIOT Ba)KHOE MECTO B MCTOPHH PYCCKOW MBICIH, OCOOCHHO B €€ KyJIbTYPHOM U (QHIOCOPCKOM
u3MepeHusix. B 3ToM KoHTeKcTe KoHIenus « BeqHoit skeHCTBEHHOCTHY, pa3paboTaHHAsT MBICTTUTEISIMU
CepeOpsiHOTO BeKa, BBIpaXKaeT CTpeMiieHHEe K (OPMUPOBAHHWIO HOBOI'O MHPOBO33PEHHUS 4epes3
CaKpaJIM3al{Io U UACaTU3aIMI0 )KEHCKOro Hayaia. JTo MpeICTaBlIeHNEe HaXOIUT CBOE BRIpAXKEHNE KakK
B Teonorndyeckoil konuenuun Copuu y ConosnéBa, dnopenckoro u bynrakosa, Tak U B HapOJHBIX
obpazax, Ttakmx kak «PommnHa-math» (LlleBuenko 211). HecmoTps Ha HaHHBIA KyJIbTYPHO-
HCTOPUYECKUN KOHTEKCT, 00pa3 JKEHIIMHBI B PYCCKOM JHUTEpaType M KyJIbType Ha MPOTSHKEHUU BCei
uctopuu (hopMupoBajCs MOJ BIMSHUEM MOIIHBIX HJCOJIOTMYECKUX W MaTpUapXajibHbIX YCTaHOBOK.
Hauunas co CpeHeBeKOBbsI, 0COOCHHO B TAKHX TEKCTaX, Kak «JlomMocTpoii» u «Iloyuenne Bnagumupa
MoHoMaxay, JKEHIMHA OTPaHNYUBATIACH PEIUTHO3HBIMHU, COITMATILHBIMY U ceMelHbIME poisimu (Tetik
102). IIpaBocnaBHast HEPKOBb, TPAKTYSI KEHIIMHY KaK IPELIHMILY, BHITECHSUIA €€ 13 MyOJIMYHOM cdephl,
He o7100psuta Oe30paure ¥ BO3BENMYMBAjIa MaTepuHCTBO W jgomamHume ponn (Kasoglu 3 -5). B
JONIETPOBCKUHN MEPUOJI )KEHCKAsl POJIb MPEUMYILIIECTBEHHO OTPaHUUNBAIACH OPaKOM M MaTepUHCTBOM, a
00pa3 «goOpoAeTeNbHON KEHbI» aCCOLMUPOBAICS C TPYAOIIOOMEM, MOKOPHOCTHIO U CMHPEHHEM
(ITammkoB 85). C pedopmamu Iletpa I Hawamace TpanchopMamus CONMHMAIBLHOTO CTAaTyca >KEHIIHMH:
JIMYHOE COTJIacHe MpPHU 3aKII0UeHNH Opaka mproOpero 3HaueHHe, a )KEHIIWHBI CTaau 0oJiee 3aMETHBI B
myomuaHoit chepe (KoportkoBa 43; Ilamkos, Tpammmmonuas cembs 203). Bo BpemeHa mpaBieHUs
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Exartepunbl Il jxeHCKOMY 00pa30BaHHUIO CTAlO MPHAABAaThCA 0co00e 3HaueHue: B 1764 romy ObuI
ocHOoBaH CMONBHBIA HMHCTUTYT OJIATOPOAHBIX AEBUI, a JIsi MPEACTaBUTENeH HM3IINX COCJIOBUHN
OTKpBIBAINCh TOCyJdapcTBeHHBbIE ydeOHble 3aBemeHus (Dalyan, Bayraktar ve Ceyhan 487).
JeMokpaTudeckasi MbICHb, pa3BuBaBinascs moj BiausHuem H. Orapésa, H. UYepubrmesckoro, H.
HobpomtoboBa, H. HekpacoBa u A. CycnoBoii, Halllla CBOE OTpaskeHHe U B JIuTepaType: oopa3 Bepol
[TaBnoBHBI B pomane UepHsbieBckoro «4Yrto nenarb?» cral BOIUIOLIEHHEM HOBOI'O THIA XKEHILMHBI,
BBIXOJSIIIEH 3a TpeAensl TpaaulUOHHBIX TeHAepHbIX ponel (Boponmna 106-107). B XIX Beke,
HECMOTPSI Ha MOSIBJIEHHE MEITUIIMHCKOro 00pa30BaHUs ISl KEHIINH, X [IPaBa Ha IOJIy4Y€HHE BBICIIETO
0o0pa3oBaHMi M TPYIOBYIO AEATEIBHOCTh OCTaBaJMCh OIpaHUYCHHBIMHU. JKEHCKHE OpraHu3anuu
3aKpBIBAINCH, @ 3aKOHOAATENIbHBIC MEPhI 3alpelIlaiy KeHITUHaM padoTaTh B HOYHOE BpeMs U B IIIAXTax
(Dalyan, Bayraktar, ve Ceyhan 484). HecMoTpst Ha TUKBHAANINIO KEHCKUX opraHu3anwii B 1881 roxy, B
nepuox pesonorun 1905-1907 rogos 6611 00pa3zoBan Coro3 3a paBHONPaBHE KEHIIWH U OPraHu30BaH
niepBbiit Beepoccuiickmii xenckuit cre3n (Kopotkosa 44). loa snusauemM OpaHITy3CKOW PEBOIIOIUN
BO BTOpO# mosnoBuHE XIX Beka KEHIIUHBI OOPATIIINCH K JIUTEPATYPHOMY TBOPUYECTBY, B KOTOPOM Ha
MIEPBBIH TUIaH BBIIUIH TEMbl UACHTUYHOCTH U CBOOOABI. OTHAKO IO JABJICHUEM OOIIECTBEHHBIX HOPM
MHOTHE MHCATEIbHUIBI ObUTH BBIHYXKIEHBI ITyOINKOBATHCS MO MY)KCKUMH IceBaoHuMamu (Sarikaya
4,11). K 20-m rogam XX Beka )KEHCKOE JIBHYKEHHE TIPETEPIICIIO MICOIOTHICCKYIO TPaHCHOPMAIIHIO IO
BiusHueM OKTA0pbcKkoi peBomtonu 1917 roga. CoBeTckasi BIacTh CTPEMHUIIACH CO3/IaTh «CBOOOIHYIO
COBETCKYI0 JKCHIIMHY» KaK 4acTh PAaBHONPABHOTO COLMAIMCTHYECKOro oOmecTBa. KiroueBbiMu
aCIIEKTAMM CTaJI¥ BOBJIEYEHHE JKCHIIMH B IIPOU3BOACTBO U IOJIMTHUKY, IIEPECMOTP CEMENHBIX POJIEH U
UICOJIOTHUECKOE MepeocMBbICIeHue reHaepa. JKeHuuHy cTaBuin B LHEHTP GOPMHUPYEMOro PEKUMOM
ColMAIUCTUYECKOro cyObekTa (3apaBoMbiciioBa U Temkura 96-97,103). DTa HCTOPUKO-COMATLHAS
TpaHchOpMaLus MPEJICTaBIsIET COOOH HE TONBKO HIICONIOTHYECKU Mpoliece KOHCTPYHUPOBAaHUS, HO U
YacTh KYJbTYpHOH JUCKYCCUM, CBSI3AHHOM C pempe3eHTauued KeHmuHbl. Kak oTpakeHue
OOIIIECTBCHHBIX M3MEHCHUH, (PEMHHUCTCKUH IMOAXOJ, PAaCCMAaTPHUBAIOIINN IOJIOKCHUE JKEHIIUH HE
TOJIBKO CKBO3b IPU3MY KYJIbTYPHBIX 00pa30B, HO M B KOHTEKCTE OOPHOBI 3a PaBEHCTBO, MPEJIaraeT
BXHYIO TEOPETUYECKYIO OCHOBY JJIsl COBPEMEHHBIX HCCIICIOBaHNH.

AHasu3 o0pa3a HOBOM COBETCKOM 'KEHIIMHBI B PYCCKOM JINTepaType B KOHTeKcTe GeMUHUCTCKOM
Teopun: «Bupunes»

Cpenu *KeHILWH, TPOSBUBIINX ce0s B 0011eCTBEHHOH 1 tuTeparypHoi xu3Hu Poccun XX Beka, ocoboe
mecto 3anuMaer Jlugus Celidymimna. I[lpocnaBuBmiascs B HOCIEPEBONIOLMOHHON —PyCCKOH
nureparype, CeidynnuHa TpUBIEKIa BHUMaHHE KAaK CBOMM HECOMHEHHBIM TaJlaHTOM, TaKk |
BBI3BAHHBIMU €10 OOLIECTBEHHBIMH IUCKyccusiMu. Kak ormeuan Wpaknuii AHIPOHHKOB, HECMOTPSI Ha
HEOJJHO3HAYHOE BOCTIPUATHE €€ TBOPUECTBA, B €€ JTUTEPaTypHOM JIAPOBAHUH HUKTO HE COMHEBAJICS (LIUT.
no ®ununnosoii) Jledrotuporas B auteparype B 1922 rony, Jiugus Ceitdysuinnaa ObICTPO MPUBJIIEKIA K
cebe BHUMaHHE CMEJbIM OCBEIIEHHEM COLMAIBHBIX MPOOJEM M TeMaMH, BIOXHOBIEHHBIMH JIMUYHBIM
ONBITOM — JIETCKON Cynb0o¥l B Tomel I'pakmaHCKON BOWHBI, JEPEBEHCKON >KM3HBIO U KIIACCOBOM
Oopbboii. Uepes sxeHcKkHe 00pa3bl OHa O0MYana COMUAIbHYI0 HECIIPABEAIMBOCTh U CTaja OTHON M3
MIEPBBIX TPEJICTABUTENBHUI] COIMAIIMCTHYECKOTO peasu3Ma, OTINYAsCh NPSAMBIM MU TMOJEMHYHBIM
crwieM (Oumumnmosa 228-230).B  mpomssenenmsix «lIpaBonapymmurtenm», «YeTeipe IIaBBIY,
«Ilepernoit», «Bupunesy, «[lomytunku» u apyrux CeidymirnHa nzo0paxaer 1epeBEHCKYIO KU3Hb 0€3
uaeanu3alny, C TEIUIBIM K 4YEJIOBEYHBbIM B3NIAIOM. E€ TBOpYECTBO — BAXKHBIA MCTOYHHK IS
NOHUMAaHUSl COLMAJBHBIX NocneAcTBUH OKTSOPHCKOM PEBONIOUMH W JIMYHBIX TpaHchopMmanuii.
OcobenHo noBecTh «BuprHes» oTpakaeT HOBBIN CTaTyC XKEHIIMHBI U €€ IyTh K CAMOCTOSTEILHOCTH B
YCIIOBUSIX PEBOIOIHH.
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TToBects Jlnanu CeiidymmmHol «BupuHes» pealuCTHIHO OTpakaeT TPAIUIIMOHHBIC TEHICPHBIC POJTH
U CTPEMJICHHE XCHIIUH K CBOOONE B YCIOBHSIX JOPEBOJIOIMOHHOTO JEPEBEHCKOTO ObITa. [1aBHas
reponHs Bupunes (Bupka) HaxomuTcs BO BHeOpadyHBIX OTHOIICHHMSX ¢ Bacummem (Bacwkka, Bacs),
KOTOPOMY TOHa4YaJly MCIBITHIBAET CUMIATHIO, HO CO BPEMEHEM HAuyMHACT YyBCTBOBATH OTBpAILICHUE.
DTO CTaBUT € B MOJOKCHHUE «TPEIIHUIBI» B IIa3axX JAePEBEHCKOTo obriecTBa. HecMotTpst Ha c1abocTh
naptHEpa, JaBIEHHE CO CTOPOHBI CBEKPOBH M CIUIETHH OIHOCENbYaH, BupwHes uImeT mMyTH K
CaMOCTOSITEIbHOCTH, PEIIUTENBHO MPOTUBOCTOSI TPATUIIMOHHOW MOpPAd U HAaBA3aHHBIM >KEHCKUM
pornsim. OHa YXOIUT U3 IOMa, CTPEMUTCS K (PMHAHCOBOI HE3aBUCHMOCTH Yepe3 TPYH U MPOXOIUT depe3
TIyOOKyI0 JHUYHOCTHYIO TpaHchopmammio. HoBBIM 3Tam e€ >XM3HM YKperuisieTcsl ydacTHEM B
PEBOIIOIMOHHON OophOe W oTHomeHUsMHU ¢ [laBaom. DTa TpaHChoOpMalKs CTAHOBHUTCS HE TOJIBKO
JUYHOM, HO M WAEOIOTUYECKOH (opMOii CyOBEKTHOCTH, TIpeBpaIiaiomieil Bupuuero B ciMBOII TiepeMeH
B ()OpMHUPYIOIIEMCSI HOBOM OOIIECTBE.

PaccmarpuBas moBects «BupuHes» B KOHTEKCTE (EMHHUCTCKON TUTEPATYPHON KPUTHUKH, MBI MOXKEM
YBUJIETh, KaK B HEW OTpakatOTCsl YTHETEHHOE MOJIOKEHUE JKEHILMHBI B NaTpUApXaIbHBIX CTPYKTYpax U
e€ crpemiieHHE K OCBOOOXKIEHHIO, YTO OTCHIIAeT K 0Opa3y HOBON COBETCKOW >KEHIIMHBI. AHAIH3
KIIIOUE€BBIX MOTHUBOB ((BI/IpI/IHCI/I» TMMO3BOJIACT BBIACIUTL CICAYIOMIME TEMbI: HCKIIIOYCHUC KCHIIWHBI U3
KaTeropuu cyOobeKTa u e€ mpeBpalicHie B 00bEKT JI00BH; MOJABICHNUE KEHIMHBI B TATPHaPXaIbHOM
00IIIecTBe MTOCPEICTBOM MOPAIBHOTO B CEKCyalTbHOTO KOHTPOJISI; OMPEeNIeHHE COITHAIBHOMN IIEHHOCTH
JKCHIIMHBI Yepe3 e€ JeTOpOoAHYI0 (YHKIHUIO W TMOJaBlieHHE €€ CEeKCYalbHOCTH C TOMOINBI0 HOPM
MOpAJIM; BOCHPOU3BOACTBO NAaTpUapXajbHbIX IIEHHOCTEM dYepe3 CaMHX JKEHUIMH H TNOAMEHa
COJIUIAPHOCTH OCYXICHNEM; )KEHCKOE COTPOTUBIICHUE MTaTpUapXaJlbHOMY MOPSAJIKY U CBA3aHHBIN C HUM
MPOIIECC CYOBEKTUBAINY; a TakkKe (JOPMUPOBAHHUE €€ TOIMTUICCKON CyObeKTHOCTH. PaccMoTpuM 3TH
MOTHBBI Ha KOHKPETHBIX IPUMEPaXxX U3 TEKCTA.

B pamMkax KII04€BOro MOTHBA — HUCKJIFOUECHUS JKCHILMHBI U3 KaTerOpuH cyObeKkTa U e€ MpeBpalleHus B
00BEKT JIIOOBM — B NPOU3BEACHUH IPOCIEKHUBACTCS, KaK IaTpuapxajbHas CHCTEMa OIpelelisieT
JKCHIMHY MCKIIIOYMTENIBHO uepe3 e©€ (u3nueckuidl Tpyd, MOAaBisis e€ 3MOIMOHAJbHBIE U
MHTEIUIEKTYaJIbHbIE aCHEKTHl. DTOT MOTHB NPOSBISETCS NMPEXKJE BCETO B TOM, YTO TEJIO >KEHIIHMHBI
KOJMPYETCs KaK «TPEIIHoe», a 0TKa3 B 00pa30BaHMU BEeNET K €€ uppanuoHaIn3auuu. Spkuil mpumep
3TOTO0 MOXKHO HAMTH B CIEAYIOIIEH LUTaTe, IAe MOKAa3aHO, KaK JKCHIIMHA OTUY)KIAeTCsl OT JIOOBU U
YEJI0BEYECKOrO JOCTONHCTBA!

...B KHI)KKax Bce Takue oOxomutenvHble. IIpo xu3Hp Tam Beskoe. Hy, a nHamm,
JepeBeHcKre, He 3aHnMaroTcs. C IeBKaMU CIIOBaMH He JIETIAT, a ¢ 6aboii cBoel, Tak 1 BOBCe
pasroBopoB He pa3roBapuBaioT. Kopose korna ckaxyt: “Kpacuymika, KpacHymenska”, —
Jla ¥ JIoIIaab C J00AaBKOW CJI0BA JJACKOBOI'O HA30BYT, a )keHY — HeT. it paboThI B3sTa, U1
Mopozy, a He JuIs JJackoBocTH. 1 Ha pabote ckoTUHY kauetoT, a 6a0y — Het (Ceiidymnnina
271).

B 3TOM OTpBIBKE APKO MPOSBIAETCS MBICIB O TOM, YTO )KEHIITIHA BOCTIPUHUMAETCS UCKITFOUYMTENHHO KaK
paboyas cuia, Torna Kak e€ 3MOIMOHAJbHBIE KauecTBa UTHOpUPYIOTCsA. ToT (akT, 4To K KUBOTHBIM
00palIaoTCs C JIACKOH, a K KEHIIMHE — HET, HalJIAHO JIEMOHCTPUPYET CTEIeHb €€ 00eCLIeHUBAHUS B
naTpuapxajbHOM cucTeMe. DTOT NMOIX0[ MepeKInKaeTcs co B3msinaMu CuMoHsl e boByap, cormacHo
KOTOPBIM MY>KYMHBI BBIHY)KJIAIOT KEHIIMH NPUHATH ctatyc [pyroro (Beauvoir), cBOAUT >KeHIIMHY K
MPOTHBOPEYHMBOMY 00pa3zy — HEITIOOMMOTO W OTUYXIEHHOTO, HO B TO K€ BpeMsI HEOOXOAMMOTO H
9KCIUTyaTupyeMoro o0bekta. OOUH M3 CaMbIX SPKUX HPUMEPOB TAKOTO YTHETEHHS IMPOSBISETCS B
otHomeHusx Casenust Manaru c ero sxeHoil: «-He Bepemu noransim 6a6sum si3pikom! Turre, ToI! (...) -
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IToromu, He memaii! He ye3p 6abbeif IITOTHIO BIIEpe, HE TIOTaHb MO0 MOIUTBY. CHYac caM MOJIUTHCS
3auny»(Celipymnuna 232). JlaHHBIA TUaOT B KOHTEKCTE (PEMHHHUCTCKOW JIMTEPATYPHOW KPUTHKH
OTpakaeT TOAABIICHHE KaK TEJIeCHOT0, TaK W PEYEBOr0 IPUCYTCTBUS JKEHIIWHBI B YCIOBHUSX
narpuapxajbHOro mopsiaka. BeickaspiBanusi CaBenust Manaru, Takue kak «He Bepemu moraHeiM
6a0puM s3pikoM!» U «Tuie, ToI!», CHMBOTU3UPYIOT OOECIICHWBAHUE W KOHTPOJb KEHCKOTO ToJoca.
BrickaspiBanne «He e3p 0a0beil TUIOTHIO BIIEpe, He TOTaHb MO0 MOJIMTBY» OTpPaKaeT TPAJAUIINOHHOE
naTpuapxajbHOE BOCIPHUATHE JKEHCKOTO Tella KaK TPeXOoBHOTO M ockBepHsmomero. ®pa3za,
MPO3ByYaBINas B JaJbHEUIIeH JacTh mpousBeneHns — «Moman, 6aba! He TBoeit Mo3roi MOHSTH!»
(Cefibymmuaa  285) — sBIsIeTCS SIPKUM BBIp@OXEHHEM NaTpHapXallbHOTO AWCKypca. B manHOM
BBICKa3bIBAHUU OTPAXKAETCSI HE TOJIBKO CTPEMIICHHE 3aCTaBUTH KEHIIMHY 3aMOi4Yarb, HO TaKke eé
VHIDKEHHE W WppanuoHanmu3anus. JKeHIMHa, YbH MBICIHTENbHBIE CIIOCOOHOCTH OTPHIAIOTCS,
MPEACTAeT KakK CyIIeCcTBO, HE CIOCOOHOE K 00yueHHI0. Spkoe MposiBIeHHe TaKoro B3IsAa OTYETINBO
MIPOCIIEKUBAETCS B CIEAYIONINX CIOBaX:«YUUTh 1eBOUKy? Jla XOTb OBl MaTBIHKA BBIYUII — YTO TOJIKY
oT neBku? Bcé paBHO BBIMIET 3aMyX, W He CBOei romoBoi kuTh Oymer» (Ceiidpymmnua 327). Ot
BBICKA3bIBAHUS OTPAXKAIOT MPEAB3ATOCTH MAaTPUAPXaJIbHOTO 00IIecTBa O OTHOUICHHUIO K JKEHIIMHAM U
MOKA3BIBAIOT, KAK WX JOCTYIl K 0Opa30BaHHIO OTPAaHUYMBACTCS 10 TeHASPHOMY IMpHU3HaKY. JKeHCKHi
roJIoOC TOJABISICTCS W JIMIIAETCS 3HAYEHHs, TOTAa Kak IIpaBO Ha aBTOPUTET NPUIHCHIBACTCS
UCKITIOYUTENLHO MYKCKOMY. OCOOCHHO SIPKO 3TO TPOSIBISETCS B cieAylomei ciene: « OMuH KpUKHYI:
— He cneixats | He pazoupaem ardero. Mymune otnaii!(...)— Hy, 3Hamo neno! Kakoit y 6a0s1 romoc!
Tonbko BU3raTh MOXKET . A SITHO, TPOMKO T/ € BRITOBOpUTh!» (Celidymmmnaa 332). [lurata HamisaHO
MOKA3bIBACT, YTO JKEHCKUHA TOJNOC B ITyOJMYHOM IPOCTPAHCTBE OTBEPraeTcss W HE MPHU3HAETCA
neruTUMHBIM. OTOXKIECTBIIEHHE aBTOPUTETa C MYKCKAM TOJIOCOM CBHJIETEIBCTBYET O TIIyOOKO
YKOPEHUBILIEMCS TaTpUapXajlbHOM MBIIUICHHH. B KOHTEKCTe (EMHHHUCTCKOW TEOpUH TOA0OHas
CUTyaIlsl O3HAuaeT CTHUPaHUE JKEHCKOTO CyObeKTa H TOJYWHEHHe e€ TMpaBa Ha MyOIHMYHOE
BBICKa3bIBaHUE MY>KCKOMY KoHTpoutto. [Tonstue «Ipyroro» y Cumonst fie BoByap, a Tak:ke KOHLETINN
MOJIaBJICHUS J)KEHCKOro Tena u ronoca B Tpyaax IOmuu Kpucreroit u Jlroc Upurapeil npegoctaBistoT
TEOPETHUYECKYI0 OCHOBY U aHAM3a TeHIIEPHO OOYCIOBIEHHOTO TOCIHOACTBA, IMPEICTABICHHOTO B
TekcTe. JKeHIIrHa BOCIPUHUMAETCS KaK yrpo3a — Kak CBOMM TEJIOM, TaK M TOJIOCOM — U UMEHHO
MO3TOMY TIOMJIE)KUT KOHTPOIF0. DTOT KOHTPOJIH OCYHISCTBISETCS HE TOJBKO 4epe3 IOoAaBIICHHE
JKEHCKOTO T0JIOCa, HO M MOCPEICTBOM periaMeHTAIlMH BHEITHOCTH KCHIIWHBI. JKeHIIMHA TpaKTyeTcs
WCKJTIOUMTENIEHO Yepe3 (PU3NYECKHe XapaKTepUCTHKH: e€ KpacoTa MPUHIDKAETCS, 00ECIEHUBACTCS H
CBOIUTCS K BHEINTHUM Tmpu3HakaMm. [lomoOHas mepcrekThBa JHINAeT XEHITUHY CYOBEKTHOCTH H
npeBpaiiaer e€ B 00bEKT, CKOHCTPYHUPOBAHHBIN B PaMKax MYXKCKOTO B3DIsS[a. DTO OCOOCHHO SIPKO
MIPOSIBIISIETCS B CIEAYIOIIEM THAJIOTe MEXIy WHxeHepoMm U Bupuneii: «[lpuBbikia 5. 3a kpacoty Moo
0a0bI MeHs He J00AT. YUCTO MHE KaXKIbIii MY>KHK HYKEH, & UM BCEX JI0 €IMHOI0 JKAJIKO YCTYNaTth. (...)
Bot u B ropoay: nogonry Ha Mectax He wuia. He ¢ Toro, 4ro 0e3 macmopTra — 3TO JUIsl HUX BBITOJHEH,
Jemenne. A Bce n3-3a 3aBuaKku 0a0weii» (CelidymumHa 268-269). B stux ciosax Bupunes orpaxkaercs
MBICJTb O TOM, YTO JKEHCKOE TeJI0 POpMUpYETCs uepe3 MY>KCKOH B3IIIsi, MIpeBpalias KpacoTy B yrpo3y.
OmnpenenseMast 4epe3 MY>KCKO€ JKeJIaHWe, J)KEHIIMHA CTAIKUBACTCA C OTUYKICHHEM W YSI3BUMOCTBIO.
OCO0EHHO CTUTMAaTU3UPYIOTCSl HE3aBUCUMBIE U MBICTISIIIUE )KEHIIWHBI. B 3TOM KOHTEKCTE OTHOIIEHHE K
Bupke mpencraBnser ocoObrii mHTEpec: «Bupka He 3axoamna B JIEPEBHIO, W JEPEBEHCKHE TOXKE
Jepxanuch oT He€ mofaneiie. OHa Obula M3 TeX JKEHIIUH, OT KOTOPBIX JIyYllle JepKaThCsl MOJalIbIIe
(...)JA ecmu W BCTpEUYAINCH, TPOXOIWIM MHUMO, HE CKa3aB HU CJIOBA W HE IONPHUBETCTBOBAB)»
(Ceitpynnuna 304). Llutara mokasbIBaeT, YTO KEHIIMHBI, HAPYIIAIOIIME HaTpUapxajbHble HOPMBI,
BBITECHSIIOTCS W CTUIMAaTU3UpPYyIOTCA. BUpKa, Kak «omacHas >KEHIIMHA», BOCHPUHUMAETCA HE Kak
CyOBEKT, a KaK yrpo3a, TpeOyromas moaaBIcHus.
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OpHUM U3 KJIIOUEBBIX MOTHBOB IPOM3BEICHMA SBISIETCS MOJAaBJIEHHE KEHIIMHBI B MaTpUapXalbHOM
0011ecTBe MOCPEACTBOM MOPAIBHOTO U CEKCYaIbHOTO KOHTPOJI. B marpuapxansHO#l penpe3eHTanum,
rA€ KCHIIMHA YTPayuBaeT CYOBEKTHOCTb, MAaCKYJIMHHOCTh JIETHTUMHpPYETCS duepe3 oOnanaHue
JKEHILHOM, B TO BpEMS KaK caMa >KEHIIMHAa CBOOUTCA He K CyOBEeKTy, a K 0OBEKTy, Ha KOTOPOM
yTBEp)KJAaeTcsl BJacTb. B 3TOM KOHTEKCTE TaKuWe NpOSBICHUS, KaK KOHTPOJIb HaJ IKCHCKOH
CEKCYaJIbHOCTBIO Yepe3 KOHLENT «4ECTN, ONPEAEITICHNE KEHCKOT0 Tela KaK My>KCKOH cOOCTBEHHOCTH,
HaKa3aHHUe JKEHCKOTO rojioca, a TakKe COLMAIbHOE M3THAHHWE M IMOAABICHHUE, CIIY)KAT BBIPAKCHHEM
JAaHHOTO MOTHBA. B moBecTn MOpaibHBIN KOHTPOJIb HAJ JKEHIIUHON U MEXaHU3Mbl (OPMUPOBAHUS €&
OOIIIECTBEHHOH peIyTaliy OTYETIINBO MIPOCIEKUBAIOTCS B BRICKa3biBaHUIX Mokelixn:«HeBeHuannas.
Tax gepxxuM (...) B ropony 0e3 3akoHy Tpu roja BanaHaaiucs (...) Teneps, MOXeT, U 003aKOHATCS, a
ceiivac ot mogei Hexopomo (...)OTpoay He CiIbIXHMBana, YTOOBI B CEMbE B HaIlleH TakoW cpam
paszBoauics (...) oOpast - To cnaBa ISKHUT , a TypHas-TO He TO 0exuT, 1éToM neTu™(Ceiidynnuna 242).
B oroit mmrare Bupa momBepraercs MOpadbHOMY OCYXACHHIO H3-3a BHeOpauHOW cBsa3m. EE
«HE3aKOHHBIN)» CTaTyC CTAaBUT IO COMHEHHE PEIyTaluio, NOAYEPKUBAs MPUOPHUTET OOIIECTBEHHBIX
HOPM HaJ JIMYHBIM BBIOOpOM. Tak jKEeHIIWHA TepsAeT CYOBEKTHOCTh W CTAHOBUTCS OOBEKTOM
narpuapXajbHbIX OXHUIAHUHA, OCOOCHHO €CIM HE COOTBETCTBYET MY)KCKHUM CTaHAApTaM. « YK €ClIH U
MIO30PUTHCSI TaK, MOTJIA OBl XOTh THXOH, MOKIAJUCTONH OBbITh. A OHa — HET, HUIKOMY HE MOJYHUHSETCS.
Backy 3ary6una. [Ipu Takoii OemieHoii HaType 1aXke COTHYTBIN B AyTy MyXHK u3Hypurc» (Celidyminna
249). DT cnoBa MOKA3BIBAIOT, UTO KEHIMHA CIATASTCS MPUEMIIEMOM JIHIIH TOT/IA, KOTAa OHA MTOKOPHA.
ConpoTHBISIOMIASCS KEHIIMHA BOCIPUHUMACTCS KaK «H30BITOYHASD M «OMAcHas», a e€ xapakTep
OLIGHUBAETCS] CKBO3b MPU3MY NCHXOJIOTHUECKOr0 KOM(pOpPTa MyXKUYMHbBI. AHAJOIMYHO, NPEICTABICHUE
00 uaeane Mom4aHusi, POpMUpyeMoe KaK OOLIECTBOM, TaK M CAMUMH JKCHIIUHAMH, BHOBb OTYETINBO
IIPOSIBIISIETCA B CIEAYIOLIEH clieHe: «Bupka MoTHYya rososoil. ITorom tuxo ckazana: — Jlronu cmesTecs
Haja ToOoW OymyT. MHOTO TyT IIyMenu mpo MeHs. — A C TOTrOo, YTO cama Thl TOTO OOJIe IIyMHIIh.
[loxkuBenp THIIKOM, JaK Jitogun K T1eOe motumie Oymyt» (Celidymmuna 328). DtoT amanor
JEMOHCTPHUPYET, YTO CTPEMJICHHE >KEHILMHBI 3asBUTh O cebe MOCPEICTBOM TI0J0Ca HAaKa3bIBAETCS
00111€CTBOM, TOIIa KaK MOTYaHHE MPETOJHOCUTCA Kak MyTh K crnaceHuro. OH Takke MOKAa3bIBAET, YTO
narpuapxajibHOe JaBJICHHE BOCIPOU3BOIAMTCS HE TOJBKO MY)KYMHAMH, HO W CAMHMH YKCHIIMHAMH.
OCO0EHHO SIPKO 3TO MPOSIBISICTCA B PENPECCHUBHON PUTOPHKE BHYTPH CEMBbH — B JHAJIOTE MEXKIY
Bupuneii u e€ cBekpoBblo: «— AX, 3actpamania!l PoBHO cBaTaMu BhIXOKEHHAsI, CHOIIEHBKA JKeJIaHHASI.
Cama, uncTo cyuka, oz Bopora noxoderana» (Ceidymmna 248). KocBeHHOE cpaBHEHUE € «CYUKO»
OTpakaeT BOCHPUATHE >KCHCKOTO JKEJaHWsS KAaK WHCTUHKTHBHOIO W yHH3HUTenbHOro. Haméku Ha
J00pavyHOe MPOILIOe TOJIPHIBAIOT PEMyTAIMIO KEHIIIUHEI, TpeBpainas e€ Teno u ouorpaduio B 00bEKT
MoOpaJIbHOro KOHTpoJisl. C TOUKU 3peHHs (EMHHUCTCKOW KPUTHKH, 34€Ch Mbl BUAMM KJIaCCHUECKHUI
npUMep NaTpuapxajbHOTO MOJABICHHS, T/IE KEHIUHA JUINACTCS BOJIH W MPEBPAIIAETCS] B UCTOUHUK
BUHBI U cThIa. OCOOCHHO OTYETIMBO 3TO MPOSIBIIAETCS B ciieaytomieit iurare:«— C 6apunom! [ackyna
Thl, ckBepHaBka! Cpenp Oena aHs, kak cyka! (...) — He-00 yem mHe ¢ TOOOM, cyka, roBOpUTH!
[Mpumbute Tebs Hano, moranb, pacnytHuny!» (Ceiidyanmuna 291). B atux cinoBax couerarorcs
CEKCHCTCKOE YHIKEHHE M yrpo3a HacHiueM. TaK TepOMHS CTaHOBHTCS HE MPOCTO OOBEKTOM
0O0IIeCTBEHHOTO KOHTPOJIS, HO M MHIICHBIO, Ha KOTOPYIO MPOCHUPYETCs KPU3UC MACKYJHHHOCTH.
ArpeccuBHas pUTOPHKA HalpaBlieHa Ha MofIaBiIeHue €€ cyObeKTHOCTH. KOJIeKTHBHBIN KOHTPOIb HaJl
e TeJOM W IOBEICHHEM OTpakaeT NIyOOKO YKOpEHEHHOE TeHIepHOe HepaBeHCTBO. Cremyrommuit
SMHU30/ WUTIOCTPHPYET 3Ty (OpPMY HACHIUS W MOPAIBHOTO JaBieHUs: «— Kepxkauky TBOWO ¢
WH)XEHEepPOM BUaN... B3nyTh 3a Te0s xoten(...— Ml s 1 s CaBenuit, nsans! M36ei, eit-mipa, nzdeit korna-
HUOYAb! I'pex oT HUX u o0uaa. bonbimas oouna!l (...)9X, 94To K THI cerogns He moyunn? Cpenp Oena qHs
MPOXJIKIAIOTCS BeeM JIIoAsM Harokaszy (Celdymmaa 296). DTOT 1uajior HAMIAIHO JEMOHCTPUPYET
BOCTIPHSITUE YKEHCKOM CEKCyalbHOCTH KaK rpexa, 1030pa U SBJICHHs, IMOIJIEKAIIero HaKa3aHUIo.
JKenmmna m3o0pakaeTcs He MPOCTO KaK MHAMBUIYYM, a KaK HOCUTEJBHUIA «4EeCTH» OOIIEeCTBa, Ha
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KOTOPYIO OIHOBPEMEHHO IMPOEeIUpyeTcs KelaHhe HakazaHusi. Hacuimme u SpocTh BHICTYNAIOT B POIH
MEXaHU3MOB, JIESTUTUMHUPYIOUIUX MaTpUapXalbHOE TOCIOICTBO HA/l dKEHCKUM TEJIOM.

OpnHMM 13 3aMETHBIX MOTHBOB IPOU3BEIEHUS ABISIETCA ONPEEIEHUE COLMAIBHOM [IEHHOCTH >KEHIIMHEI
yepe3 e€ JeTOPOAHYI0 (PYyHKIMIO M MOAaBIeHHE €€ CEKCYalTbHOCTH € TIOMOIIBI0 MOPaIbHOTO KOHTPOJISL.
B sToM mpencraBneHuy, TIe KEHIIMHA OIEHUBACTCS WCKIIOUMUTENFHO Yepe3 MpU3My JIeTOPOXKICHUS,
JKCHIIMHA, HE CIIOCOOHAash pOAMTH, BOCIPUHHUMAETCS KaK «HETONHOLUCHHAs») WIH «3JI0BEIasy Hu
MOJIBEPTaeTCs] UCKITIOUEHHUI0; OHA PacCMarpuBaeTcs He Kak JIMYHOCTh, & KaK PEMpPOLYKTHBHOE TeEIO.
CommasbHBIA CTaTyc, CBEAEHHBIA K MaTepUHCTBY, CTHTMAaTH3allks, OCHOBAaHHAS Ha CEKCYaJIbHOM
MPOIIIOM, YHIDKEHHE JKeJIaHWH, TIOAaBIeHUe PEPOAYKTUBHON (DYHKIMH NOCPEACTBOM PEIUTHO3HOTO
JUCKypca U IPUHYXICHUE K MOITYaHHIO TTOJT yTPO30i (PM3NIECKOTO HACKHIIHS — BCE 3TO MPEICTABISIET
co0Ol TeMaTHUeCKUe OTPa)KCHUS AAHHOIO MOTHBA. JTO OCOOEHHO SIPKO TPOSBISETCS B PE3KOH
PUTOpHKE, HAIpPaBICHHOW Ha JXEHCKOro mepcoHaxa:«lloranomy-to Opioxy u 1uioma O0r He Jaer.
Yerpepthiit rog ¢ Backkoil... Jlonpexb ¢ KeM CKOJb, HE 3HAIO, a C 3TUM YETBEPTHIM Toj, U IUTE HE
poawna, u moceddac nopoxHsas»(Ceridymmuna 250). DTu ciioBa CBUACTEIBCTBYIOT O TOM, 4YTO
colManbHasl [EHHOCTh JKEHIIWHBI OIPEENIeTCs MCKIIOYATENBHO 4Yepe3 MPU3My IETOPOXKICHHS, a
HECIIOCOOHOCTHh UMETH AETEH KIEMMHUTCS KaK «HEMOIHOLEHHOCTEY WIH «3JI0BEIIUi 3HaKk». Haméku Ha
CeKCyallbHOE MPOILIOE YHIDKAIOT €€ HHTUMHOCTD U IGMOHCTPUPYIOT, Kak €€ penponyKTuBHas QYHKIUS
MpeBpamaeTcs B OOBEKT MOpPaNbHOTO ocykiaeHusd. llomoOHas Touka 3peHHs OCOOEHHO OTYETINBO
MPOSIBIISIETCSL B CIEAYIONIMX PE3KUX BBICKa3bIBaHMsIX:«/la s TeOe miaza TBoM OeccThlXHE BhIIIAparnalo,
KOJIb THI CJIOBO TaKOe€ eIlfe ckaxketb!(...) 3a OecmyTCTBO TBOE, 3a TPeX 3a TBOW OOT AWUTIO B yTPoOE OBITH
He no3Bossier» (Celidymmna 252). B nanHON murtarte, WUIFOCTPUPYIOLICH CBSI3b MEXKIY JKCHCKOH
PENPOIYKTUBHOCTBIO U MOPaJIbHBIM HaKa3aHUEM, HACHIIMIO U TO/IaBJICHUIO TIOABEPIaloTCs KakK KEHCKOe
TeJIo, TaK U €€ royoc.

OgHuM U3 3aMETHBIX MOTHBOB IIPOU3BENCHUS CTAHOBUTCS BOCIPOM3BOACTBO IATpPUAPXATbHBIX
LEHHOCTEH Yepe3 caMuX KEHILUH U TOAMEHA COJTUAAPHOCTH OCYKAeHUEM. B aToM npencTapieHuu, rae
narpuapxajibHasi CTPYKTypa BOCIPOM3BOAUTCS HE TOJBKO MY>KYMHAMH, HO U CAMUMH KEHIIMHAMM,
MOCIIEIHAE TPOSIBIITIOT HE TOAJEPIKKY CBOOOBI JIPYT ApPYyra, a KOHTPOIUPYIOIIEe U HCKIIOYAOIIee
MOBEACHNUE. 3aMEHa CONHMIAPHOCTH CIUICTHSIMH, MapKUpPOBKA HWHIWBUIYaJIbHONH BUIANMOCTH Kak
«IISITHA» ¥ MHTEPUOPHU3AINS YTUINTAPHBIX MOPAIBHBIX JUCKYPCOB — BCE 3TO IMpPENCTaBIsAEeT cO00it
KIIFOYEBBIE TEMAaTHUYECKUE OTpPaKeHHs JAaHHOro MoTuBa. OmHUM U3 SAPKUX [PUMEPOB,
KOHKPETU3UPYIOIIMX ATy CHUTYallMiO0, SIBJISETCS KOH(MIMKTHBIA JIHAJIOr MEKIY IBYMS >KCHCKHUMH
MIEPCOHAKAMH:

«— Jlpyrue >KeHIIMHBI, YCIBIAaB TBOE UMS, TUTFOIOTCS, a A...— 3HA4YHT, TBOCH CIIOHBI HE
xBaraio! Xaneems mens, na? 3auem npunuia, Aaucka? YTtoObl TOCMOTPETh U TIOTOM 32
criuHo# cynaunth? Hy Tak cmoTpu! He BnepBoit Benpb. Kakast ecte — Takas ecte.— Her,
ThI U3MeHMIack. Craja 6onee U3MOTaHHOH, Oojee pazapaxEnHoi» (Ceitpymimna 305).

TakuM 00pa3oMm, yepe3 pedb MepcoHaka aBTOP IMOKA3bIBAET, KAK CUCTEMA, OPTraHU3yIOIask OTHOIICHHS
MEXKy KEHIIMHAMH HE HA OCHOBE COJIMAAPHOCTH, a YepEe3 CONEPHUUECTBO U UCKIIOUECHUE, HAKA3bIBAET
WHIWUBUYaJIbHOE COTIPOTHBIICHUE TIOCPEACTBOM H30JIAITUH U CIUIETCH. B 9TOM KOHGIIUKTE, KaK BHIHO,
KIIFOYEBYIO POJIb UTPAET CIUIETHSL.

«B nmepeBHe cimyxu: Mo, THI JTIOOWITH Becenbe, IyasHKU. Hy, ecnu tak, Tymsii ¢ ymom,

XOTh 3apabotail uro-HUOYab (...). Ho y Te0s apyroe geno: u c¢ Bacunmem, u ¢ Tem
WHXKEHEPOM. .. TeTeph BOT eli€. XOTh Thl U HE X0Yellb OpocaThes B Ii1aza, HO BCE paBHO
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Ha BHJY. Bcsl mepeBHs 3HaeT — THI OJIHA TaKas, Kak OelbMO Ha Tia3y. Pa3 yxk Haxwuia
TaKyIO CJIaBY, YTO M JIFOJISIM MTOKA3aThCs CTHITHO — XOTb ObI YTO-HUOY/Ib C 3TOTO IIOUMEIIAY
(Cetichymmuaa 306-307).

q)pa3a CBUACTCIBLCTBYCT O TOM, YTO HMHAWBUAYAJIbHAA CBO6OIL& JKCHIIKWH ITOAABIIICTCA C ITOMOIIBIO
CIUNICTCH H O6I].I€CTBCHH01"O OCYXICHUA. Ha CMCHY COJIMAApPHOCTU IIPUXOAUT UCKIIFOUCHUC,
narpuapxXajJbHbIC YCTAHOBKH BOCIIPOU3BOAATCA CAMUMMU KCHIIUHAMU. <Dpa3a «XOTh OBI I-ITO-HI/I6y,lII) C
OTOI'0 IMOMMEJIa» IMOKA3bIBACT, HACKOJIBKO FJTYGOKO reporHA YCBOWJIA MParMarnicCKO€ MBIIIJICHUE.

Emé omHuM Ba)KHBIM MOTHBOM NPOMU3BEICHUS BBICTYTIAET )KEHCKOE CONPOTUBICHUE NaTpHapXaJIbHOMY
HOPSIIKY W CBSI3aHHBIH C HUM Iporecc cyObekTuBauuu. JKeHIIMHA IMPOTHBOCTOMT HAaBS3aHHBIM
narpuapXaJbHbIM OOIIECTBOM POJISIM MOJYAHHS W TIOBUHOBEHHS C TIOMOIIBIO CBOETO Tojoca, Tena U
Boiu. [Ipeobpasys nonaBieHHYO HICHTUYHOCTS B OCO3HAHHOE COIIPOTUBIICHUE, OHA BCTYIIAET Ha MYTh
ocBOOOXKAEHUS. B 3TOM KOHTEeKcTe BHYTpeHHsAs OOppOa >KEHIIMHBI, €€ OTKa3 OT I'€HAEPHbIX POJeH,
MIPOTHUBOCTOSIHUE MOPAJTBHOMY OCYKJIEHUI0O M MYXCKOMY HACWJIMIO, a TakKe BOCCTaHHME IPOTHB
KJIACCOBOM M CEKCYaJIbHOM SKCIUTyaTalluy MPEACTABIISIIOT COO0H KIIFOUEBbIE TEMAaTHYEeCKHUE IPOSIBICHUS
nanHoro motuBa. CtpemsieHue BupuHen k COOCTBEHHOM JKU3HU U €€ TOJ0C, MOJHUMAOIIUICS B OTBET
Ha YTHETAIOIYI0 cpey, IPEeACTaBISIOT cOO0M OHU U3 HanboIiee BBIPA3UTEIBHBIX MPUMEPOB JaHHOTO
motuBa: «Temepsp ordbarpaunmna!l byaer! Kornunnoces Tepriense moe! (...)A MHe y» OonbIlie HEOXOTa.
Yacy Becenoro HeTy Al MOJoAocTH st moeit. Yitny!» (Celidymmuna 253). Ciosa repounu «Teneps
orOarpaumnaly u «Yimy!» IeMOHCTPHPYIOT e€ OTKa3 OT HaBS3aHHOW POJIM TEPIIEIUBOM, IIOKOPHON H
JKEPTBEHHOW IKEHIIWHBI, a TaKKe CTPEMJICHHE OTCTOATh CBOE NPaBO Ha COOCTBEHHYIO J>KH3Hb.
[TomoOHBIM 00pa3oM, B 3THX BBICKA3bIBAHUAX TAKKE OTUYETIIMBO TPOSBISIOTCS MOTHB pa3pbiBa U
cTpemiieHHe kK cBoOoze: «Hano yexats B ropox WK Ha Xele3Hyto Jopory — pabortaTs. Sl oTopBanachk
OT JICPEBEHCKOM KHU3HH, HE CMOTJIa OBITh PUMEPHOH JKEHIIWHOHN, 3HAYHUT, MOH ITyTh MOWIEN B IPYTYIO
cropony» (Ce#idymnmaa 255). DTH BBICKA3bIBaHUS TOKa3bIBAIOT, YTO, OTBEpras T€HIEPHBIE pOIH,
JKCHIIMHA CTPEMHTCS K CAaMOCTOSITENBHOM caMopeann3aluu B cepe Tpyaa. bonee sxécTroe BrIpakeHHE
3TOr0 CONPOTHUBIICHUS 3BYYMT B cieayromiem auaiore: «lto %k, s moiiay Ha Kakoe Hazlo Bpemd. Bece
OJTHO, TJIe IPOKOPM 100BIBaTh . TOJIBKO ThI MEHsI, OayIKa , rpexoM MOMM ¢ Bacbkoil He 3amail. A To 5
W CTapoCTh TBOKO HE yBaXx<y, yXBaToM caiaHy. Hagoena MHe Bamra npo meHst konroray (Celidyminaa
260). Bricka3pIBaHUsI OTPAXKAIOT NEPETOMHBI MOMEHT KEHCKOT'O COITPOTHBIICHUS JOMUHUPOBAHUIO HaJl
e€ TeJIoM, CEeKCyaJbHOCTBIO U TPYJOM, a TAKXKE CTPEMIICHHE K CyObEKTUBALIMU BOIIPEKH COLIMATIBHOMY
KOHTPOJIIO. ' HEBHBIHN T0OJIOC JKEHIIIMHBI CTAHOBUTCS MOIITHBIM BBI30BOM MaTpHapXallbHbIM CTPYKTypaMm.
«Ky3nen ObII0 pagocTHO omepuics, Kak ee yBuaaj, a Teneps nomstuicsa. Cpody ciyxy He ObIBajo,
4yToOBI 0aba Takue cioBa MpH JIOAIX MYXKHKY 0e3 omacku roBopuia! UToO crpammana Tak My»KHKa»
(Cetipymmuna  324) — DTH ClIOBa JEMOHCTPUPYIOT, KaK CHJIbHAS M MPSIMO TOBOPSILAS KCHIIUHA
NOJpBIBAET MaTpUapXalbHble HOPMBI. BUpKa yke He MPOCTO 0OBEKT OCYKICHUS, a CYOBEKT, KOTOPBII
OTBEYAET M COMPOTHUBIISIETCS C IIOMOUIBIO sI3bIKa. OIMH U3 CaMbIX BBIPA3UTENIbHBIX PUMEPOB KEHCKOTO
THEBa MPOTHB MY’KCKOTO JIMIIEMEPHUSI U BOCCTAHHsI, OCHOBAaHHOTO Ha KJIACCOBOM CO3HAaHWHU, HAXOIUT
BbIpaXXEHHE B AMajiore Mex 1y BupuHeil v rmaBHbIM HHXEHEPOM, MPEIJIOKHUBIINM el padoTy: «3HauuT,
BbI MHE JIECATKY CBEPXY IUIATUTE 32 TO, 4TO 51 — keHmuHa? Hy ia, ObITh KEHIMHOW, BUANTE JTU, KaK
nerko! (...) Ax Bel, rocriona! M rpex, u CBATOCTh — BCE BBI TOJIKYETE MO-CBOEMY ... (...) Celiuac s cotpy
C TBOEro yMHOro Jimia 3ty yxmbuiky!» (Ce#idymimna 303). 31ech KCHIMHA CONPOTUBIISCTCS Kak
KJIACCOBOM 3KCILTyaTalliy, TaK U TEHACPHOMY JIMLIEMEPHUIO, UCTIONB3YsI CBOE Teo U rojioc. Paszobnauas
MIPOTUBOPEYHE MEXKTY MY>KCKOH MOPaJIbIO U TOPTOBJIEH TEJIOM, OHA MPEACTAET HE KaK 3ariaylIeHHas
¢burypa, a Kak cyOBEKT CONPOTHBIICHHUS, TPEOYIOUIHA CBOOOBI B paMKax MaTpUapXaibHOTO MOPSIKA.
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Emé omauM 3aMeTHBIM MOTHBOM B TIPOM3BEACHHU SBISETCS (OPMHUPOBAHHE ITOIUTHUECKOM
CyOBEKTHOCTH JKCHIIMHBI. JKEHIIMHA CTaHOBUTCS CYOBEKTOM, CONPOTHBISSCH HABSI3aHHBIM
MarpuapxajibHBIM YCTaHOBKAM MOJYaHUS M TOKOPHOCTH. boppba 3a CBOE MecTo B YacTHOU H
nyOonuuHOl cdepax oTpaxkaeT e€ MepexoA OT MOAABICHHOW MICHTUYHOCTH K TOJUTHYECKOMY
aktopcTBy. E€ BHyTpeHHEe CONPOTHBIICHWE, yYacTHUEC B TOJMTUKE M TpeBpalleHue Tena B (popmy
MpOTeCTa — BaKHeHIne acrekThl 3Tod TpaHchopmarwm. OAWH U3 TaKUX MOMEHTOB CYOBEKTHOTO
CTaHOBIICHHS TpOABIsieTcs B ciuedyromed nutare: «llaBenm ropsdo 3a geno B3suics. B mapruro
OOJIBIIEBUKOB CTaJl HApOA MPUMAaHUBATH (...)CIopbl OonbIne MEXTy HapoAoM monutd. Jo Gombiroit
JIpaKy JTaxke Jelio IONUIO OAWH pa3 . A pa3zagopuia Ha Ty apaxy Bupunesi(...)U ¢ 6onbImioit cTpacTsio,
CWJIBHBIM TOJIOCOM CThIIUTh Hauana: — Kynel nesere? Boerars He Hamoeno?» (Celidymmuna 341).
3neck nmokazaHa Tpanchopmarius BupruHen u3 SMOIMOHAIBHOM (DUTYPHI B IOMUTHYIECKOTO CyOBhekTa. E€
THEB — HJICOJIOTUYECKast TO3HLINS, OTpaXkarolasi BEpHOCTh peBotonun. [logaBaeHHbIN KEHCKUH TOJI0C
MpeBpaIIaeTcs B TOJNOC, CIOCOOHBIN K OpraHM3alMd W COMpoTuBIeHH0. E€ KIaccoBo oco3HaHHas
UACHTUYHOCTh YKPEIUISIETCS CTOMKOCTBIO Tiepel] (PU3NIECKUM M HACONOTHYECKUM JaBJICHHEM. JTO
0COOCGHHO SIPKO BBIpaXeHO B crienymomeMm ¢parmenre:«Tpoe Hackoumnun Outh. B spoctn ¢
HEoOBIYaitHON CHITOH OT TPOMX MYKHKOB oTOMIAch. [{apamanacs , kycamnace. (...)[laBen pyran Bupunero,
TJICBAJICS, a TIOTOM CMESAThCs Hadar: -BoT na k opatop!(...)UTo %k, 4yTo 6aba , y MEHs TOXE B TOJIOBE-TO
Terepb HE TOJAbKO 00 gomamHocTH ayma. W cepaue kumum»y(Celidpymmuaa — 342). 3mech
MPEINPUHAMAETCS TTOTIBITKA TIOIaBIIeHIsI KaK T0JI0Ca, TaK U TeJa JKEHIIUHBL, €€ MBICITH MPUHIDKAIOTCS,
a caMa OHa CTaHOBHTCS] OOBEKTOM HACHIILCTBEHHOTO 3aManunBanus. OnqHako Bupunes, 3asBmsist: «Moi
YM 3aHAT HE TOJBKO JOMAITHUMH AeNaMH», JEMOHCTPHUPYET CBOIO IOIUTHYECKYI0 OCO3HAHHOCTb.
JKenmmHa yxe He Ta, KOTO 3aCTaBIAIOT MOIYaTh, & Ta, KTO OTBEYaeT — OHA CTAHOBUTCS CYOBEKTOM.
[Tpouecc MOMUTHYECKOH CYOBEKTHBAIIMH MPOSBIISIETCS HE TOJIBLKO B (POPME OTKPBITOTO COMPOTHBIICHUS,
HO W 4Yepe3 TOBCEIHEBHEIE, MTyCTh U HE3HAYUTEIbHBIE, HO COAepKaTeIbHbIe JKkeCcThl. OCOOCHHO YETKO
OTO MPOABIACTCA B CUTyalluH I'OJIOCOBAHUSA:

«babb1 k Bupke 3aberanu, yTo0 pa3bsiCHHUIA , KAKOH JHCTOK OMYCKAaTh: — YK CKaXKH,
kacatka! Kak au To momoru! Cniepsa 0b1310 poBHO coBecTHO. Kyna 6abam ne3ts? A Ternepb
MY’KHKH CaMH 3aCTaBJISIOT , a ITO K Y4eMY — HE PacCKa3bIBaloT . — Bupka, Kakoi n3 3Tux
JUCTKOB Ha KoHel BoWHBI? Hy-ka pacckaxku! — Crplib-Ka, My»HUK BeJIeJI MHE NEepPhBBINA
oryckaTb. MBI, MOJI, ¢ XOPOILIMM JIOCTATKOM, HAalll HOMEP NMEepPbBBIA. A 5 K TeOe TaiikoM:
CBIH y MEHS ellle He BepHYJICs. Thl MHE CKaXH, KaKOH OOJIBIIAKOBCKUI-TO. S €ro THIIKOM
cyny» (Cetidymmuna 345).

JlanHO€ BBICKa3bIBaHHE CBUAETEIBCTBYET O TOM, YTO >KCHIIWHA, HECMOTPS Ha MaTpUapXaibHbIE
CTPYKTYpBI, CrHocoOHa (OpMHUpPOBaTh COOCTBEHHBII BHIOOp W TIPEBpalIaThCs B CKPBITOTO, HO
JIEHCTBEHHOTO TTOUTHYECKOTO CYOBheKTa. AKT BRIOOPA M MIPUHSTHS PEIISHH CTAHOBUTCS CHUMBOIIOM HE
TOJIFKO TOJUTHUYECKON BUAUMOCTH, HO U 0CcO3HaHUA. OJTHAKO B OCHOBE 3TOM BUJMMOCTH JIEKHUT TUXUH,
HO HACTOWYMBBIN TMpolecCc JIMYHOW TpaHchopMmanmud. MoIdyanuBoe CONMpOTHBIeHHEe BupuHew,
NposIBIIsItOIeecs] B €€ BHYTPEHHEM COMHEHUH U CYIIECTBOBAHHH I10J] HAaJ[30pOM, IPE/ICTABISET COOOH
HavYaIbHYI0 1 Hanbosee NTyookyto (asy aToro nmporecca: «BUpKy Toxe B BOJIOCTh TaCKalld Ha JIOTIPOC.
Omna oTBevana cliepaHHO U MOKOpHO, uTo0 IlaBna e nmoasectu. Tonmpko miasa npsitana(...)Huuero ve
3Har0. HeBeHuaHHast Benb KeHa, Tak... HOT0O00BHUTA(...) Tpy JHS B XOIOJHON MIPH BOJIOCTH OTCHEINA.
[ToroMm omATh mBITANK MY>KHKH. YK He Tipo [1aBia, a mpo mocOOHMKOB €ro 1 Ipo TO, KTO K OOJIbIICBUKAM
cefiuac nmeHeT» (Celipymmua 357-358). 3mech BupuHest BBIXOIUT M3 COCTOSIHUS MACCUBHOCTH H
HA4YMHAET MPOSBISATH TUX0E, HO peIInTeNbHOe conpoTuBieHne. OTka3 BeiIaTh [1aBna cBuaeTeIcTByET
0 €€ CTpEeMJICHUH COXPaHUTh CBOOOIY BOJIM. DTO BHYTPEHHEE COIIPOTHBIICHUE CTAHOBUTCS] OCHOBOH IS
(dbopMHpOBaHUsI KOJUIGKTUBHOTO CO3HAHWS W HOBOTO o0Opa3a COBETCKOW eHIMHbL. CoBeTcKas
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KEHIIMHA TPEBPAIAaeTCI B aKTHBHOTO CYOBEKTa COIMATHUCTHYECKOTO CTPOUTENBCTBA. «A TYT eIle
[TaBen nBa HaKa3a B TATHOCTH BHIIOJHUTH Benen. ONUH: 3a 1eCATh BEPCT B JIEPEBHIO MMUCEMO BEPHOMY
YeIoBeKy OTHeCTH. [pyToii: MyKHKa OJJHOTO HENyI0 HeAeto npATaTh(...)Ho morammia u KOHIIBI YUCTO
cxoponmna. [Ipyroe 6bi0 Tpyaueid. Ho Bce-taku yOepermna B moamonbe. J{axke cocenckue 6adbl HU4Ero
He yHroxam» (Ceiidymnunaa 358). [IpuBen€HHBIN OTPHIBOK SBISCTCS KITFOYEBBIM 3BEHOM B 3aBEPIICHUM
Tpancopmanny BupuHenm B CO3HATENBHOTO PEBOIIOIMOHHOTO CyOBekTa. Temepsr oHa — HE MPOCTO
COTPOTHUBIISIIOIIASCS, 2 PEIIUTENbHAs (PUrypa, BKIIFOUEHHAS B OpraHU30BaHHYI0 00ph0y. E€ roToBHOCTH
C MYXECTBOM H PacCyOUTEIHHOCTHIO OpaTh Ha ceds OTacHbIE 3aIaHUS CBHIETENBCTBYET O TPOSIBICHUN
MOJINTUYECKON MNpeJaHHOCTH WU Ha TeJaecHOM ypoBHe. IIponecc, HayaBIIMICS C MOTYAJIUBOIO
COTMPOTHUBIICHHUS, 3aBepmiacTcs (JOPMUPOBAHUEM KOJUIGKTUBHOTO CO3HAHMS U aKTHBHBIM JICHCTBHEM;
KyJIbMHUHAIUEH TOH TpaHC(hOpMAIH CTAHOBUTCS MOMEHT, KOTJ[a B CHTyallly KOJIeOaH!Us OHA TOBOPHT
KaK JIUJep:

«Bupka c sToii BecThio mouuia B 6apaku(...)M, OTKanuIsIBIIMCE, YK CIIOKOWHO U POBHBIM
royiocoMm pacckazana , uyro IlaBen mepenman. Myxuku He cpa3zy OTO3Bajnuch. [onro
pazaymunBo Mmomdanu. llepBerii, 6eneceiit m xmunkuii, Backka JlepryHIoB 3aroBopu:-
Her, ToBapumu, HaMm 3TO neno He caenarb. Hanyran ceiluac Hapopn, He
nonoObens(...)Bupka momHsace. [nags xmypo, HCoOmioOwsi, cipocuia: -9TO0 U BeCh
ckaz?(...)- Ax Bbl, cobaku! MHue nu, 6abe, 1a emr Kakoii — AypHOU 6abe, y4uTh Bac aju
TaM KopuTh? A BOT nmpuxonutcs. CloBaMH TOJIBKO ONyIWIIM, a Kak [0 JieJa Jac JOLIed,
nmak ciroHu myckaete! Hemb3st Tak, Mmyxuku! Henb3st, Opatiel BB Mou, ToBapum! (...)-
[Ipuger yac, BepHyTcs Hamu. Toraa onsaTh K HUM JIMIIOM, a HE 3aHUIICH MOBEpHETECH?
Hy, na x magno, 5 oqHa, 6a0a, BOT B TATOCTH, OJHA MOWTY /€0 3aBoAuThy (CelidymmuHa
358-360).

JlaHHBIN [QUaNoOr CBUAETENBCTBYET O TOM, YTO BHpHHEs CTaHOBUTCA HE MPOCTO MOIUTUYECKUM
CyOBEKTOM, HO U (UTYpOH Jinaepa, Opocaroliero BEI30B MaTpuapxaibHoMy AucKypcy. E€ croa o Tom,
YTO OHa, «OfgHa, 0aba», MONAET «AEJO0 3aBOAWTHY, NMOAPHIBAIOT YCTOSIBIIMECS I'€HAEPHbIE HOPMBI U
MIPEBPAIIAlOTCA B ICTOUHUK CUMBOJIMYECKON CHITbl. Takum oOpa3oMm, BupuHes npencraeT Kak >KeHCKHIA
CyOBEeKT, BOIIEANIMA B UCTOPUIO Onaromapss Tepexomy OT HHIAMBHIYAJILHOTO CO3HAHHA K
OpraHM30BaHHOMY JEHCTBHIO. Peaknus oOkpykarommx Ha €€ 5MOLUOHAIBHO HACBHIIIEHHOE
BBICKa3bIBAHWE HAIISIHO JIEMOHCTPHUPYET CTENeHb e€ BIMAHUS W Tporecc (GopMHpOBaHHS oOpasza
HOBOH COBETCKOH >KEHUIMHBI: «— TbI, 6a0a, BBIXOAMT, Y HAC M 32 KOMaHAMpPA, U 3a IOMa IOJIKOBOTO.
Wwp eI, Hadecanma ckonb. llemy mnponoBeap Bbickazamal!» (Ceitdymmmna 361). Ot ciosa
CBUJIETENLCTBYIOT O TOM, 4TO BupuHes mpeBpaimaercs He IMPOCTO B BOCHPHHUMAIOIIYIO, HO B
TOBOPAIIYIO U HaNpaBISIOIIYI0 COBETCKYIO KEHIIMHY. OHa BBIXOAMT 3a PAMKH T'€HAECPHBIX pOleH U
HOHMMAETCsl Ha IO3MLUI0, CONPsDKEHHYI0 ¢ oOpereHumeM Biactu. C mpusHaHHeM e€ JIMiepcTBa
MTOBECTBOBAHUE JTOCTUraeT KyJIbMHHAIIMOHHOIO MOMEHTA COIPOTHUBIICHUS, TECHO MEPEMIETEHHOIO C
MOTHBOM MaTEpUHCTBA:

«Tpu HOuM Aexypuinu. B 4eTBEPTyr0 HOUB, MTOCIE MOJYHOUH, B CaMbIil TEMHBIA M TUXUI
4ac, Ka3aK C PLKIMH BOJIOCAMHU HACTOPOXKHIICS B TeHH, BBITSHYI 11et0. M3 caga aBuranack
TéMHas keHckas ¢urypa.OHa mpunuia, YTOOBI HAKOPMHUTH WU CIIACTH CBOETO
pebénka(...)Kazak HelnoBko 00epHYyJICs, 3aLeNIIICS HOTOH 3a CTyNeHbKy 1 ynai. [lagas, on
NOTSHYI 3a coboii u Bupky. Bupka cHOBa 3akpuyaia — OCTPO M MyYHTEIHHO — a 3aTeM
e€ rosoc BHe3anmHo o0opBaiics. OHa yJapuiiach TOJIOBOM O 3a0CTPEHHBIN JKEJIE3HBIN KPIOK,
MIPUKPEIUIEHHBIA K JOCKE y JIECTHHIIBI, KOTOPBIM COCKpeOany rpsas3b. B 3TOT MOMEHT u3
JioMa nocbiiaincs miad pedoéukan(Celidymmna 364-365).
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JanHoe BBICKa3bIBaHWE CHMBOJHM3HPYET (puHANIBHYI0O 00pb0y BupnHen, B KOTOpPOHl MaTepHHCTBO U
COIIPOTHBIICHHUE CIMBAIOTCS B €MHOM TeJeCHOM xecTe. CHHXPOHHOCTD yracaHus e€ B3Iisiaa U Hayana
KpHKa peOEHKa OJHMLETBOPSIET Nepeaavy )KU3HU U 00pbObl HOBOMY MOKOJICHUIO. Bupunes e ymupaet
— BMeECTE C Hell BO3POKIAI0TCS TOJIOC U AyX COMPOTHUBIIEHUS COBETCKOM KEHITUHEI.

3akiouenne

IToBectp Jlmmun Celibynnmuuoit «BupuHes» B KOHTEKCTe (DEMUHUCTCKOW JMTEPATypPHOW KPUTHKH
npencTaéT Kak riIyOOKoe HCCIeIoBaHNe OTpaHIMYEHUs JKEHIIMHBI TPAAUINOHHBIMEA POJISIMH, a TaKxKe
NoJaBlieHHsT €€ ToJloca M TEJIECHOCTH B YCIOBHAX MNaTpuapxajibHoOro oomecTsa. llpousBenenue
OTKPBIBAETCS H300paKeHNEM 3aCTOMHOTO YKJIaJa TOPEBOIIOIMOHHON IEPEBEHCKOM )KU3HH, B KOTOPOH
JKEHIIMHBI CBEJICHBI K (PYHKIMSAM, CBS3aHHBIM HUCKIIOYUTEIBHO C CEMBEH M JIOMANTHUM XO3SHCTBOM.
Hecmotpss Ha TO uyTO mepcoHak BupwHen Ha TepBBIA B3IVISA MpEACTaeT KaK MaccWBHAs (QUrypa,
OKpYKEHHAs POJISIMH, HaBSI3aHHBIMH OOIIIECTBOM, CO BPEMEHEM OHA BCTYTIAET B IIPOIIECC OCBOOOKICHIIS
u cyObekTHBalMK Onaromapss BHYTpEHHMM KoH(uHKTam W compoTuBieHuto. [Ipu paccMmorpennn
OCHOBHBIX MOTHBOB, OTIPEIEISIFOIINX 3TO TIPEBpAaIlleHHe B TOBECTH, 0COOSHHO BBIICIISIOTCS CIIEAYIOIIIE
TEMBI: UCKITIOUEHHE KEHITMHBI U3 KATETOPHU CYOBEKTa U €€ TIpeBpalieHue B OOBEKT JIIOOBH; MOJaBICHHE
JKCHIIMHBI B TIATPUApXajbHOM OOMIECTBE IMOCPEACTBOM MOPANBHOTO M CEKCYyallbHOTO KOHTPOJIS;
OTIpe/IeTICHNEe COLMANBHON IEHHOCTH JKEHIIWHBI Yepe3 e€ IeTOpOMHYI0 (DYHKIMIO W TONaBIeHHE e
CEKCYAIBHOCTH C IIOMOILBI0 HOPM MOPJIH; BOCIIPOM3BOICTBO NAaTrpuapXajibHbIX LICHHOCTEH dYepe3
CaMHMX KCHIIUH U [OIMEHA COIUAAPHOCTH OCYKICHUEM; )KEHCKOE COMPOTHUBIICHUE MATPUAPXATbHOMY
TIOPSIZIKY W CBSI3aHHBIM C HUM Ipoliecc CyObEKTHUBALMM; a Takke (HOpMHPOBAHHE €€ MOIUTHYECKON
CYOBEKTHOCTH JKEHIIUHBI. [laHHas MOTHBHAs CTPYKTYypa, pacKpbiBas oOpa3 Bupunen, nenaet BUANMOR
MHOTOCTIOWHYIO0 OOpBOYy JKEHCKOH HIEHTHYHOCTH C TMaTpUapXalbHBIM TOCIIOJCTBOM, KOTOpas C
NPUXOAOM PEBOJIIOLMHU TpuoOpeTaeT WHOE wu3MepeHue. BupuHes mnepBoHadanibHO (opmupyeT
BHYTPEHHHUI MPOTECT NPOTHUB YCTAHOBICHHOTO OOIIECTBEHHOTO TOPSAIKA, a4 3aTeM, B YCIOBHUSX
PEBOIIOIMOHHBIX TTPE0Opa30BaHUM, CO3HATEIHHO OTBEPTaET €T0 M MPEBPAIIACTCS B AKTHBHOTO CYOBEKTa
couunanbHoO xu3HU. E€ TpaHchopmainus HADIAIHO JEMOHCTPUPYET BBIXOJ KEHIIMHBI U3 TACCHBHOTO
TIOJIOKEHHUS, CTPEMIICHHE K caMOUIeHTH(UKAINN U OOpHOY C COIMATBHOM HeCTIPaBEeIITUBOCTEIO. B aTOM
KOHTEKCTe BUpHHEs IpencraeT Kak JMTEpaTypHOE BOIUIOLICHUE «HOBOW COBETCKON >KEHIIUHBDY,
cthopmupoBasiieiics nocie OKTIOPHCKON PEBOIIONINHN, OJHOBPEMEHHO CIIOCOOCTBYSI TIEPEOCMBICTICHHIO
COIMANILHOTO CTaTyca EHIIMHBI M TEHASPHBIX poJled B paMKax (eMUHHCTCKOW JUTepaTypHOM
kputukd. Tpanchopmanms BuprHen B X0je MOBECTBOBaHUS TPEACTaBISET COO0M MHOTOCIOWHBIN
Mporecc CyOBEKTUBAIIMY, BBIXOMIANINM 32 PaMKH KIACCHYECKUX JKEHCKUX POJNed M BKIIFOUYAIOIIHIA
TieperieTeHHE COMPOTHUBIICHHNS, MATEPHHCTBA U MOJIMTHYECKOTO CO3HaHUs. B pamkax Teopun cyobekTa
HOmuu Kpucrepoit u xonnenimn CuMoHBI e boByap <«CKEHIIMHON CTaHOBSTCS» BupuHes gocturaet
MO3UIMOHUPOBaHMS CyOBeKTa KaK Ha JUCKYPCHBHOM, TaK M Ha MPAKTUYECKOM YPOBHSX, IproOpeTas
TEM CaMBIM KaK pe4yeBble (JUCKYpCHUBHBIE W CO3HATENbHBIE), TaK M TNPAKTUYECKHE (COIMAIbHBIE
JIEHCTBUSI) acTeKThl CyOBeKTHBHOCTH. E€ TyTh K CMEPTH paiy KOpMIIEHHS peOEHKa — 3TO HE MPOCTO
MaTepUHCKUI MHCTHHKT, HO ¥ BOIUIOIIEHHE BEPhI B PEBOJIIONMIO U )KH3Hb. B (hMHaNBHON clieHe, Koraa
e€ B3I TyCKHEeT, a peOEHOK HAayMHAeT IUIaKaTh, CHMBOJIHM3HPYETCS Tepefada CONMpPOTHBICHHS H
KU3HH CIIEAYIOIIEeMY HOKoneHuto. TakuM o0pa3zoM, gusnyeckas cMepTb Bupunen obopaunBaercs e€
CHMBOJIMYECKUM POXIECHUEM — POXACHUEM HOBOIO MCTOPUYECKOIO THIIA, HOBOM COBETCKOMI
SKEHIIUHBI.
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Abstract

In the globalized world, one of the most important factors triggering translation demands is customers'
desire to differentiate themselves from their competitors in terms of quality. This desire for
differentiation in the translation journey of brands has triggered the emergence of new terms such as
transcreation in both translation studies and the translation industry, too. This article aims to investigate
Turkish transcreation practices for the German lighting brand Ledvance by analyzing three specific
examples, along with their back translations and accompanying rationales. In this article, the concepts
of freedom and fidelity in translation will be examined by analyzing translators' tendencies in translation
examples and the influence of clients on these tendencies. The differences between the transcreation
process and the translation process will be analyzed in terms of what three different transcreators
consider when shaping their translation choices, back translations, and rationales in the transcreation
process.

Keywords: Transcreation, back translation, adaptation, creative translation

1. Introduction

Transcreation’s popularity has risen in the last decade, and this rise can also be observed in translation
industry’s expectations from translators. Clients recently named creative translation process as
transcreation and expect higher quality, fluency and a more meticulous translation process than the usual
translation process. However, this is still a questionable situation in translation studies and the translation
industry. Two simple questions may solve the puzzle: “Are the translations made before transcreation
named not creative enough? Did translators and translation companies become creative in translation
after transcreation was defined?”

Transcreation’s historical impact on industry and academia has different time periods. Transcreation has
been named as adaptation, creative translation, marketing translation, user-centered translation and, etc.
The term transcreation was first introduced by Indian poet and translator P. Lal in the preface to his
translation of Shakuntala, where he elaborates on the difficulties faced by modern translators when
working with ancient texts (Di Giovanni 2008, 34). Rooting its origins back to literary traditions,
transcreation has since been adopted in fields such as marketing and advertising, where its primary goal
is to craft advertising campaigns tailored to other markets that are sensitive to and influenced by cross-
cultural differences. In these areas, the role of the brand and its localization for each market plays a
critical role in the transcreation process (Pedersen 2014, 67). Adaptation or transfer (Nord 1991/2005:
28) was first used by Nord and according to Rike (2013:72f) transcreation is an extensive adaptation
form of translation. Suojanen, Koskinen and Tuominen (2015:67) define transcreation as user-centered
translation. Benetello defines a transcreator as a professional that combines four figures: translator,
copywriter, cultural anthropologist and marketer (Benetello 2018:41). Spinzi et al. (2018:14) defined
the transcreation process as a retelling, by the translator, in another language with the main aim of
reproducing a fluent text completely comprehensible to the target reader. TAUS released a report
“TAUS Transcreation Best Practices and Guidelines” and defined transcreation as “It can be defined as
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a translation that is enhanced by creativity and focus on style, register, and emotive impact, and
modified to suit a new audience which can be a group of users, a country, a region, etc.” (TAUS 2019:8).
In this paper, I would like to focus on transcreation’s fidelity, flexibility, and creativity aspects and
compare three transcreators’ approaches to client’s expectations and briefs.

2. Fidelity or Freedom

In one of the recent studies about transcreation, Chen Du (2023:753) suggests a translation to writing
diagram to compare translation and writing distance and position transcreation between them. He
pointed out that “the tramscreation field develops some criteria, such as: fidelity, flexibility and
creativity, and that all the science, social science and humanities subareas in the transcreation field be
categorized accordingly. ... A question that may arise is: To what extent should a source text be
transcreated?” (Du, 2023:754)

Translation Transcreation Trans-Writing Writing

Figure 1: A diagram demonstrating the relationship between translation, writing and transcreation
(Du, C. 2023:753)

Du positioned transcreation between translation and trans-writing, and name the trans-writing as the
highest level of transcreation. He explained transcreation as: “It indicates that the further transcreation
goes from translation to writing on the spectrum, the less fidelity but more flexibility and creativity the
transcreation has. This is also true for trans-writing.”

I will use Du’s diagram to position Ledvance’s Turkish transcreation examples. I would also try to
enlighten these questions in this paper: Are transcreators close to trans-writing or transcreation? How
can we differentiate between translation and transcreation by comparing text quality and closeness to
the client’s expectations?

3. Ledvance Case Study

Ledvance, a German lighting company, created a marketing brochure and sent this brochure to its
vendors to transcreate in their native languages. This is not a simple translation project, there are some
specific instructions and client expectations which have to be followed through the transcreation process.
In this paper, I will investigate Ledvance’s brochure’s first image (Figure 2), asked to be transcreated
by a Turkish LSP (Language Service Provider). In this figure, there are 1 main header and 1 sub-header
represented with an anglerfish. Anglerfish may not be the favorite fish for many people as it has a scary
and angry face, but thanks to a distinctive light hanging from its head, this fish can be connected lighting
source in deep oceans. Ledvance chooses this fish for transcreation project’s main image with the header
“BAD LIGHT MAKES YOU ANGRY?” and a subtitle “WE’VE GOT A SOLUTION FOR THAT.”
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Figure 2: Ledvance’s transcreation example

For transcreation teams, Ledvance prepared an Excel file with this figure, general background
information, and two briefs for main header and sub-header. The first background instruction given by
the client is:

“LEDVANCE is launching a new advertising campaign. Please refer to the CREATIVE
CONCEPT for more details.

We are now transcreating one of the ads. Please make sure to first look at the visual and
make sure to deliver adaptations that work with the image used. The adaptations are
supposed to make the audience smile.

When LEDVANCE refers to bad light, please note that we are talking about the quality of
light not about the quantity.

Please present 2 adaptations, a 1:1 back translation and in-depth rationales explaining

’

how you came up with your adaptation, associations, etc.’

The client briefly expresses what they want from the transcreation team by underlining “CREATIVE
CONCEPT” and “adaptation” phrases. Also, the client focuses on the figure and asks for a 1:1 back
translation and rationale about the transcreators’ choices according to Figure 2. I will investigate 2
translations of the main and sub-header, back translations, and rationales of 3 transcreators and try to
explain the way they want to express the client’s expectations.

3.1. Transcreation Process

In this part of the paper, transcreation choices will be examined, and comparisons between 3
transcreators will be done. The client’s brief about the main header explains every step transcreators
should follow. The brief about the transcreation project is “Please make sure to present adaptations that
a) work with the picture of the angry fish and b) are in line with the information to the left (bad light =
bad light quality). The German version that LEDVANCE uses back translates as "Bad light, bad mood?"
(Schlechtes Licht, schlechte Laune?"). Please also suggest line breaks.” The German transcreation
version is given as an example to clarify client’s expectations.
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The first transcreator translated the main header “BAD LIGHT MAKES YOU ANGRY” according to
the brief as “KOTU ISIK KEYFINIZE GOLGE Mi DUSURUYOR?” He back translated the main
header as “IS BAD LIGHT CASTING A SHADOW ON YOUR MOOD? (BAD LIGHT BRINGS
YOU DOWN?)” and his rationale was “The metaphor of "casting a shadow" cleverly plays with the
concept of bad light and connects directly to the negative impact that bad light has on mood. It works
well with the image of the angry fish. "Gélge diisiirmek" (casting a shadow) is also a common Turkish
expression, making it easy for the audience to understand and relate.” His second transcreation for main
header is “KOTU ISIK KEYFINIiZi Mi KACIRIYOR?” The second back translation was “BAD
LIGHT RUINS YOUR MOOD?” and his rationale for this second transcreation was “"Keyfinizi mi
kagiriyor?" (ruins your mood?) is a commonly used Turkish phrase that links bad lighting to a ruined
mood, making it relatable. The phrase connects to the fish’s frustrated expression, making the message
visually and emotionally consistent.”

The second transcreator translated the main header “BAD LIGHT MAKES YOU ANGRY” according
to the client’s brief as “KOTU ISIK SiZiN DE Mi TADINIZI KACIRIYOR?” He back translated
the main header as “DOES BAD LIGHT DAMPEN YOUR SPIRITS, TOO?” and his rationale was
“Referring to the fish that is seemingly bursting with anger with "dampening the sprits" adds a bit of
sarcasm to the adaptation, which possibly will make the reader smile.” and his second transcreation is
“KOTU ISIK CANINIZI MI SIKIYOR?” The second back translation was “DOES BAD LIGHT
BOTHERS YOU?” and his rationale was “In a similar vein, describing the feeling of rage that could
be interpreted from the fish's expression as "being bothered" adds the dimension of sarcasm.”

The third transcreator translated the main header “BAD LIGHT MAKES YOU ANGRY” according
to the client’s brief as “KOTU ISIGA GELEMiYOR MUSUNUZ?” She back translated the main
header as “CAN'T STAND BAD LIGHT?” and her rationale was “It works with the image of fish
irritated by the light.”” Her second transcreation is “KOTU ISIKTAN BASINIZ MI TUTTU?” She
back translated the main header as “BAD LIGHT GAVE YOU A HEADACHE?” and her rationale
was “Bad lighting can cause headaches and it works well with the image of a fish disturbed by the light
over its head.”

For the second part, the client gives another brief for transcreators. This brief also explains what steps
should be taken in the transcreation process. The brief is given as below:

“This is the direct solution for the above-mentioned questions. Bad light makes you angry?
Then LEDVANCE is your solution.

Please present adaptations that flow well in combination with the question above! Adaption
2 needs of the sub-header need to work and flow with adaptation 2 above etc. The German
version "Wir haben etwas dagegen" means "We've got a remedy against that / We know
how to solve this". Please also suggest line breaks.”

The first transcreator translated the sub-header “WE'VE GOT A SOLUTION FOR THAT.” according
to the brief as “SIZIN ICIN PARLAK COZUMLERIMIZ VAR.” He back translated the sub-header
as “WE HAVE BRIGHT SOLUTIONS FOR YOU. (WE HAVE SUCCESSFUL SOLUTIONS
FOR YOU.)” and his rationale was “The word "parlak" (bright) conveys both literal brightness and
good solutions. It reflects LEDVANCE's message clearly. "For you" makes the solution personal,
connecting the product directly to the consumer and suggesting that it is tailored to their needs. The

phrase is simple and reassuring, indicating an immediate and effective remedy for the bad lighting
problem.” His second transcreation is “KEYFINIZI YERINE GETIRECEK COZUMLERIMIZi
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KESFEDIN.” The second back translation was “DISCOVER OUR SOLUTIONS THAT WILL
RESTORE YOUR MOOD.” and his rationale for this second transcreation was "Restore your mood"
directly connects to the headline's "ruining your mood," providing a seamless transition from problem
to solution. It also shows that the brand can fix the problem, creating a positive feeling. "Discover”
invites the audience to learn more about LEDVANCE'’s solutions, motivating them to act.”

The second transcreator translated the sub-header “WE'VE GOT A SOLUTION FOR THAT.”
according to the brief as “DERDINIZE CARE OLABILIRIZ.” He back translated the sub-header as
“WE CAN BE THE REMEDY FOR YOUR TROUBLE.” and his rationale was “"Derdine ¢are
olmak" is both concise and effective in the way that it defines the situation caused by bad light as
"trouble" with only one word ("dert") while directly and assertively stating that Ledvance can help.”
His second transcreation is “SIZE YARDIMCI OLABILIRIZ.” The second back translation was “WE
CAN HELP YOU.” and his rationale for this second transcreation was "Offering help in a simple way
like this phrase is generally well received and perceived as sincere by the Turkish audience. Therefore,
it can help Ledvance step up with a solution while establishing a connection with the intended audience.”
The third transcreator translate the sub-header “WE'VE GOT A SOLUTION FOR THAT.” according
to the brief as “ARADIGINIZ COZUM BiZDE.” She back translated the sub-header as “WE HAVE
THE SOLUTION YOU'RE LOOKING FOR.” and her rationale was “It preserves the original
meaning, and the tone implies the assurance of the brand.” Her second transcreation is “CARESI
BIZDE.” The second back translation was “WE HAVE A CURE.” and her rationale for this second
transcreation was "Since the headline mentions headaches, I chose the word "¢care" meaning cure or
remedy, instead of ¢oziim (solution). I didn't use a line break as the sentence is too short.”

A. Transcreator’s Choices

The first transcreator used “casting a shadow (golge diisiirmek)” metaphor to emphasize the bad light
theme of the transcreation project and its negative effect on lighting business. Also, Turkish idiom
“casting a shadow (golge diisiirmek)” is a domestication example that is acceptable to reach clients
native in the target language, Turkish. In the second transcreation suggestion for main header, “Keyfinizi
mi kagirtyor? (Ruins your mood?)” idiom is also a domestication example and transcreator explains why
he chooses this idiom as follows: “The phrase connects to the fish’s frustrated expression, making the
message visually and emotionally consistent”. In general, he chooses idioms to make the header sound
more native in Turkish. In the sub-header part, transcreator use the word “parlak (bright)” and explains
this as follows: “The word "parlak” (bright) conveys both literal brightness and good solutions. It
reflects LEDVANCE's message clearly.” As he describes, “parlak” can be used both for a lamp and a
solution. Ledvance, the client, asks for a correlation between the main and sub-header, and the first
transcreator explains this correlation as follows: “"Restore your mood" directly connects to the
headline's "ruining your mood," providing a seamless transition from problem to solution. It also shows
that the brand can fix the problem, creating a positive feeling.”

To sum up, the first transcreator adapted domestication as his transcreation strategy and followed the
client’s instructions via idioms and puns. He also created a coherence between the main and sub-header
as the client requested. Generally, [ would like to say that translation of the first transcreator is close to
transcreation dynamics according to Du.

The second transcreator adapted the target close to German examples given by the client in the brief.
The main header was translated as “KOTU ISIK SiZiN DE Mi TADINIZI KACIRIYOR?” and
transcreator’s rationale was: “Referring to the fish that is seemingly bursting with anger with
"dampening the sprits" adds a bit of sarcasm to the adaptation”. Transcreator inspired by the fish in the

54



Proceedings Book
10th International KTUDELL Conference: Language, Literature, and Translation
29-30 May 2025, Karadeniz Technical University, Trabzon, TURKIYE

image and reflected it with words in target language. In the sub-header part, transcreator built his
translation with an idiom like the first translator. He would like to express the “pain” in bad light and
choose “derdine ¢are olmak (become a remedy)” to relieve this pain in Turkish translation. His rationale
for this translation was as follows: “"Derdine ¢are olmak" is both concise and effective in the way that
it defines the situation caused by bad light as "trouble" with only one word ("dert") while directly and
assertively stating that Ledvance can help.” In sum, the second transcreator may try to keep the original
meaning but add idioms to empower the meaning in the target language.

To bring this together, the second transcreator also adapted domestication examples and idioms to
strengthen his transcreated text. He also created a coherence between the main and sub-header as client
requested. Generally, [ would like to say that translation of the first transcreator is close to transcreation
dynamics according to Du, but a bit far from the first transcreator.

The third transcreator’s main header translations consisted of a pun and an idiom. Both suggestions
reflected the client’s expectations, and she explained her rationale as follows for these two suggestions:
“It works with the image of fish irritated by the light.” and “Bad lighting can cause headaches and it
works well with the image of fish disturbed by the light over its head.” In both suggestions, transcreator
emphasized the fish’s angry and irritated face and how she built her translation accordingly. Her sub-
header translation was simple and close to literal translation of the source text. Only in the second
suggestion for sub-header, she inserted “care (remedy)” instead of “¢oziim (solution)” and tried to
empower the meaning by skipping the first meaning of solution in target language. Her transcreation
choices were slightly closer to translation when compared with the other two transcreators.

In a nutshell, three transcreators followed the creative brief and the transcreated the main header and
sub-header translations to meet the client’s expectations. The different word choices and puns show the
possible varieties of transcreations. We can say that all transcreators meet the client’s expectations, but
of course one of them is better than the two others.

B. Translation versus Transcreation

Translation and transcreation terms were explained in this paper, thus, a comparison is made to compare
transcreation and translation distance in this part with another translator. This translator has no idea that
it’s a transcreation project for Ledvance. No company information or brief was given to her. Here is the
translation she did according to the given limited instructions.

Table 1. Translation of the transcreation text with no brief
BAD LIGHT MAKES YOU ANGRY? KOTU ISIK Sizi SINIRLENDIRIYOR MU?
WE'VE GOT A SOLUTION FOR THAT. COZUMU BIZDE.

Compared to transcreation examples, translation kept the meaning and literally transferred the words to
the target language. The translator translated “bad light”, a very important phrase for transcreation
project, with its first meaning into Turkish, no creativity process was observed. Again, the sub-header
was just literally translated into Turkish.

This comparison shows that brief, client’s expectations, and the assignment type (translation or
transcreation) may have an impact on the word choices in translation and expected quality. I would like
to express that transcreation and translation difference starts with the clients’ creative brief and
expectations. While transcreators had all the data (creative brief, expectations, customers, target
audience etc.), translators had only one thing: a text to be translated to the target language.
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4. Conclusion

Client expectations and creative briefs shaped translations and evolved them into transcreations. This
shift has been widely accepted by translation studies and translation industry recently. This study
highlights the fundamental differences between the roles of transcreators and translators. Transcreators
adapt texts and visuals into Turkish both semantically and stylistically, follow the brief to apply a
transcreation strategy in line with the client’s expectations, and use puns with Turkish idioms to enhance
the message of the advertisement. Furthermore, they aim to preserve the original meaning through back
translation and also their rationales clarify meeting client expectations via their choices and creativity
process through this process.

On the other hand, translators focus on directly translating texts with a limited creative approach,
remaining faithful to the source text and conveying its meaning to the target text. These distinctions
provide significant insights into the functions and contributions of both roles in the translation process.
In this context, transcreation plays a critical role in ensuring more effective communication, particularly
in creative industries such as advertising and marketing.

In sum, transcreation is a special form of translation shaped by the client’s expectations, branding, the
transcreator’s choices, and target language dynamics. This special form is largely used by marketing
translations to push brand limits in the target language.
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Abstract

Globalization and technology affected the act of translation. Also, the development of trade and
communication networks increased the importance of translation. Therefore, a transformation has begun
that effected production methods, financial policies, social phenomena and information sharing. This
transformation didn’t only affect the act of translation but also the ability to sell products in the world
market. Elements such as commercial competition and effective marketing products brought Bourdieu’s
concepts illusio, space, field, capital, doxa and habitus. For instance, today books entering the best seller
list can be the main reason for their translations into many languages. This competitive environment
directs publishing houses and translators to implement different strategies such as adding, changing,
removing from the text, adapting and domesticating, for example, book covers are changed and
presented as new translations, page numbers are reduced, textual elements such as prefaces, epigraphs,
illustrations and titles are removed from the translated product. Using previous translations of the text
causes the same mistakes to be repeated. Elements and indicators belonging to foreign cultures are
replaced with target culture indicators and out-of-context elements are added. Information about these
additions and abbreviations is often not provided. Invisibility of the translators who applied these
strategies is another issue. For what purposes are these applications made and are translation ethics taken
into consideration? According to the examples presented in this study, it is seen that this issue is
sometimes not taken into consideration and therefore commercial concerns and competition come to the
fore. Bourdieu's theory does not only include institutions but also actors such as translators, and readers
who shape the translation product. To produce good and ethically compliant translation products,
conscious translators, readers and employers are needed.

Keywords: P. Bourdieu, space, habitus, capital, translation ethics

1. Introduction

Translation ethics has been an area of interest for translation scholars for many years and books and
articles have been published on the subject. Translation ethics, which has not lost its popularity today,
has become more popular with the development of electronic translation technologies. In A.
Chesterman's work (1997, 147) Ethics of Translation, the issues in this context are summarized as the
translator's loyalty to everything involved in the translation process, the translator's limitations in
interfering with the source text, the translator's visibility and translator rights. In this study, while
discussing these topics, Pierre Bourdeu's concepts of illisuo, capital, field, doxa, domination and habitus
will be discussed with examples to better understand the agent and translator dimension of the subject.
Within the scope of the study, translator responsibilities will be presented. To relate the concepts to the
field of translation, a limited number of examples of translation publications are given, but there are
many other similar examples in the field.
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1.1 Research Questions
The research questions should be answered within the scope of the study are as follows:

1. To what extent should the translator make changes in the source text within the framework of
translation ethics?

2. Should the translator reflect his/her ideology or the ideology of the publishing house in the
translation work?

3. Is it only the translator who makes the decisions in the translation process?

4. What is the role of the employer in the translation process?

5. Should a translator translate in every situation presented to him/her?

6. Is translator aware of his / her own rights?

These questions will be discussed from the perspective of translation ethics with Bourdieu's concepts in
the triangle of employer, translator and translation product. Bourdieu, based on the idea that there is no
act without a purpose or interest, argues that there is a reason for activities and practices and that the
reason is illusio (interest) or investment. He argues that there are conditions and agents that direct the
translation product through the axis of interest as the background of the act of translation. Therefore, the
actions of the actors in this process should also be considered in the evaluation of the end product of the
translation process. Bourdieu introduced concepts such as space, game, habitus, capital, domination and
doxa in order to illuminate this process. Bourdieu's concepts are associated with many fields such as
economics, sociology, philosophy and politics. This study relates these concepts to the field of
translation and evaluates them from the perspective of translation ethics.

1.2. Space and Translation

Bourdieu's theory is essentially based entirely on the concept of space. Concepts such as habitus, capital,
illusio, doxa revolve around this experiential notion. Each agent has a position in the field with different
types of capital (economic, cultural, social or symbolic) (Bourdieu, 1997, 22-23). In the translation
sector, the space can be thought of as publishing houses or media environments where translation takes
place. Each field has its own interests and habitus. The structure of the space and the position of the
owners of capital and the agents that make it up are determined by power relations. In short, it is a field
of power and struggle. Illisio is linked to the dynamics of the field and agents do this through the habitus
and symbolic capital they acquire in this field. (Bourdieu, 1997, 22-23). According to Bourdieu, “No
matter how well-intentioned, those who ensure the entry of an author's works into a country have a
motive beyond the visible” (cited in Bogen¢ Demirel, 2014, 412; Bourdieu, 1990, 2-3). The interests of
publishing houses may vary depending on whether they are large or small agencies. For instance, a small
agency might aim to sell as much product as the amount of capital it has, while a macro agency might
aim to become an international name in the industry. Within the field, cultural capitals are also seen as
commercial capitals and are shaped by the logic of the market.

It is the economic capital of publishing houses that drives their interests. As example, a publishing house
might hire someone without a contract to avoid paying too much and have a native English speaker
proofread the translation product instead of an editor. For example, a publishing house might hire
someone without a contract to avoid paying too much, have a native English speaker proofread the
translation product instead of an editor and then back it up with a good cover and advertising. It is
possible for translation norms can be subject to a specific purpose in order to maximize short-term gains.

Participants in the struggle in this space compete to dominate and establish a hierarchy over the form of
capital that is effective in the existing space (Bourdieu and Wacquant, 2003, 26). At this point, the
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intermediaries that Bourdieu calls games come into play. In order to save paper and make a profit, the
translated text can be shortened, the content can be adapted to the target culture, parts that are not
appropriate for the target culture can be removed from the translated text, and it can be presented with
forewords and advice from famous names. All these actions are game strategies for the circulation and
marketing of the product.

Players' strategies are closely related to the concept of habitus. Habitus creates a phenomenon of the
reproduction as a productive concept. Habitus reproduces the conditions that produce it (Cegin et al,
2010, 403). The space needs the habitus to survive and shapes it in line with its own interests. Habitus
ensures the existence of the space by ensuring reproduction.

1.3. Habitus and Translation

Habitus is a strategizing principle and a structuring mechanism that operates within agents, enabling
them to cope with a wide variety of situations (Bourdieu and Wacquant, 2003:27). Alanin iglemesi i¢in
oyunun kurallarin1 kabul eden ve habitusu olan insanlarin ve hedeflerin olmasi gerekir. For the space to
work, there need to be people and targets who accept the rules of the game and have a habitus. In the
space of translation, one of the actors involved in this game is the translator. The translator’s habitus,
professional identity, social, cultural and economic capital reflect on the translation process. Every
decision the translator makes affects this process. However, it should be mentioned that not only the
translator's habitus but also the habitus of the publishing house can shape the translated product.
Constraints imposed by the publishing house (economic, political or cultural) may limit the translator's
freedom of translation decision. Thus, the translator accepts the interests of the publishing house for his
own interests. This situation activates dominition and doxa. Bourdieu concept of doxa as a fixed belief
in the rules of the game. Doxa are presuppositions that give the participant a sense of belonging to the
space and make the functioning of the space seem natural (Bourdieu, 1997, 145). It is the doxa that
legitimizes and naturalizes the event. Doxa, is a set of beliefs embedded in the logic of their own
practices that individuals are not aware of while doing them (Eagleton, 1996, 221).

1.4. Ethics and Translation

Since the mid-twentieth century, the concept of ethics has begun to be discussed by scientists. One of
these scientists is Andrew Chesterman. He put forward a number of views on this issue. One of them is
the translator's responsibilities and rights. According to him translator should be impartial. However,
this is often not possible due to the ideology of the publishing houses, the lack of economic capital, and
the domination. Another aspect is the invisibility of the translator. For reasons such as the ideology of
the publishing house or the lack of economic capital, either the name of the translator is not included in
the work, or the name of the translator is used by the publishing house without permission. This is
generally done by fake literary agencies. They make the translator make decisions in line with the
interests of the publishing house or media organization, employing people who don’t have enough
education about translation and making radical changes in the translated product under the name of
correction due to the criteria of the publishing house are some of the other ethical problems to be
discussed. It is difficult to answer these questions as there are no specific universal ethical rules. All
these actions are legitimized within the framework of the concept of illusio and interests bring about
these acceptances.

Another ethical issue is copyright law and the translator's copyright, which has been on the agenda

recently. This law aims to secure the translation work, which Chesterman (1997, 147) evaluates in terms
of intellectual property (as well as cultural capital), and the rights to this work. In other words, a

59



Proceedings Book
10th International KTUDELL Conference: Language, Literature, and Translation
29-30 May 2025, Karadeniz Technical University, Trabzon, TURKIYE

publishing house cannot request a translation from a translator without a translation contract, and a
publishing house cannot publish a translation without paying the royalties.

An integral part of Bourdieu (1997)’s idea of the game includes struggle and competition. In this game
social agents employ different strategies and use different mechanisms in order to maintain their
positions in the space. The ethical problems may also include attempts by publishing houses to
manipulate and prevent to gain power in a field where competition for self-interest is strong. For
instance, using a publishing house his economic capital to hire a well-known translator as a translator
by offering him a higher salary, defines this field and the fierce competition Bourdieu talks about. The
effort to differentiate itself from its competitors can sometimes take the form of changing the translator
of the translated product, changing the cover or the name of the product, or improving the quality of the
paper. According to Bourdieu, social agents will obey the rules only if their interest in obeying the rule
is greater than not obeying the rule, because they are too caught up in the game (Cegin et al., 2007, 403).
In this powerful field, it will be the conscious reader and translator who will direct the competition
toward quality and ethical products. According to article 15th of TUCEF (International Federation of
Translators and Translation Organizations), every translator must be instilled with the ethics of
translation and the responsibility for his/her translation. Before buying a translation, the reader should
check whether the publishing house includes the translator's information and whether the general
appearance of the source text of the translated work (title, preface, epigraphs, page layout and number
of pages) matches with the translation product.

In his article Translation Ethics and Electronic Technologies, Anthony Pym argues that the increasing
use of electronic translation tools will increase ethical problems. In these applications, which involve
collective responsibility, translators are no longer directly responsible for the mistakes they have made
or may make. According to Pym, the anonymization of texts means the dehumanization of translation
(Pym, 2004, 123). This will raise questions such as what will be the contract between the employer and
the customer, what will be the expectations and who will be responsible if they are not met? According
to the Declaration of Professional and Ethical Principles of the Translation Association (Dated
20.06.2015) if a translator fails to provide a translation of the required type (falsified or inadequate
translation), he/she may face professional sanctions upon the application of the parties. Similarly,
according to third article of this declaration the translator is obliged to know the subject of his/her
translation or to conduct research on the subject and to create a functional translation text that is
meaningfully appropriate to the source text. The translation product should be in accordance with the
purpose, content and style of the source text (Declaration of Professional and Ethical Principles of the
Translation Association, [20. 06. 2015]). There will probably be no one to answer these questions
translated by a machine.

2. Evaluation of Translation Works Samples from the Perspective of Bourdieu’s Concepts and
Ethics of Translation

There are some strategies they use to survive and rank high in the competitive environment in the field.
These strategies do not make the translated product any better or worse. Because these strategies alone
are not the necessary criteria for a good translation product. The practices and the products put on the
market should be evaluated in terms of ethical values, not only for sales reasons, for sales purposes, for
ideological reasons or reasons of lack of economic capital. In this context, both readers and publishers
should be conscious. Below are some examples of strategies that you can see many similar ones in the
publishing field.
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For instance, in Moby Dick (Appendix 1) from World Classics for Young People series of a publishing
house there is a preface that is not included in the source text. It begins with the sentence ‘Hikayeye
Baslamadan Once Bu Yaziy1 Oku!” (Read This Article Before You Start the Story). This sentence is
most likely designed to create curiosity about the storybook and to make a difference. In this section,
where extensive information about whales is given, the aim is to create curiosity about the book through
the transfer of cultural capital and to encourage people to read the book and therefore to buy it. On the
last page of the book, other books of the same series of the publishing house are exhibited. The
promotion or advertisement of other titles of publishing houses is also sometimes included in the
bookmarks that are given as a gift with the book.

Publishers are also concerned about sales when selecting works to be translated. Bourdieu says that in
this process everyone is after an illisuo. The symbolic capital of the publishing house is not only the
preface and the cover. There are advertisements, explanations and illustrations reflecting their principles
and ideologies. In another example, the back page of the book titled Baltk Corbasi contains the sentence
“This book was read and liked by children, children, child development specialists, teachers and
families” as a transfer of capital (Appendix 2).

Many products are put on the market through the shortening and simplification of translated products.
This can sometimes take the form of censoring a section, sentence or word in the source text because it
is inconsistent with the policy of the publishing house, or removing it from the target text, or changing
it and expressing it in different terms in the target language. Sometimes, due to the scarcity of economic
capital, it can also be done in order to save on the number of pages, and for this purpose, strategies such
as writing in large font or summarizing the text (simplification) are used.

In the work of Oscar Wilde’s The Picture of Dorian Gray, the preface of Wilde is a manifesto to
understand the art of the period and is important as the message Wilde wants to give in his work. There
are also examples (Appendix 3, 4) where the preface appears on the first page of publications of some
book houses, while the preface is not included some translated work (Appendix 5)

Figure 1. Preface pages from the source text
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Capital plays a key role in structuring the space of the agents and agents use their symbolic capital in a
form of prestige and recognition (Bourdieu, 1997, 243). Charles Dickens's Christmas Carol, a children's
classic, is presented with different strategies in translations from two different publishing houses. As a
matter of publishing house policy, the word Christmas is translated as ‘Yilbasi’ in Turkish in the
translated product (Appendix 6), while it is used as “Noel” in the work of the other publishing house
(Appendix 7) These practices reflect the habitus of the translator and the publishing house. The phrase
‘unabridged translation from the original language’ on the front cover of the book can also be considered
as one of the strategies of the publishing house to increase the prestige and capitalize as symbolic capital
(Appendix 6).

Another example that needs to be dealt with according to translation ethics is the transfer of information
that is different from the source text. In the Turkish translation of Franz Kafka's Letters to Milena, which
the publishing house states on the cover page that it is translated from the original, the number of pages
is close to the original text and the date information of the letters in the translation is in proportion to
the source text (Appendix 8). In the translation from another publishing house, there is no information
on whether the work is a translation from the original or not, but the dates of the letters do not match the
source text and the text contains fewer pages (Appendix 9).

Another sales and competitive strategy of publishing houses is to re-translate and re-publish works that
have already been widely translated and published. For instance Sharlock Holmes series have been
published under different titles such as Sherloch Holmes Arsen Liipen Kars1 Karsiya, Arsen Liipen
Herlock Sholmes’e Karsi, Arsen Liipen Herlock Holmes’e Karsi.

3. Conclusions

Bourdieu states that the act of translation is linked to related fields and social practices. The habitus of
translators, publishing houses, agents and agencies, editors are all actors in this translation game.
Translation is not a field limited only to translators. The concepts of space, habitus, capital and interest
are closely interconnected. It is not possible to explain the others without one of them. Bourdieu's theory
includes not only the institution but also its agents. Therefore, when analysing the phenomenon of
translation, it is necessary to look at the production process of the text, the product itself and its
consumption in the social atmosphere. Knowledge of production conditions is important in terms of
translation ethics and translation ethical products. Space is an important element for the translation
product. the translation product is shaped by the space. In this study, the field we call publishing house
can be digital media for digital translations and media for media translations. The field determines the
translator according to its own habitus and this is reflected in the translation product. In this context, the
practices and constraints of publishing houses may also restrict the translator or the translated product.
Publishers are positioned according to their economic capital and cultural capital, and they fight for a
place in the game. They may turn to different strategies out of fear of being out of the game. Therefore,
who decides on the product to be translated, which audience the selected product will appeal to, who
will make the decisions regarding translation, and whether the decisions taken are in line with the
principles of translation ethics will affect the translation product that will be in the market. The translator
should be aware of the responsibility of his/her decisions and be aware of his/her rights during and after
the translation process Today, translation ethics is about more than linguistic equivalence. Therefore,
the translator should be able to view translation from a universal perspective and from the perspective
of professional ethics as a carrier of culture. For an acceptable translation, some norms required by
translation ethics must be maintained. With the discovery of translation software, the issue of translation
ethics is likely to remain on the agenda, only the questions will change: who makes translation decisions,
who are the employers and agents behind the machine and will time and periodicity determine the
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decisions to be taken, who is responsible for whether the translation meets the demand or not? As a
result, Bourdieu's comprehensive concepts will continue to shed light on translation studies as they have
done in many other disciplines.
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Abstract

This contribution assesses the options of learners as novice producers of academic texts to self-
evaluate and improve their output by understanding the lexico-semantic parameters of their texts.
Lexico-semantic complexity is understood as a function of language proficiency which can be
measured at the interface of novice writers and academic authors. To support a self-assessment,
autonomous strategy, two research corpora and a simple statistical tool will be suggested that can be
used as a standalone application in the field of EAP teaching. In one of the corpora, CUJOE, student
texts will be problematized as proficiency phenomenon on a lexico-semantic cline, located in between
other (non-academic) formal writing and the academic register. As a result, the systematic use of
software-enhanced self-evaluation will be suggested.

Keywords: Academic English, EAP, corpus linguistics, lexical semantics, lexical statistics

1. Introduction

Approaches to the teaching of English for academic purposes have been attempted for a considerable
time-frame along (and sometimes against) the famous adage that no one, academic or otherwise, is
actually a ‘native speaker of academic English’. In the early days of computer-assisted language
learning, also known as CALL, these approaches were already the supported by smaller and mid-size
corpora (see for example Sinclair, 2004) and adjoining programs to highlight collocations and peculiar
frequencies (as in Nesselhauf, 2005). In the intermediate period, publications like Braun, Kohn, and
Mukherjee, 2005 or Chambers, 2005 and several academic journals like ReCALL (cf. Chambers, 2007
underline this development and at least one bestselling non-fiction title (‘The sense of style’ by Steven
Pinker (cf. Pinker, 2015) attest to this trend and its forays into the mainstream. Recent years are
marked by solidification and conventionalization of the use of corpora in language learning (see
Hunston, 2002, Renouf and Kehoe, 2006 or Haase, 2024). While this has been considered by and large
a successful approach that was once spearheaded by Aston, Bernardini, and Stewart, 2001 or Aston,
2002, more recently, larger corpora and obviously, the enhancement of academic writing by artificial
intelligence (Al tools), for example, ChatGPT, Grok, Claude, or Gemini, have been added to the
toolbox and enriched the playing field, see for example, among many recent publications, Warschauer
and Xu, 2024. These Al enhanced strategies, blind to the actual learner status of their users, obviously
provide a short-term solution, for example for students who are in need of providing written
assignments with a pressing deadline or when they have to finish their allocated essays or theses (BA,
MA, even PhD). At the same time, even postgraduate academics with little experience in academic
text production who undergo the same time constraints and sometimes procrastination tendencies as
students, face a similar conundrum. This is why the results are frequently lacking in quality from
different ends — they help the author in the given situation but a) do nothing for the linguistic skill
level of the text producer who will, given the same constraints, revert to the same means again; and b)
the texts themselves are uninspired, awful and boring to read because they ‘read like A’ and are
borderline fraudulent.
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On the side of the applications, it is known that these are very opaque instruments. As users, we have
little insight into what their interior functionality actually is and how they generate their results.
Coupled with this are what is known as ‘hallucinations’, Al-made-up facts that at first glance seem
absolutely realistic and convincing but are in fact imitations of an academic reality that does not exist.
It is therefore a revealing fact that one of the first papers on an internal understanding of a large
language model (LLM) by tracing attribution graphs, appeared only in March of 2025 (cf. Lindsey,
Gurnee, Ameisen et al., 2025). In sum, it is thus impossible or at least very difficult for novice authors
to find their way to self-assessment and to a rudimentary ability to self-reflect and critically survey
their creations because, essentially, the products are not their creations - an Al created it for them. The
following paragraphs illustrate the need for aiding said self-reflection and -assessment and offer
suggestions for learners and novice writers.

2. Diversification and approaches to lexical proficiency in the academic register

2.1 Specialized and popular-academic registers

With self-assessment as an essential key for academic skill development, work with texts in the field
of English for Academic Purposes (EAP) deserves a look when it comes especially to the field of
natural sciences. The following text from the SPACE corpus illustrates the problem.

0076PN A common, recurring theme in domesticated plants is the occurrence of pear-shaped fruit. A
major quantitative trait locus (termed ovate) controlling the transition from round to pear-shaped fruit
has been cloned from tomato. OVATE is expressed early in flower and fruit development and encodes
a previously uncharacterized, hydrophilic protein with a putative bipartite nuclear localization signal,
Von Willebrand factor type C domains, and an 70-aaC-terminal domain conserved in tomato,
Arabidopsis, and rice. A single mutation, leading to a premature stop codon, causes the transition of
tomato fruit from round- to pear-shaped. Moreover, ectopic, transgenic expression of OVATE
unevenly reduces the size of floral organs and leaflets, suggesting that OVATE represents a previously
uncharacterized class of negative regulatory proteins important in plant development. [...]

SPACE (short for Specialized and Popular Academic Corpus of English) is a long-term research
project (cf. Haase, 2013a) monitoring the trickle-down effect of academic language from the natural
sciences (especially the physical and the biosciences) into the popular mainstream as exemplified by
popular science journals such as the New Scientist. It collects texts in parallel so that the
argumentation present in the original science texts can be assessed and made transparent through the
lens of popular-science writers who transform these publications into a palatable format that can be
processed by an academic, yet non-specialist readership. In the above-quoted corpus sample, a highly
compressed syntactic structure can be detected in relative clauses. Lexical material is partly of a
general-academic nature (‘putative’, ‘transition’, ‘suggesting that’, interspersed with words and
vocabulary of highly specialized nature that, in fact, for non-experts, would be unreadable (‘bipartite
nuclear localization signal’, ‘70-aaC-terminal domain’, ‘Arabidopsis’ and the like). This onslaught
appears obviously quite early in the paper (in fact, in the abstract). However, with lexical material of
academic yet lower specialization, the same content can be expressed for the non-specialist:

0076NS Now we know why pears and some other fruits are the shape they are. Tomatoes with a
mutated copy of the OVATE gene turn out pear-shaped instead of round. The researchers think the
gene could be responsible for the pear shape of other fruit such as aubergines (eggplants) and
squashes, as well as pears themselves. Steven Tanksley at Cornell University in Ithaca and his
colleagues infected a pear-shaped strain of tomatoes with bacteria engineered to carry the OVATE
gene. The extra gene restored the round fruit shape, confirming that a mutation in OVATE is
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responsible (Proceedings of the National Academy of Sciences, DOI: 10.1073/pnas.162485999).
Tanksley says the gene controls the shape of the fruit by switching growth genes on and off.

The text from the New Scientist elaborates on direct takeover material from the original (and
referenced) publication (‘pear-shaped’, ‘OVATE gene’), even paralleling the findings from 0076PN
[...] suggesting that OVATE represents a previously uncharacterized class of negative regulatory
proteins important in plant development. [...] with the following proposition in the popular-academic
journal: 0076NS [...]The extra gene restored the round fruit shape, confirming that a mutation in
OVATE is responsible [...] Thus, in the quoted lexico-semantic examples it becomes clear that the
information from the transformed text is essentially unusable for the experts in the field, but it is still a
text that informs academically educated readers and amply demonstrates that lexical material in the
academic context exists on different levels of lexical as well as semantic specialization, and these
levels are drastically divergent.

2.2 Levels of lexical proficiency

In extension of these approaches, it seems obvious that for appropriate self-assessment, a
parametrization or gauging of lexical proficiency is a desideratum for the teaching and practicing of
EAP. Previous attempts focused on a non-parametrized procedure, based on best-practice examples
and lexical drill. Two normative approaches will be mentioned first. Standard word lists were
established, for example, the academic wordlist (AWL) by Coxhead, a word list that is frequency-
based (Coxhead, 2000) and corpus-backed, assembling samples from almost 600 word families. This
however ignores the problem that the keywords that a novice author or student may need in their term
papers or theses are simply not frequent. Their significance can be generated by using specialized
corpora (due to the science domains in question) and the so-called ‘keyness’ of these lexical items
would be a reliable parameter. In the standard publication (Bondi & Scott, 2010), the editors single out
the ‘inequality’ of lexical items in their distribution — keyness considers the overall frequency of a
lexical item and the inverse document frequency. The items are parametrize as such that an overall
low-frequency item that appears frequently in a given text or science domain, has high keyness. This
keyness is very unevenly distributed, thus underlining the mentioned inequality.

Outside these approaches, corpus studies have provided the underpinnings of other and more
diversified methods of parametrization, including the learner’s or novice writer’s perspective. Two
corpora, the aforementioned SPACE and an academic learner corpus, CUJOE, will be described in a
later paragraph. To sum up, it leads to the following (and related) problems, elaborated on in the next
paragraph:

a) frequent academic words are representative but domain-independent, b) statistically generated (and
thus domain-dependent) keywords are not frequent, and ¢) infrequent keywords are not representative.
A suggested ‘solution’ will be to systematically establish parameters for the lexical proficiency of
learners and to enable learners and novice authors to profile (i.e. self-assess) their own lexical output.

3. EAP and the parametrization problem

3.1 Representativity and EAP examples

The problem emerging from the normative approaches in §2 is that frequent but unspecific words from
the AWL and the infrequent keywords from the keyness approach is a problem of representativity.
Novice writers who self-assess and profess autonomous learning and also educators who teach EAP
will have to find a solution for the acquisition (either self or by teaching) of lexical proficiency: To
find the appropriate material and how to process it. This idea formed the conceptual background of the
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two corpora in the focus of this contribution. The goal has been to enhance methods that can be used
by educators at all levels: beginner EAP, but also for advanced student EAP. It thus demonstrates that
they can use corpora as a backbone for their teaching methods. In a second step, these corpora can be
appended with adjoining computational tools. Apart from the SPACE corpus, the custom-made
CUJOE corpus was created to this end (cf. Haase, 2019a). CUJOE stands for Corpus of UJEP students
of English, located at its hosting institution, University of J. E. Purkyné (UJEP). Its inauguration and
seminal publication in 2019 was inspired by the SPACE corpus, with the difference that SPACE
concerns only natural science English. CUJOE collects texts from the social sciences and humanities.
All text producers are non-native speakers (mother tongue: Czech) and novice academic writers. Xue
and Ge (2021) attempted a similar procedure for computer science students with mother tongue
Chinese. The second line of influence and inspiration comes from the ICLE Corpus, the International
Corpus of Learner English (cf. Granger et al. 2009). This project has been in development for a
substantial amount of time, starting with Granger, 1998. SPACE was precipitated by a strong personal
interest of the author in the natural sciences. Both corpora, SPACE and CUJOE, are enhanced by a
custom-developed tool for the self-assessment of lexico-semantic complexity, called ComplexAna for
complexity analyser, described in §3.2. A number of investigated features can be demonstrated in the
corpus sample below.

0082PN GFP expression observed in the gustatory neurons of the labial palps and leg tarsal segments
(Fig. 1 C and D) was suppressed by targeted GAL80 expression (data not shown), as expected from
the previous observation that the 3.3-kb Cha regulatory DNA directs gene expression in most if not all
chemosensory neurons in the peripheral nervous system (23, 41). Concomitant with the further
restriction of the GAL4 activity in C309 by the Cha3.3kb-GALS8O construct, the temperature-induced
courtship chain formation and head-to-head interactions were suppressed completely [...].

In this example from the SPACE corpus, a number of features are obvious. Academic texts try to
impart, in the ideal case, objective information. Lexical material is frequently nominal in nature. The
nouns are highly condensed, conflated, and package multiple meanings in one semantic container. In
this text from the biosciences, unsurprisingly a construction like ‘leg tarsal segments or 3.3-kb Cha
regulatory DNA’ is not unusual. There is a detectable prevalence of the passive voice that leaves little
space for subjectivity. On the other hand, as exemplified by the CUJOE corpus which collects student
texts in linguistics, objective accounts of what the author wants to say are also desired. This occurs in
stereotypically lexicalized forms, for example in the use of modality. Appropriate and conscious use of
modality facilitates the imparting of objective but also cautious and preliminary information. The
parallel structure of the SPACE corpus with its specialized and popular-academic texts mirrors the
application of high and low lexico-semantic complexity. It enables statistical comparison of the texts
of high lexical specialization with those of low specialization which are written for the readers of
popular-academic texts. This parallelism applies to the comparison of users of English with different
levels of proficiency. In this way, CUJOE as an academic learner corpus is an outgrowth of these
findings. CUJOE, initiated in 2019, was designed according to the criteria of the International Corpus
of Learning English, ICLE in a 1:1 takeover, cf. Table 1.

Table 1. CUJOE criteria and content

Shared features Variable features

Age 20-30 Sex 75%F, 25%M
Learning context Degree in English Mother tongue Czech

Level BA, MA Region Northern Bohemia
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Medium Written Other foreign languages  Diverse
Genre Linguistics Practical experience diverse
L . English |,
Technicality Digital Topic 'ng Z,S ) anguage
linguistics
Task setting assigned qualification

The ICLE criteria table is identical which is motivated by the fact that the practice of EAP can be
considered a social act and academic English is a sociolect, a variety of English (Biber & Grey, 2010,
Hardy & Friginal, 2016). All practitioners, native or non-native speakers alike, have to acquire it. The
parallelism to the SPACE corpus is represented by the two proficiency levels of Bachelor (BA) and
Master’s (MA) theses, cf. the tables below.

Table 2. CUJOE components and base parameters (see Haase, 2019 and 2024)

mean length minimum maximum
all 14,429 3,609 49,665
BA 12,035 3,609 24,822
MA 20,414 8,251 49,665

The BA component is larger in size as evidenced by the parameter breakdown in Tables 2 and 3 here it
is also shown in the difference in the type-token ratios (TTR).

Table 3. CUJOE types and tokens breakdown (see Haase, 2019 and 2024)

tokens types TTR
all 488,417 24,665 0.0505
BA 297,958 18,978 0.063694
MA 190,459 13,070 0.068624

As can be seen, the TTR for the individual corpus components is very similar while for the entirety of
the corpus the TTR is lower because across larger amounts of text, the types repeat and more tokens
per type can be attested. Further, the corpora have different sizes. Master’s theses are on average
longer, and for the texts compiled in the CUJOE corpus, they are longer by about 40%. The lexical
complexity can be expected to be different for the more proficient Master’s students in comparison
with the Bachelor students. Back in Table 2, the drastically different lengths of the theses are evident.
While the BA theses are shorter, they are entirely in a more balanced length ratio. Among the MA
theses, both, the shorter and the longer end of the spectrum are exhausted with the longest ones
amounting up to 50,000 words in the MA component which is twice as long as the longest BA thesis
with only about 25,000 words.

3.2 Measuring lexico-semantic complexity

A possible way of comparing and thus parametrizing lexico-semantic complexity by way of assigning
statistically plausible values to texts has to start with understanding that complexity in the linguistic
case needs to be defined differently to complexity of physical systems or sociological constellations.
The former involves the dimension of entropy, thus the degree of disorder of a system. Closer to
linguistics is the sociological definition that sets out to explain complexity with the number of
interpersonal relations members of a given group enter into. The idea to capture ease of reading by
gauging specialization levels of a text is not a new one. The different specialization levels (learner
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EAP or otherwise) can be captured statistically by deploying a number of standard complexity and
readability indices. To be mentioned here are examples of the following: Flesch-Kincaid readability
tests, TAASSC, the Tool for the Automatic Analysis of Syntactic Sophistication and Complexity and
T.E.R.A. for Text Ease and Readability Assessment. The oldest of these is likely the Flesch-Kincaid
test, based on a battery of tests that dates back to the 1970s (cf. Crossley, Heintz, Choi, et al., 2023)
but initiated much earlier (see Flesch, 1948). More modern ones, for example, the TASSC, the Tool
for the Automatic Analysis of Syntactic Sophistication and Complexity by Kyle (Kyle and Crossley,
2018 is the standard publication) or also the TERA, the Text Ease and Readability Assessment by
Tanner Jackson, Allen, and McNamara (2016) are widely used in L2 language assessment. Survey
results generated with VocabProfiler from a study conducted by Kubdnkova (2014) are displayed in
Table 4.

Table 4. VocabProfiler scores for Al-generated texts at B2 and C1 level from Kubankova, 2024

Target Corpus Reference Corpus

Tokens 915 1169

Types 425 405

TTR 0.46 0.35

Tokens per type 2.15 2.89

Lexical density 0.65 0.72

Sentences in text 107 86

Average sent. Length (words) 8.4 12.9
Family/Token ratio 0.4 0.29

Singletons 0.6 0.48

This outtake of current research shows that different statistical parameters are used for the teaching
and autonomous learning of learner English text production. Comparing results like type-token ratios,
lexical density, the number of sentences, the average sentence length, and also the singletons (words
that have been used only once in the entire text) help learners to gauge their output.

4. Data Discussion

The argumentation leading up to the introduction of the gauging and self-assessment tool was driven
by the fact that the observed similarities between academic and popular-academic texts in their lexico-
semantic specialization (cf. the treatment of the SPACE corpus) find a precise analogue in the
proficiency difference of novice EAP writers (as exemplified in the CUJOE corpus). This can be
studied further in the breakdown for both, CUJOE and SPACE, where TTRs emerge different for the
different specialization sections, see Table 5.

Table 5. CUJOE and SPACE word count in types and tokens and type/token ratio

tokens types TTR
CUJOE all 488,417 24,665 0.0505
CUJOE BA 297,958 18,978 0.06369
CUJOE MA 190,459 13,070 0.06862
SPACE all 628,970 35,760 0.056
SPACE Phys 288,861 16,897 0.0624
SPACE Bio 270,669 23,561 0.087
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Therefore, the application of the mentioned complexity analyzer tool named ComplexAna will help
underlining this measured difference. The tool was initially developed for the natural science texts
collected in SPACE where the analogies to expert vs. learner EAP can be seen in Table 6:

Table 6. Clines of specificity in academic and popular-academic texts (SPACE corpus)

Academic text 0014AX Popular-academic text 0014NS
lateral Casimir force between a sinusoidally corrugated .

tiny gold plates
gold coated plate

surface separations between 0.2 um to 0.3 pm slide [...] past each other

force results from the alteration by the metal the largest particles can't squeeze into the
boundaries of the zero point electromagnetic energy gap

adhesion and sticking of moving parts in threatens to jam up moving parts in
microelectromechanical systems micromachines

the actuation of lateral motion in . . . .

. . . virtual particles have been cajoled into
microelectromechanical systems based entirely on the

. doing work in this wa
vacuum effects of quantum electrodynamics & Y

Components of academic English and popular-academic English refer to the exact same state of
affairs, however, in each case the academic wording is of a much higher lexical specification
(‘sinusoidally corrugated gold coated plate’ vs. ‘tiny gold plates’, °‘lateral motion in
microelectromechanical systems based entirely on the vacuum effects of quantum electrodynamics’
vs. ‘virtual particles have been cajoled into doing work’ and ‘adhesion and sticking’ becomes ‘jam up
moving parts’). A clear cline of specificity can be detected.

CUIJOE base data show in what way keyness can be used to gauge domain-dependence of the text
output — the items with the highest keyness should in any case be clear pointer to the academic domain

of the text. For Table 7, keyness was calculated for both, the BA and the MA domain of CUJOE.

Table 7. CUJOE BA (left) and MA (right) items ranked according to keyness

rank frequency Kkeyness item rank frequency Kkeyness item

1 2431 5.201.256 language 1 1107 2.929.828 English
2 1857 3.886.423 English 2 1249 2.869.323 words

3 1677 3.806.533 a 3 1009 2.530.004 word

4 832 1.888.512 the 4 951 2.510.134 language
5 564 1.280.194 speakers 5 659 1.923.187 idioms

6 657 1.138.001 word 6 637 1.858.984 a

7 735 1.049.175 words 7 623 1.517.137 meaning
8 427 969.225  speaker 8 842 1.183.974 use

9 444 965.202  languages 9 382 1.114.806 verb

10 1348 938.420 p. 10 315 878.413  students

The English-studies-related lexical material is clearly obvious from both sections in the corpus.
Outliers are the indefinite determiner a (ranks 3 and 6, resp.) and the abbreviation for page p. on rank
10 of the BA section. Reference corpus for this data set was the SPACE corpus.
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Armed with these base parameters, the proficiency can then be compared for individual texts, making
up the entire CUJOE learner corpus. Figure 1 plots the entire CUJOE corpus with the different
compiled texts in the two corpus sections of BA (low-proficiency) and MA (high-proficiency).

types
high-proficiency

low-proficiency

tokens

Figure 1. TTR for low-proficiency and high-proficiency learners

The steepness in the trend graphs show a marked difference in the two levels of proficiency (see
Haase, 2019b), thus underlining the expected outcome with actual empirical data on TTR.

Measuring the specialization beyond TTR, which is difficult to adjust post-writing, the aforementioned
novel tool was developed on the basis of the WordNet database (a long-term UC Berkeley project
started by Charles Fillmore, see Fellbaum, 1998) that scales specificity of lexical items as an index of
‘ontological depth’. In ComplexAna, the WordNet database which is public-domain, was compiled
into the code. Together with a number of other parameters (see Figure 2), the tool gauges the
complexity and then assigns a dimensionless score (shown at the bottom) to enable text producers to
self-assess their texts, independent of the text length.

Complexena vl o] = =

Choose Input File Options

[¥ Consider only one instance of & noun
(Heess I Use stoplst
Reset eoefficients to default values

Fr InpLt Fil
tocess Input File [™ Fecord results of nest un

QI:I

Results Coefficients

Number of tokers [ITRRIAS
Number of words: 00 <>
Masimurn umber of words i & sentence: 000 ¢

Mean number of words in a sertence: [IRED
Number of nouns in st oo <>
Number of nouns considered fnot in stopiisty 000 <+
Number of nouns considered & knowin o WordNet (X1 000 4|+
Number of nouns considered & unknawn to WordHet (%] 010 |
Number of nouns censidered & not in requency list (%) 020

Masimum length of & noun considsred [RRI
Mean length of a noun considered: (IR

Number of commas (IR
Masimurn umber of commas in a sentence: 000 <

M aximum Degre of Semantic Specialization of a nowr 023 |

Degree of Semantic Specialization of the tex! 040« Help mel

Deares of Semantic Difficulty

Figure 2. ComplexAna interface and parameters

Informative parameters that can but may not contribute to the score are the number of nominal items in
the text and the number of clauses measured by punctuation features. The main contributing parameter
is the WordNet ‘distance’, expressed numerically, of the high-specialization item from the base form.
All parameters can be adjusted in strength.
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Table 7, finally, breaks down the novice writers’ domains in the (simplified) fields of English studies,
linguistics and literary and cultural studies from the CUJOE corpus in their low-proficiency (BA) and
high-proficiency (MA) variants. It is set here apart from published texts which purportedly are even
higher proficiency because they originate from publishing academics, not students.

Table 7. Gauged lexico-semantic complexity and proficiency in the CUJOE corpus

Type/Domain low-proficiency high-proficiency published
Linguistics 22.37 23.61 26.28
Literary/cultural studies 19.36 19.11 19.79

The scores thus enable the novice writers to self-assess their output and adjust by raising the lexico-
semantic complexity levels on condition that they have access to such lexical material.

Conclusion

In conclusion, the demonstrated array of statistical methods for gauging EAP text levels, captured in
the denominators of lexico-semantic complexity as a function of proficiency can serve as a helpful
addition to the toolbox of educators faced with the challenges of teaching EAP to students. It
underlines that corpus tools are effective in second language vocabulary learning, and provide
important implications for the design and use of such tools in language teaching and learning contexts
and support autonomous approaches in which learners self-assess and improve their own EAP output
in an upward spiral evolution. This falls within observations on the assessment side about the potential
of using corpus-based approaches to inform language assessment practices, allowing for more valid
and reliable measures of language proficiency. Corpora can further contribute best-practice examples
with a virtually unlimited supply of data and easy access. Lexical academic use-case resources can
have a decisive impact on EAP practitioners’ vocabulary application. Its effectiveness can be further
enhanced by integrating it into the EAP classroom, as demonstrated. Thus, in terms of implications for
teaching and autonomous learning, we would like to conclude that, despite Al applications and their
pervasiveness, corpora are valid. Lexical training in EAP is necessary to raise learner proficiency and
principles developed within the CALL initiative help. For this contribution, lexico-semantic
complexity has been isolated as key while tools such as ComplexAna can lead novice writers to higher
proficiency and consequently confidence.
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Abstract

The rapid evolution of educational technologies has established artificial intelligence (Al) as an
important factor in reshaping teaching practices within K-12 settings. Although considerable efforts
have been made to enhance educators’ Al skills, practical strategies for embedding these technologies
in daily instruction remain underexplored (Cheah et al., 2025). Therefore, this systematic review
investigates how Al is integrated into K-12 education, with a particular focus on English language
instruction. The peer-reviewed studies published between 2022 and 2025 will be analyzed to identify
key themes and trends surrounding the use of Al in K-12 English classes. Peer-reviewed studies
published between 2022 and 2025 will be analyzed through content analysis method to identify key
themes and trends in the application of Al in K-12 English classrooms. By synthesizing current
research, the study aims to highlight the best practices and potential pitfalls in Al adoption. It is
anticipated that Al tools will emerge as significant contributors to creating personalized and engaging
learning environments. At the same time, the review is expected to reveal challenges such as
inadequate teacher training, accessibility concerns, and ethical issues with Al implementation. As a
result, the findings will offer valuable insights for educators, curriculum developers, and instructional
designers, and to inform future research and policy development, ultimately guiding effective and
ethical incorporation of Al in K-12 English teaching practices.

Keywords: K-12 English classrooms, artificial intelligence, systematic review

1. Introduction

Artificial Intelligence (AI) has impacted and transformed many fields, including education. Al has also
profoundly affected English language learning and teaching processes (Ozdere, 2025). It has a
transformative role in language education as well and it shapes student and teacher interaction (Zafari
et al., 2022). Subsequently, Al is gaining significance in K-12 educational settings and schools by
reshaping English learning and teaching practices (Wu et al., 2024).

Al provides many advantages for students, teachers and institutions in different aspects. To illustrate,
Al promotes personalized learning and task-automation (Zafari et al., 2022) by providing feedback and
support for learners. Similarly, Ozdere (2025) refers to the benefits of Al such as providing
personalized and immediate feedback, improving writing skills, and assessing student performance. In
addition, An et al. (2023) remark that Al contributes to teaching quality by enhancing classroom
interaction and language acquisition. Lee and Kuwon’s (2024) review study also reveals that Al
improves learners’ critical thinking and problem-solving skills.

There are also numerous barriers to the effective implementation of Al in English classrooms. Firstly,
lack of institutional support, educational policies, time, equipment, and professional development
programs comes to the fore as external barriers limiting the use of Al in the classrooms (Cheah, et al.,
2025). Secondly, the lack of Al ethics and the biases and risks in using Al in K-12 is a major challenge
that needs to be taken into consideration (Wu et al., 2024). Thirdly, inconsistent scoring, over-reliance
on Al tools, and ethical concerns are other challenges mentioned in Ozdere’s (2025) study.
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The successful implementation of Al in K-12 classrooms depends on several factors. For instance, An
et al. (2023) draw attention to the importance of teacher knowledge, perception, and behavioral
intention in the effective use of Al in K-12 English contexts. In this regard, teachers’ willingness and
readiness to use Al tools should be supported by institutions and educational policies. Therefore,
developing teachers’ and students’ AI literacy through educational policies, initiatives, and
frameworks is important (Cheah et al., 2025).

Overall, these studies have suggested that there is a need to explore the integration of Al in K-12
English language education. Therefore, this study aims to provide important insights into effective
implementation of Al tools and practices in different K-12 educational settings by exploring the
instructional purposes, pedagogical strategies, reported benefits and challenges, and implications for
further research.

2. Literature Review

A number of studies have investigated the contributions of Al practices in K-12 settings. To begin
with the study by An et al. (2023), it revealed that English teachers in China had positive attitudes
towards the integration of Al in middle schools. It was also found teachers were willing to use Al tools
and practices in their teaching contexts. Likewise, Crompton et al.’s (2024) study indicated that Al
tools had positive contributions to student learning and teaching quality. Additionally, Ciampa et al.
(2025) stated that Al could facilitate K-12 assessment practices and could reshape formative
assessment techniques.

The literature on Al integration into K-12 English classrooms has revealed that there are many
challenges and obstacles restricting teachers to use Al in their teaching contexts. According to
Crompton et al.’s (2024) study, lack of professional development opportunities, training on use of Al,
accessibility issues, and ethical concerns were some of the challenges affecting the use of Al
Additionally, Zhang and Tur’s (2024) review study indicated that over-reliance on Al tools, plagiarism
issues, and AI’s restriction on critical thinking skills were other challenges experienced by the
teachers.

Previous literature has also shown that teachers use Al for various professional and personal reasons.
For instance, Crompton et al. (2024) found that Al tools were used to design lesson plans, generate
feedback, and improve language skills by English teachers, teacher educators, and administrators
around the world. Likewise, Kim (2024) revealed that K-12 teachers used Al tools to plan their lesson
and to provide individualized learning opportunities for their students. In addition, teachers used Al to
grade student tasks, support student-learning, and provide feedback (Ciampa et al., 2025).

However, most of the Al-focused studies focus on higher education rather than K-12 context (An et
al., 2023; Crompton et al., 2024; Zafari et al., 2022). Therefore, it could be argued that there is a need
to explore the benefits, challenges, and applications of Al in K-12 English learning context. In this
vein, this study aims to shed light on the studies conducted on the use of Al tools and practices in K-
12 English classrooms. Concerning this gap in the literature, the present study aims to address the
following research questions:

1. What types of Al tools are used in K-12 English language instruction, and for what
instructional purposes?
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2. What pedagogical strategies are adopted in studies involving Al integration in K-12 English
classrooms?

3. What are the reported benefits and challenges of using Al in K-12 English education?

4. What implications do the findings have for future research, practice, and policy development
in Al-enhanced K-12 English instruction?

3. Methodology

The present study was designed as a systematic review to analyze studies conducted on integration of
Al into K-12 English classrooms. The systematic review was adopted since it enables researchers to
do rigorous research on studies to select and synthesize the existing literature (Gough et al., 2017).
Following the steps of the systematic review studies, the research articles focusing on the
implementation of Al tools in English language classrooms were included in the revision process.

Some inclusion and exclusion criteria were specified according to the stages of the systematic review
study. Concerning the inclusion criteria, the empirical and peer-reviewed studies published between
2022-2025, employing Al in K-12 English language instruction were included in the present synthesis.
As per exclusion, the studies not empirical studies, not peer-reviewed, not focusing on K-12 English
instruction were not included in this study. The studies were searched by using the following
keywords, “artificial intelligence” OR “AI” AND “K-12” OR “primary education” OR “secondary
education” AND “English language” OR “English teaching” OR “language learning.” As a result of
the search of databases such as SCOPUS, WOS, ERIC, and Google Scholar, 24 studies were selected
for the analysis purposes.

Regarding the analysis of the studies, qualitative content analysis was chosen to identify purposes,
pedagogical strategies, benefits, challenges, and implications of Al integration in K-2 English
classrooms. The qualitative content analysis steps proposed by Schreier (2012) were followed to
analyze the empirical studies and then to present an in-depth exploration of the findings of these
studies. Based on this frame, the data was coded to identify the common themes and patterns among
the findings of the reviewed studies.

4. Results and Discussion

This section addresses the findings gathered from the results of the review studies based on each
research question and then discusses the similarities and differences in the literature in relation to these
findings.

4.1. Al Tools and Their Instructional Applications in K—12 English Instruction
The first research question addressed the Al tools in K-12 English education and the instructional

purposes based on these tools are included in Table 1 below.

Table 1. Al Tools and Instructional Purposes in K—12 English Language Instruction

Studies Al Tool Type & Purpose Instructional Purposes

Generative Al (e.g.,

Fassbender (2024) ChatGPT) Enhancing multimodal composition, creative
Jiang & Lai (2025)

Riser (2025) for Writing, Creativity, and  writing, digital storytelling, literacy instruction,
Stornaiuolo et al. Literacy Development lesson planning

(2024)
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Tanksley (2024)
Ward et al. (2025)
Jeon (2024)

Lee & Maeng
(2023)

Lee et al. (2023a)
Lee et al. (2024)
Ni & Cheung
(2023)

Sapan & Uzun
(2023)

Ni & Cheung
(2023) Tai & Chen
(2024)

Ruan (2022)
Sanusi & Olaleye
(2022)

Chen et al. (2022)

Chang et al. (2024)
Zhan et al. (2022)

Xu et al. (2023)

An et al. (2023)
Kim (2024)

Hsu et al. (2022)

Huertas-Abril &
Palacios-Hidalgo
(2023)

Lee et al. (2023b)
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Al Chatbots for Reading,
Writing, and Speaking
Practice

Intelligent Tutoring Systems
(ITS) for Personalized
Support

Al Writing Assistants and
Automated Feedback Tools

Speech Recognition and
Pronunciation Tools

Al Robots and Embodied
Learning Tools

Al for Engagement
Monitoring and Affective
Feedback

Teacher-Al Collaboration
and Instructional Support
Tools

Computational Thinking
Tools with English
Integration
General-Purpose Al-
Assisted Language Learning
(AIALL)

Context-Aware Learning
Support Systems

Conversation simulation, vocabulary learning,
reading comprehension, formative assessment,
writing and speaking support

Adaptive reading support, speaking, vocabulary
scaffolding, comprehension monitoring,
personalized feedback

Grammar correction, automated scoring,
stylistic improvement, support for self-revision

Pronunciation improvement, speaking fluency,
real-time corrective feedback

Hands-on collaborative learning, natural
language processing, multimodal task
engagement

Tracking engagement, predicting learner

responses during online English tutoring

Instructional design, grading support, feedback
generation, co-teaching

Combining coding and conversational English
learning through block-based programming

General language enhancement (reading,
writing, speaking), ethical Al use

Facilitating autonomous learning via learner-
generated content and adaptive feedback

As seen in Table 1, the reviewed studies used numerous types of Al tools for different instructional
purposes. To begin with, many studies (e.g., Fassbender, 2024; Jiang & Lai, 2025; Riser, 2025;
Stornaiuolo et al., 2024; Tanksley, 2024; Ward et al., 2025) implemented generative Al tools such as
ChatGPT to improve creativity and literacy skills. In addition, some studies (e.g., Jeon, 2024; Lee &
Maeng, 2023; Lee et al., 2023a; Lee et al., 2024; Ni & Cheung, 2023; Sapan & Uzun, 2023) used Al
chatbots to support language skills development. Intelligent Tutoring Systems (ITS) were also applied
in some studies (e.g, Ni & Cheung, 2023; Tai & Chen, 2024) for personalized feedback and
instruction. Further, Al writing assistants and feedback tools like Grammarly were used in some
studies (e.g., Ruan, 2022; Sanusi & Olaleye, 2022) to enhance writing and grammatical skills. Along
with writing skills, one study (e.g., Chen et al., 2022) focused on improving speaking skills through
speech recognition and pronunciation tools. Some studies (e.g., Chang et al., 2024; Zhan et al., 2022)
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applied Al-powered robots and VR environments to enhance hands-on experiences and collaborative
tasks. Other tools used in the studies were affective feedback systems (e.g., Xu et al., 2023) to track
learners’ emotional states, teacher Al collaboration tools (e.g., An et al., 2023; Kim, 2024) for
instructional support, computational thinking tools (e.g., Hsu et al., 2022) for coding and language
instruction, general purpose tools (e.g., Huertas-Abril & Palacios-Hidalgo, 2023) for digital literacy
and autonomous learning, and context-aware systems (e.g., Lee et al., 2023b) for learner agency.
These findings are in line with the previous studies indicating that Al was used for personalized
learning (e.g., Zafari et al., 2022), enhancing writing skills through immediate feedback (e.g., Ozdere,
2025), and improving critical thinking skills (e.g., Lee & Kuwon, 2024).

4. 2. Pedagogical Strategies in Al-Integrated K-12 English Classrooms

The second research question focused on the pedagogical strategies utilized in Al integration in K-12
English language education settings. The implemented strategies and their detailed descriptions are
given in Table 2 below.

Table 2. Pedagogical Strategies Adopted in Al-Integrated K—12 English Classrooms

Studies Pedagogical Strategies  Description

Jeon (2024) Adaptive Instruction & Al tools adapt content difficulty and provide
Tai & Chen (2024) Scaffolding personalized support based on learner needs.
Lee & Maeng (2023)

Stornaiuolo et al. Dialogic and Students co-construct knowledge with Al or
(2024) Collaborative Learning  peers via dialogue, emphasizing shared inquiry.
Tanksley (2024)

Jiang and Lai (2025)

Ni & Cheung (2023)

Riser (2025) Process-Based and Al supports iterative writing through drafting,
Ruan (2022) Genre Writing feedback, and genre scaffolding.

Sanusi & Olaleye

(2022)

;Zgai 2’11(2235?23()) 23) Self-Regulated & Learners independently interact with Al tools,

Xu et al. (2023)

Autonomous Learning

fostering autonomy and metacognition.

Chang et al. (2024)
Hsu et al. (2022)

Role-Play and
Simulation

Chatbots or virtual tools simulate authentic
communication contexts for language practice.

Chen et al. (2022)
Lee et al. (2024)

Assessment-Driven
Instruction

Teachers and Al systems use formative or
dynamic assessment to guide instruction.

An et al. (2023)
Fassbender (2024)
Kim (2024)

Teacher-Al Co-Design

Teachers collaborate with Al to design lesson
plans, materials, and manage classrooms.

Huertas-Abril &
Palacios-Hidalgo
(2023)
Stornaiuolo et al.
(2024)

Critical Al Literacy and
Ethics

Students critically examine Al outputs and
reflect on ethical use, bias, and privacy.

Chang et al. (2024)
Zhan et al. (2022)

Multimodal and
Embodied Learning

Combines language tasks with physical, visual,
or VR-based experiences using Al.

Chen et al. (2022)

Pronunciation and

Al tools provide individualized feedback to
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Ward et al. (2025) Speaking Support enhance oral proficiency and pronunciation.
S & U 2023 . . .
apan . zun ( ) Inquiry-Based and Students explore language via Al tools in open-
Stornaiuolo et al. . . . .
(2024) Creative Practices ended, creative, or problem-solving tasks.

As inferred from Table 2, different instructional approaches were adopted by the reviewed studies. To
begin with, some studies (e.g., Jeon, 2024; Tai & Chen, 2024) used adaptive instruction and
scaffolding to provide personalized feedback for the learners, while others (e.g., Lee & Maeng, 202;
Stornaiuolo et al., 2024; Tanksley, 2024) used dialogic and dialogue-based learning activities based on
collaboration. In addition, process and genre-based writing (e.g., Jiang and Lai, 2025; Ni & Cheung,
2023; Riser, 2025; Ruan, 2022; Sanusi & Olaleye, 2022) and self-regulated learning (e.g., Lee et al.,
2023b; Sapan & Uzun, 2023; Xu et al., 2023) other pedagogical strategies adopted in the reviewed
studies. Additionally, role play and simulated conversations were used through Al chatbots and VR
tools in some studies (e.g., Chang et al., 2024; Hsu et al., 2022; Ni & Cheung, 2023). Teacher-Al co-
design was another pedagogical strategy adopted in some studies (e.g., An et al., 2023; Fassbender,
2024; Kim, 2024). Further, some studies (Huertas-Abril & Palacios-Hidalgo, 2023; Stornaiuolo et al.,
2024) aimed to raise awareness via critical Al literacy practices. Embodied and multimodal learning
with physical robots and VR tools was used in some of the studies (e.g., Chang et al., 2024; Zhan et
al., 2022). Lastly, Al-driven speaking support (e.g., Chen et al., 2022; Ward et al., 2025) and inquiry-
based practices (e.g., Sapan & Uzun, 2023; Stornaiuolo et al., 2024) were preferred some of the
reviewed studies. Accordingly, these findings suggest that Al tools were used for different
pedagogical strategies to support adaptive instruction, inquiry-based, self-regulated dialogic and
multimodal learning. Similarly, Wu et al. (2024) integrated a large language model to explore K-12
English teachers’ classroom practices. Therefore, it could be concluded that Al approaches and
practices should be integrated into K-12 English instruction through appropriate models and
frameworks. In a similar vein, Cheah et al. (2025) stressed the importance of Al-integration into
language education via educational policies, initiatives, and frameworks.

4. 3. Benefits and Challenges of Al Integration in K-12 English Instruction

The third research question dealt with the reported benefits and challenges of Al-integration in K-12
English classrooms and these benefits and challenges were illustrated in Table 3 and Table 4
respectively.

Table 3. Reported Benefits of Al Integration in K—12 English Instruction

Benefits of Al Integration Studies

Improved Language Chen et al. (2022); Jeon (2024); Lee & Maeng (2023); Ni & Cheung (2023);
Proficiency Riser (2025); Ruan (2022); Tai & Chen (2024); Ward et al. (2025)
Personalized and Adaptive Fassbender (2024); Riser (2025); Tai & Chen (2024); Xu et al. (2023)
Learning

Increased Motivation and Chang et al. (2024); Lee et al., (2023a); Lee et al. (2023b); Sapan & Uzun
Engagement (2023); Zhan et al. (2022)

Creativity and Critical Chang et al. (2024); Hsu et al. (2022); Jiang & Lai (2025); Stornaiuolo et al.
Thinking (2024)

Teacher Support and

A 1. (2023); F 2024); Kim (2024
Professional Development n et al. (2023); Fassbender (2024); Kim (2024)

Chen et al. (2022); Lee et al. (2024); Sanusi & Olaleye (2022); Xu et al.

Assessment and Feedback (2023)
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As shown in Table 3, integrating Al into K—12 English education had several benefits. Firstly, Al tools
improved learners’ language proficiency such as speaking, reading, and writing skills with the help of
Al writing assistants, speech recognition apps, and chatbots (e.g., Chen et al., 2022; Jeon, 2024; Lee &
Maeng, 2023; Ni & Cheung, 2023; Riser, 2025; Ruan, 2022; Tai & Chen, 2024; Ward et al., 2025). In
addition, Al tools could provide adaptive learning opportunities based on learners’ needs through
personalized feedback as some studies (e.g., Fassbender, 2024; Riser, 2025; Tai & Chen, 2024; Xu et
al., 2023) suggested. The findings also revealed that Al tools and applications enhanced students’
motivation and task-engagement levels (e.g., Chang et al., 2024; Lee et al., 2023a; Lee et al., 2023b;
Sapan & Uzun, 2023; Zhan et al., 2022). Along with enhanced motivation, Al tools supported
developing creativity, critical literacy, and thinking skills (e.g., Chang et al., 2024; Hsu et al., 2022;
Jiang & Lai, 2025; Stornaiuolo et al., 2024). Another benefit of Al integration was its contribution to
teachers’ professional development by providing feedback and support on instructional designs and
lesson planning (e.g., An et al., 2023; Fassbender, 2024; Kim, 2024). Further, Al tools enhanced
feedback and assessment mechanisms in K-12 English language education (e.g., Chen et al., 2022; Lee
et al., 2024; Sanusi & Olaleye, 2022; Xu et al., 2023). These results corroborate the findings of a great
deal of the previous work in terms of revealing the benefits of Al integration into K-12 language
learning and teaching setting in terms of lesson planning, personalized learning, and language skills
improvement (e.g., Ciampa et al., 2025; Crompton et al., 2024; Ozdere, 2025).

Table 4. Challenges of Al Integration in K—12 English Instruction

Challenges of Al Integration Studies

Technical and Resource Chang et al. (2024); Lee et al. (2023b); Lee et al. (2024); Ni &
Limitations Cheung (2023); Ward et al. (2025); Zhan et al. (2022)
Pedagogical and Integration An et al. (2023); Jiang and Lai (2025) ; Kim (2024); Ruan (2022);
Challenges Tai & Chen (2024); Tanksley (2024)

Fassbender (2024); Huertas-Abril & Palacios-Hidalgo (2023); Kim

Ethical and Equity C .
feal and Bquity LONCEnS - »024); Stornaiuolo et al. (2024); Xu et al. (2023)

Cognitive Overload and Chang et al. (2024); Chen et al. (2022); Jeon (2024); Riser (2025);
Learning Dependence Sanusi & Olaleye (2022); Sapan & Uzun (2023)
Lack of Teacher Training and

Support An et al. (2023); Kim (2024); Lee et al. (2023b); Tanksley (2024)

As illustrated in Table 4, the reviewed studies reported some challenges regarding the integration of
Al into K-12 English classrooms. First of all, many studies (e.g., Chang et al., 2024; Lee et al., 2023b;
Lee et al., 2024; Ni & Cheung, 2023; Ward et al., 2025; Zhan et al., 2022) referred to the technical
limitations and infrastructure-related problems such as internet access or inadequate tools. In addition,
some pedagogical challenges such as lack of guidance and misalignments between English curricula
and Al tools were reported in some of the studies (e.g., An et al., 2023; Jiang and Lai, 2025; Kim,
2024; Ruan, 2022; Tai & Chen, 2024; Tanksley, 2024). Ethical dilemmas and unequal access to Al
resources were the other concerns mentioned in the studies (e.g., Fassbender, 2024; Huertas-Abril &
Palacios-Hidalgo, 2023; Kim, 2024; Stornaiuolo et al., 2024; Xu et al., 2023). Over-relying on Al
tools and Al feedback was another concern reported in some studies (e.g., Chang et al., 2024; Chen et
al., 2022; Jeon, 2024; Riser, 2025; Sanusi & Olaleye, 2022; Sapan & Uzun, 2023), which could result
in decreased student autonomy, participation and critical thinking skills. Lastly, some studies (e.g., An
et al., 2023; Lee et al., 2024; Kim, 2024; Tanksley, 2024) referred to the lack of teacher training and
pedagogical support as a barrier to integrate Al tools into English classrooms. These results are also in
line with the previous research indicating the challenges and barriers to the Al integration into K-12
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English language education settings such as the lack of Al ethics (Wu et al., 2024), over-reliance on
Al tools (Ozdere, 2025), and the lack of institutional support and educational policies (Cheah, et al.,

2025).

4. 4. Future Directions for Al Integration in K—12 English Language Instruction
The focus of the fourth research question was the implications for further research and the related
findings are reported in Table 5. below.

Table 5. Implications of Al Integration for Future Research, Classroom Practice, and Policy

Development

Research Implications for Al-
Enhanced English Instruction

Studies

Al Tool Effectiveness Across
Contexts and Learners

An et al. (2023); Chen et al. (2022); Jiang and Lai (2025); Lee et
al. (2023b); Lee et al. (2024); Riser (2025); Tai & Chen (2024);
Xu et al. (2023); Zhan et al. (2022)

Al-Enhanced Language Skill
Development

Chang et al. (2024); Jeon (2024); Ni & Cheung (2023); Ruan
(2022); Sanusi & Olaleye (2022); Ward et al. (2025)

Ethical and Inclusive Al Use in
Education

Fassbender (2024); Huertas-Abril & Palacios-Hidalgo (2023); Kim
(2024); Stornaiuolo et al. (2024); Xu et al. (2023)

Teacher Professional

An et al. (2023); Kim (2024); Ruan (2022); Stornaiuolo et al.

Development and Al

Pedagozrical Knowledge (2024); Tanksley (2024)

Al Literacy and Critical Hsu et al. (2022); Huertas-Abril & Palacios-Hidalgo (2023); Jiang
Thinking & Lai (2025) ; Stornaiuolo et al. (2024)

gzlslizzof;t:ﬁill\/mdels and Co- y 1 et al. (2023): Kim (2024); Tanksley (2024): Xu et al. (2023)
Prompt Engineering and Chatbot Lee et al. (2023a); Lee et al. (2024); Ni & Cheung (2023); Sapan
Interaction & Uzun (2023)

As shown in Table 5, one of the main suggestions of the reviewed studies was to explore the
effectiveness of different Al tools in varied learning environments with learners with different age
groups (e.g., An et al., 2023; Chen et al., 2022; Jiang and Lai, 2025; Lee et al., 2023b; Lee et al. 2024;
Riser, 2025; Tai & Chen, 2024; Xu et al., 2023; Zhan et al., 2022). Another implication was to identify
the impact of Al integration on different language skills through various Al tools and systems (e.g.,
Chang et al., 2024; Jeon, 2024; Ni & Cheung, 2023; Ruan, 2022; Sanusi & Olaleye, 2022; Ward et al.,
2025). Further, some studies (e.g., Fassbender, 2024; Huertas-Abril & Palacios-Hidalgo, 2023; Kim,
2024; Stornaiuolo et al., 2024; Xu et al., 2023) suggested to addressing ethical issues about Al
integration by developing Al policies and standards for Al integration in K-12 English contexts.
Similarly, some studies (e.g., An et al., 2023; Kim, 2024; Ruan, 2022; Stornaiuolo et al., 2024;
Tanksley, 2024) proposed to enhance teacher knowledge about Al use with the help of support
systems and teacher training programs. Further, enhancing students’ and teachers’ Al literacy and
critical thinking skills regarding the use of Al was suggested by some scholars (e.g., Hsu et al., 2022;
Huertas-Abril & Palacios-Hidalgo, 2023; Jiang & Lai, 2025; Stornaiuolo et al., 2024). Another
suggestion was to develop collaborative models with the involvement of language teachers, students,
and curriculum designers to enhance classroom instruction and language learning engagement (e.g.,
An et al., 2023; Kim, 2024; Tanksley, 2024; Xu et al., 2023). Finally, some studies (e.g., Lee et al.,
2023a; Lee et al., 2024; Ni & Cheung, 2023; Sapan & Uzun, 2023) proposed to focus on how to
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design effective prompts to guide Al tools and ensure meaningful student engagement with Al tools.
These results are in agreement with previous studies recommending to providing training and support
for teachers to use Al in their classrooms by developing policies (e.g., Ciampa et al., 2025; Crompton
et al., 2024; Kim, 2024; Lee & Kuwon, 2024; Zhang & Tur, 2024). In this vein, An et al. (2023)
suggested to facilitate teachers’ Al-related pedagogical knowledge, especially, AI-TPACK through
training programs and institutional support. Similarly, Crompton et al. (2024) propose to address
academic integrity and student privacy by designing educational policies and guidelines regarding the
use of Al Lastly, Zhang and Tur (2024) claim that further studies should explore parents’ and other
stakeholders’ roles in ethical and equitable use of Al tools in K-12 educational settings to share
responsibility in student learning.

5. Conclusion

The present study aimed to present a systematic review of Al integration in K—12 English education.
In line with this aim, the studies were reviewed regarding the Al tools, instructional purposes,
pedagogical strategies, reported benefits, challenges, and implications for further studies. Concerning
the use of Al tools, the study revealed that various tools such as Generative Al tools and robots,
intelligent tutoring systems and speech recognition tools were used by the reviewed studies to provide
feedback, enhance language proficiency, support differentiated and personalized learning.
Accordingly, many pedagogical approaches ranging from adaptive scaffolding to dialogic learning and
inquiry-based practices were used to promote learner autonomy, critical literacy, and critical thinking
skills. Concerning the benefits, it was found Al integration in K-12 English language education
settings contributed to language proficiency improvement, motivation enhancement, adaptive learning
opportunities, and teacher professional development. Along with these benefits, the studies referred to
some challenges such as technical limitations, ethical concerns, Al overreliance, and lack of teacher
training on the effective use of Al tools. Finally, the reviewed studies stressed the need for further
studies to address Al-supported language learning and teaching. As a result, it was suggested to
develop critical Al literacy, collaborative teacher-Al co-designs, teacher professional development,
and ethical use of Al through teacher training programs, language policies based on ethical use of Al,
and ongoing support for the educators.
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Abstract

The main research goal of the present proposed project is to analyse selected fiction of both Cruz and
Whitehead and the way they contribute to not only American culture, but also to popular culture. I will
fulfil the research goal by a qualitative research, through the research method- an analyse. The expected
results will contribute to the history of Afro - American literature and to further its development as well
as offering suggestions how literature and music can be connected. It hopes to offer solutions how Art
can be seen from different perspectives (how speech of Martin Luther King can be used in poetry).

Keywords: Music, literature, rap music, analysis, African culture

1. Introduction

The present article focuses on how music and literature can be connected. It offers a case of study
through which to consider how words are significant for not only writers, but for musicians as well.
Music is a part of our everyday life, people cannot imagine life without music, whereas literature can be
expresses via words which give us emotion and feelings. Ricardo Cortez Cruz is a Professor of English
at Illinois State University and the author of two novels and short stories. He is one of the authors of
novel, called Five Days of Bleeding. The selected author Colson Whitehead is an American novelist and
author of nine novels for which he won Pulitzer Prize for Fiction. In the selected article is to provide
context and clarify the authenticity of music via analysis of selected text: Martin Luther King at Zion
Hill Speech as a reference from the book of Colson Whitehead fiction, called The Nickel Boys. My
objective is to focus on music style and why music relates to literature based on the information from
the selected authors. The article is divided in subchapters about Music and authenticity. On the other
hand, the main chapter will focus on the selected fiction and analysis.

2. Introduction to Afro - American literature
"American literature has traversed an extended,
winding path from pre - colonial days to contemporary
times. Society, history, technology all has had telling
impact on it (VanSpanckeren 1994, p. 112)."

It has often been said that America has no history. This is an incorrect opinion and should be forgotten.
The important things are not wars and major events of this kind, but the process how people built their
own society. From the very beginning, Americans have been the most significant actors in American
history. It all began when the first American poetry was written by a slave woman. Phyllis Wheastley,
the first Afro - American author was born in Africa and purchased by a tailor. This was considered to be
the beginning of the new era of Afro- American literature. Novelists such as Hannah Foster, Susana
Rowson and Harriet Wilson started to publish novels in America. They searched for identity and focused
on themes of discrimination and the sense of living invisibly. The post- civil war era was successful for
Afro-American works. The prominent topics were still slavery, autobiography, protest literature and,
sermons. Brooker T. Washington was the most prominent black leader. His work, Up from Slavery, tries
to improve the lives of African- Americans. On the other hand, authors such as Charles Chesnutt and
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James Johnson wanted to show the strength of the black community and ethical values. The U. S.
Constitution had not changed the status of black people. Slavery was ended after the civil war of 1861-
5 (VanSpanckeren 1994).

2.1. Black Americans

"About twenty - seven million people, or a little more than one-tenth of all United States citizens, are
descended from people brought across the Atlantic from Africa between 150 and 300 years ago as
slaves.” (Bromhead 1979, p. 34) The colonial population had grown and matured to the point that the
arts and other aspects could flourish. The production of architecture, painting, and literature increased
even through the lack of support. Authors find the traditional mode ineffective and see potential in
popular material. History, jazz and popular culture inspire many African- Americans. Authors take
images from popular culture and recreate them. Jazz improvisation and mixed media work influenced
many U.S poets as well. The best example is Laurie Anderson who created the international hit- United
States. She uses video, music and acoustics. What is more, theatre, music and dance were the centre of
cities such as New York and Chicago (VanSpanckeren 1994).

2.1.1. Music

Cities had symphony orchestra and opera houses. The greatest innovations of the era (1960s) were
African American musicians in New Orleans. There was introduced jazz for the American public. A
form of music that combined African rthythms with western- style instruments and mixed improvisation
with a structured band format. The most famous performer, Scott Joplin sold nearly a million copies of
his music. From the South of the United States of America, the blues music expressed the pain of the
black experience. New genres such as Jazz, Ragtime, and Blues music achieved mainstream popularity.
The youth expressed their rebellion against their elders” culture by dancing to jazz music. Jazz as a new
genre became a symbol of the new and modern culture of cities around America (Shusterman 1991).
Slaves fought through their music. They could express their anger and frustration. Drumming was the
most important part. The slaves could keep alive the memory of the freedom through their African
rhythm. They did not own the land on which they worked, they owned only music which was exclusively
just for them. The slaves were from different tribes. Each tribe had its own traditions, religion or, even
art. Listening to music brings people together as a group. Every member of the tribe was able to
participate (Schur 2009).

3. Selected fictions

The selected author, Colson Whitehead, won the Pulitzer Prize for fiction The Nickel Boys in 2020. The
main theme of the fiction is slavery where the protagonist fights for his dignity and redemption. Analysis
of selected fiction will show how slavery and music was perceived in the past. A protagonist is the key
aspect for literature. In the selected fiction, I will focus on the character Elwood Curtis, a black boy,
who was created for a specific purpose. The author tries to show that what you have inside is more
important than outside. Whitehead offers a possibility for development in literary history. On the other
hand, fiction named as Five Days of Bleeding written by Ricardo Cortez Cruz offers the protagonist
named as Zu-Zu, a dark homeless woman, who sings various popular songs to keep her spirit alive in
New York Central Park. The selected fiction consists of the references to various types of the musical
elements in America. The author depicts inhumane conditions of Negro world. Both authors use pairing
Afro - American literature with Music. Both selected fictions have a common theme - slavery. The
stories identify the existential struggle of African Americans in heroic or tragic terms. Other aspects
connected with the themes are racism, war, human rights, friendship, death etc.
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4. Analysis of selected reference from Colson Whitehead - The Nickel Boys

"Elwood had to admit: From time to time, it appeared that he had no goddamn sense. He couldn't explain
it, even to himself, until At Zion Hill gave him a language. We must believe in our souls that we are
somebody, that we are significant, that we are worthful, and we must walk the streets of life every day
with this sense of dignity and this sense of somebody-ness. The record went around and around like an
argument that always returned to its unassailable premise, and Dr. King's words filled the room of the
shotgun house. Elwood bent to a code - Dr. King gave that code shape, articulation, and meaning. There
are big forces that want to keep the Negro down, like Jim Crow, and there are small forces that want to
keep you down, like other people, and in the face of all those things, the big ones and the smaller ones,
you have to stand up straight and maintain your sense of who you are. The encyclopaedias are empty.
There are people who trick you and deliver emptiness with a smile, while others rob you of your self-
respect. You need to remember who you are (Whitehead 2019, p. 26 and 27)."

Martin Luther King was a leader of the American Civil Rights Movement. He organized several peaceful
protests and conferences about Black Americans. In the selected reference at Zion Hill (1963), he tries
to explain his daughter segregation of Black American. In the Nickel Boys written by Colson Whitehead,
I would like to highlight how speech of Martin Luther King influenced other aspects of Art (the speech
creates a rhythmic pattern). Lyrics influence emotions, human action and thoughts of people. Behind the
text is still a hidden message. The highlighted text is a central theme of philosophy of Martin Luther
King Jr. He gives a value on every person and his message reminds us that belief in oneself is a necessary
act in the society. It is not only call to resistance, but also spiritual affirmation. From the point of
musicality, we can find riythm, tone and style. Repetition of certain words such as "that we are" creates
three cadences, not only in the meaning. This structure is common in jazz section, especially for Black
musicians. Moreover, we can find musical crescendo which is created by words such as believe, we are
and walk etc. It creates a tension. The final phrase consists of resolution with the example, somebody-
ness. Musicality can be found via Alliteration (sense, somebody-ness). It gives us a feeling of a spoken
verse which is typical for a soul or R&B songs. As for the whole meaning of the selected passage, we
can say that his speech is influenced by emotional pacing, and vocal intonation. It is not only text, but
also a musical sermon. It leads us to the conclusion that literature and music has a lot of in common.

5. Conclusion

It is a well-known fact that through literature, the authors try to say something significant about human
life. The result of the selected article shows that Literature and Music can be connected, and they are
inseparable. Popular culture as one of the elements of music industry is closely connected with
consumerism, and it touches people in the world. Due to analyses of selected text, we can say that it
creates not only the effect for listeners, but also a meaning for the audience. The research goal was
completed successfully. The selected text is an invaluable source in analysing. We found similarities in
literature through poetic language and text. There are yet many more directions that this line of research
could proceed in. Moreover, the analysis of the selected text can inspire authors of literature in their
future work. The expected results will contribute to the history of Afro - American literature and to
further its development as well as offering suggestions how literature and music can be connected. It
hopes to offer solutions how Art can be seen from different perspectives (how speech of Martin Luther
King can be used in poetry).

References

Baker, H., 1984. Blues, "ldeology, and Afro - American Literature". Chicago: The University of Chicago
Press, 1984. p. 86. ISBN 0-226-03538-7.

88



Proceedings Book
10th International KTUDELL Conference: Language, Literature, and Translation
29-30 May 2025, Karadeniz Technical University, Trabzon, TURKIYE

Brombhead, P., 1979. " Life in Modern America". New York: Longman, 1979. p. 180. ISBN 0-582-01838-
2.

Cruz, R. C., 1995. "Five Days of Bleeding". The United States of America: The English Department
Unit, 1995. p. 90. ISBN 1-57366-003-5.

Elliott, E., 1988. "The Columbia Literary History of the USA". New York: Columbia University Press,
1988. p. 1263. ISBN 0231058128.

Grassian, D., 2008. "Writing the Future of Black America: Literature of the Hip- Hop Generation". South
Carolina: University of South Carolina Press, 2008. p. 208. ISBN 9781570037818.

Hall, S., 1990. ‘Cultural identity and diaspora’ in Jonathan Rutherford (ed.). Identity: community,
culture, difference, London: Lawrence & Wishart, 1990. p. 240. ISBN 9780853158714.

Harpan, M., 1986. "Teoria literatury". Novy Sad: OBZOR, 1986. p. 242.

Hebdige, D., 1987. "Cut 'n” mix. Culture, Identity and Caribbean Music". London: Routledge, 1987. p.
174. ISBN 0-203-35928-3.

Hess, M., 2007. "Is Hip Hop dead?: the past, present, and future of America’s most wanted music".
Westport: Praeger Publishers, 2007. p. 186. ISBN 978-0-275-99461-7.

Murray, F. and Neal, A., 2004. "That’s the joint! The Hip- Hop Studies Reader". New York: Routledge,
2004. p. 646. ISBN 0-415-96918-2.

Schur, R., 2009. "Hip-Hop Aesthetics and Intellectual Property Law". The United States of America:
Cult Books, 2009. p. 256. ISBN 978-0472050604.

Shusterman, R., 1991. "The Fine Art of Rap". In: New Literary History, Vol. 22, No. 3, p. 613- 632.

Vanspanckeren, K., 1994. "Outline of American literature." The United States: Information Agency,
1994. p. 125.

Wagner, H. P. A., 2003. "History of British, Irish, and American Literature". Trier: WVT
Wissenschaftlicher Verlag Trier, 2003. p. 530. ISBN 3884764101.

Whitehead, C., 2019. "The Nickel Boys". New York: Random House, 2019. p. 224. ISBN
9780385545440.

Online references

Alabama. (no date). "Five Days of Bleeding written by Ricardo Cortez Cruz". 2022. In: Alabama: The
University of Alabama Press. [online]. [cit. 2022-06-23]. Available from:
http://www.uapress.ua.edu/product/Five-Days-of-Bleeding,2690.aspx

Dr. MLK speaks to his daughter about Racism "Fun Town" [YouTube]. YouTube. [online]. [cit. 2022-
06-23]. Available from: https://www.youtube.com/watch?v=DBTSWO0ulOps

The Guardian. (no date)." The Nickel Boys by Colson Whitehead". 2019. In: The Guardian. [online].
[cit. 2022-06-23]. Available from: https://www.theguardian.com/books/2019/aug/05/the-nickel-
boys-by-colson-whitehead review

Unknown. (no date). Martin Luther King Speech. 2022. In: Essays and Reports connected with
American history. [online]. [cit. 2022-06-23]. Available
https://www.essaysandreports.com/americanhistory/martin-luther-king-essay.html

89



Proceedings Book
10th International KTUDELL Conference: Language, Literature, and Translation
29-30 May 2025, Karadeniz Technical University, Trabzon, TURKIYE

EFL Teachers' Perceptions on Blended Learning: A Study on Educational Approaches
and Classroom Practices

Dilber CAKAR

Karadeniz Technical University, Trabzon, Tiirkiye
dlbrcakar@gmail.com

ORCID ID: 0009-0006-6495-1632

Abstract

This study investigates the perceptions and experiences of EFL (English as a Foreign Language) teachers
who work in primary schools in Trabzon, Tiirkiye, regarding the use of blended learning in their
classrooms. Blended learning, which combines in-person instruction with on-line or digital resources,
has gained prominence, especially in the post-Covid 19 educational landscape. Drawing on semi-
structured interviews with 12 EFL teachers, the research explores their understanding of blended
learning, its perceived benefits and challenges, and the support mechanisms required for its effective
implementation. Findings reveal that teachers generally perceive blended learning as a valuable
approach to enhance student engagement, accessibility, and learning outcomes. However, they face
significant challenges, including technical limitations, inadequate professional development, and
varying levels of student readiness. Despite these obstacles, participants highlighted the potential of
blended learning to appeal to diverse learning needs and improve language acquisition. The study
underscores the importance of addressing barriers such as insufficient infrastructure, limited teacher
training, and the need for clearer guidelines to optimize the integration of blended learning in EFL
contexts. By providing targeted professional development and improved technical support, educational
institutions can empower teachers to effectively implement this model, ultimately enhancing language
learning experiences. The research contributes to the growing body of knowledge on blended learning
in EFL settings, particularly within the Turkish education system, and offers insights for future studies
and policy development.

Keywords: blended learning, teachers’ perceptions, ELT, EFL

1. Introduction

In recent years especially after Covid-19 pandemic, the integration of technology into educational
environments has significantly changed traditional pedagogical practices and reshaped the ways in
which knowledge is presented and received. The blended learning model, which can be defined as
combining face-to-face teaching with online learning environments, has been one of the innovations
which has attracted more and more attention in the field of education. This approach offers a flexible
and student-centred learning experience by balancing the advantages of structured face-to-face
interaction with personalised, self-paced learning. In the context of teaching English as a foreign
language (EFL), blended learning has the potential to enhance language acquisition because this model
provides opportunities for learners to engage with a variety of multimedia tools, resources, and
interactive activities beyond the classroom environment.

Despite the fact that the blended learning model is becoming increasingly popular, its successful
implementation in English as a foreign language (EFL) classroom largely depends on teachers'
perceptions of the model and their ability to effectively integrate technological tools with pedagogical
strategies. The effectiveness of blended learning depends on how teachers understand and use the model,
their comfort level with digital tools, and their pedagogical beliefs about language teaching. While
research on blended learning is quite common in the context of general education, studies on how EFL
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teachers perceive and implement this approach in the context of the Turkish education system are more
limited. This makes it an important area to examine the topic in more detail.

This study aims to explore EFL teachers' perceptions of blended learning in Tiirkiye. In particular, the
research focuses on the pedagogical effectiveness of the model, the challenges faced by teachers, and
their confidence in using digital tools in their teaching. Through semi-structured interviews, this research
seeks to provide valuable insights into teachers' experiences and their impact on EFL teaching practices.
Specifically, the study addresses the following research questions:

1. How do primary school EFL teachers in Turkey perceive the concept of blended learning?
2. What benefits and challenges do teachers associate with blended learning in EFL contexts?
3. What support mechanisms do teachers need to implement blended learning effectively?

2. Literature Review

2.1. Theoretical Foundations of Blended Learning

Blended learning is based on several important educational theories that emphasise active and student-
centred learning. Constructivist learning theories, put forward by scholars such as Vygotsky (1978),
emphasise the importance of social interaction and active participation in the learning process. In
blended learning environments, students are encouraged to interact with digital content and resources,
which supports self-directed learning-a fundamental aspect of constructivist pedagogy. Furthermore,
Wenger's (1998) Community of Practice Theory suggests that learning is most effective when learners
engage in collaborative activities. This approach is often included in many blended learning models.
The Technological Pedagogical Content Knowledge (TPACK) framework (Mishra & Koehler, 2006)
offers an important theoretical perspective for studying blended learning in language classrooms. The
TPACK framework emphasises that teachers need to combine content knowledge, pedagogical
expertise, and technological skills to deliver effective lessons. For EFL teachers, this requires not only
understanding the language content but also knowing how to use digital tools to support language
acquisition.

2.2. EFL Teachers' Perceptions of Blended Learning

The success of blended learning initiatives largely depends on teachers' perceptions of the effectiveness
of this model and their level of willingness to integrate technology into their practice. Research
consistently shows that teachers' attitudes towards technology play an important role in the successful
adoption of blended learning. Becta (2004) emphasised that teachers who feel at ease using technology
have a higher chance of adopting digital tools, which improves students' learning experience. However,
Ertmer (2005) noted that teachers' pedagogical beliefs and perceptions of technology can help or reduce
the use of blended learning, depending on their level of technological preparation and the support they
receive.

In the EFL context, Koehler and Mishra (2009) observed that teachers often have difficulty balancing
technology with traditional teaching methods. EFL teachers, in particular, need to integrate digital
resources in a way that complements the language learning process but does not overshadow the face-
to-face interactions critical for language development (Thorne, 2003). A study by Gonzalez and Alvarez
(2016) showed that teachers with positive attitudes towards technology integrate digital tools into their
classrooms more successfully, leading to more interactive and engaging language learning experiences.
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2.3. Pedagogical Impact of Blended Learning

Blended learning has shown positive effects, especially in developing four language learning skills
(Hockly, 2012). The flexibility offered by blended learning facilitates differentiated learning by allowing
students to work at their own pace and addresses a variety of student needs (Horn & Staker, 2015). In
addition, multimedia and interactive tools integrated into blended learning environments have been
found to increase student engagement and better learning of language content (Zhang, 2017). Blended
learning also encourages autonomous learning, which is highly beneficial for language education
because it allows students to practice outside the classroom, reinforcing their skills (Benson, 2001).
However, although blended learning offers significant pedagogical advantages, its successful
implementation requires careful planning and adequate teacher training. Ally (2004) argued that teachers
need to not only develop their technological skills but also learn how to use technology to support
pedagogy. Without appropriate support and professional development, teachers may struggle to
integrate digital tools effectively, which may undermine the benefits offered by the blended learning
model.

2.4. Challenges in Implementing Blended Learning

The implementation of blended learning faces several challenges. Research shows that barriers such as
technological limitations, inadequate teacher training, and resistance to change make it difficult to adopt
this model (Liu, 2016). In Turkey, the Education Information Network (EBA), a government-backed
initiative aimed at promoting digital learning, offers a valuable resource for teachers. However, issues
such as limited access to devices, inadequate digital literacy, and missing support systems often hinder
the effective use of blended learning tools (Demirbilek, 2018). Moreover, time constraints in traditional
classroom settings can limit teachers' ability to effectively blend face-to-face instruction with online
activities. This problem is particularly pronounced in EFL contexts, where language acquisition requires
consistent practice and feedback (Garrison & Kanuka, 2004).

2.5. Support Needs of Teachers in Blended Learning

For the successful implementation of blended learning, teachers need access to continuous professional
development programmes and resources that enhance their technological and pedagogical skills. Moore
et al. (2011) noted the importance of providing teachers with ongoing training that emphasises not only
the technical aspects of technology but also how to integrate these tools pedagogically. In addition to
training, it is highly beneficial for teachers to have access to collaborative networks, mentoring
opportunities, and resources that support them in implementing blended learning (Tondeur et al., 2017).

Blended learning has great potential for improving language teaching by providing a flexible,
personalised, and interactive learning experience, especially in EFL contexts. However, the success of
this model depends on teachers' perceptions, their level of preparation, and the level of support they
receive. By understanding the factors that favour teachers’ adoption and effective use of the blended
learning model, educational institutions can provide better support to teachers and ultimately improve
students’ language learning outcomes.

3. Methodology

3.1. Research Design

This qualitative study aimed to explore the perceptions and experiences of primary school English
language teachers regarding the use of blended learning in their classrooms in Trabzon, Tiirkiye. A
purposive sampling approach was employed to select 12 primary school English teachers with diverse
teaching experiences and varying levels of familiarity with technology integration in education, ensuring
a range of perspectives. The selected sample consisted of 4 male and 8 female participants. Among
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them, 4 participants had more than 20 years of professional experience, 4 had between 10 and 20 years
of experience, and 4 were in the first decade of their careers.

3.2. Data Collection
Semi-structured interviews were used to collect data, allowing for in-depth exploration of participants’
perceptions. The interview protocol was developed based on established frameworks in language
education research (e.g., Richards, 2003; Dornyei, 2007) and included open-ended questions addressing
the following themes:

Teachers’ general perceptions of blended learning

Perceived benefits and challenges of blended learning

The impact of technology on student engagement and learning outcomes

Teachers’ experiences with blending traditional face-to-face instruction and online tools

O O O O O

Probing questions were used to elicit detailed responses and explore participants’ personal
experiences. Each interview lasted 30 to 35 minutes and was conducted in Turkish, the
participants' native language, to ensure clarity and comfort. With participants' informed consent,
each interview was audio recorded, and the verbatim transcriptions were analysed.

3.3. Data Analysis
A thematic analysis approach was adopted to analyse the data. The process involved:

Coding: Initial codes were generated to identify recurring ideas and patterns in the data.
Categorization: Codes were grouped into categories reflecting broader themes.
Interpretation: Emerging themes were interpreted to address the research questions.

This systematic approach was used to ensure the reliability and validity of the findings while allowing
for rich, nuanced insights into teachers’ perceptions and experiences with blended learning.

3.4. Teachers' Understanding and Perceptions of Blended Learning

The majority of participants (10 out of 12) demonstrated a general understanding of blended learning,
describing it as the integration of digital resources into traditional teaching methods. However, their
definitions varied:

Participant 4: "Blended learning is using online platforms to complement what we do in the classroom.
1t helps to keep students interested, especially with videos and quizzes."”

Participant 9: "I think of it as giving students access to materials outside of the lesson, like homework
or revision tasks, but using a platform like EBA."

Table 1. The levels of understanding

Level of Understanding Number of Teachers Example Description
Incorporating both

Comprehensive Understanding 7 synchronous and asynchronous
activities

i igital tools fi
Basic Understanding 3 Using digital tools for
supplementary purposes
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Limited Understanding 2 §s001a ing b enfied earning
with technology in general

Benefits of Blended Learning
Participants identified three key benefits:

Increased Student Engagement:
Participant 2: "Students are more excited to participate when I use videos or interactive apps like Kahoot
during lessons."

Participant 6: "Even shy students are more willing to engage when activities involve technology."”
Improved Accessibility and Flexibility:

Participant 8: "Students can review materials at home. This helps slow learners keep up with the class
and get support from their parents if they need."

Enhanced Learning Outcomes:

Participant 3: " In my experience, students remember vocabulary more effectively when using

multimedia resources, such as videos and interactive apps."

Table 2. Overview of the reported benefits.

Benefit Number of Teachers ExampleTools/Methods Used
Kahoot, educational videos, interactive
Increased Engagement 9
games
Improved Accessibility 8 Google Classroom, EBA platform
Enhanced Learning . Multimedia resources (esp. vocabulary
Outcomes games)

Challenges Faced by Teachers

Three main challenges emerged:

Technical Issues:

Participant 1: "Sometimes the internet doesn't work at school, or students don't have devices at home."

Participant 10: "I struggle with using new software. It takes time to learn or find a suitable tool for my
students."”

Lack of Training:
Participant 7: "We need proper workshops or a guidebook on how to integrate technology into language

teaching.”

Student Resistance:
Participant 12: "Some students don't have the discipline for online tasks. They fall behind."

Table 3. The challenges faced by teachers.

Challenge Number of Teachers Details

Technical Issues 8 Connectivity problems, lack of devices
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Lack of Training 6 I;:f; (f;rn s;clrlltlctured professional

Student Resistance 4 Unequal access, lack of motivation

Support Needed for Effective Implementation
Participants suggested the following support mechanisms:

Technical Support:
Participant 5: "Schools need to provide better Wi-Fi and devices for students who don't have them."

Professional Development:
Participant 11: "Professional training focused on practical tips for EFL teachers would be helpful."

Clearer Guidelines:
Participant 3: "We need a structured approach on how to use blended learning in EFL classes."

Table 4. Overview of the suggested support.

Type of Support Number of Teachers Examples

Technical Support 7 Devices for students, better internet
Professional Development 8 Hands-on training workshops
Clearer Guidelines 6 Standardized frameworks for usage

Discussion and Conclusion

The findings from this study indicate that primary school English teachers in Trabzon hold generally
positive perceptions of blended learning, recognizing its potential to improve student engagement,
accessibility, and learning outcomes. These findings align with existing literature emphasizing the
motivational benefits of technology in language learning (Dornyei, 2007) and its ability to cater to
diverse learning styles (Richards, 2003). However, the study also highlights significant barriers to
effective implementation, including technical challenges, insufficient professional training, and varying
levels of student readiness. These challenges mirror broader trends in developing regions, where
infrastructural issues and lack of teacher preparation hinder the adoption of digital learning (Selwyn,
2016; Ertmer & Ottenbreit-Leftwich, 2010). The teachers’ responses underscore the importance of
addressing these barriers to fully realize the potential of blended learning. Providing reliable internet
access, devices, and tailored professional development programs could empower teachers to integrate
digital tools more effectively. Clearer guidelines on how to use blended learning in EFL classrooms
could also enhance its implementation.

This study contributes to the understanding of blended learning in primary school EFL contexts in
Trabzon, shedding light on both its benefits and challenges. Future research should investigate specific
strategies to overcome the technical and pedagogical challenges identified and examine the long-term
impacts of blended learning on student achievement. Addressing these issues could pave the way for
more effective and inclusive integration of blended learning in primary education.
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Abstract

The present research is focused on the employment of a specific type of dependent clause, namely non-
finite dependent clause, in written academic texts. The analysis was performed on academic texts
produced by native and non-native English-speaking (Slovak L1) writers at different proficiency levels,
namely M.A. and PhD. theses. The aim of the research was to determine whether the (non)native English
speaker status and the proficiency level of the producers of academic texts have a significant impact on
the employment of non-finite dependent clauses in the selected academic text types. The research was
performed manually on a small-sized corpus of authentic samples of the selected academic text types,
employing the methodology of corpus linguistics. The incidence of non-finite dependent clauses was
investigated using quantitative research methodology. The characteristic features of the individual text
types were determined via comparative analysis. Statistical tests were used to determine whether the
differences between the text types are significant. The research found significant differences in the
employment of non-finite dependent clauses in the analysed academic text types depending on the
(non)native English speaker status as well as the proficiency level of the producers. The determined
characteristics of the individual text types were also compared with the characteristics associated with
different stages of academic writing development provided by Biber et al. (2011). The findings have
important implications for academic writing instruction at universities.

Keywords: Non-finite dependent clauses, structural complexity, academic text types, academic thesis,
native English speakers, non-native English speakers.

1. Introduction

Linguistic research into written language has for an extensive amount of time been focused on academic
prose in particular. This might largely be due to the relevance of the text type not only for linguistic
researchers but for researchers in general. As is widely known, a competent performance in academic
writing is a necessary precondition for having one's research published, regardless of the researcher's
discipline. Academic prose thus continuously exhibits a potential for being an object of linguistic
research, since the scientific community arguably still needs to master the structural characteristics of
its language to become successful.

Academic prose, with its primarily informing function, can be contrasted with narrative text types, such
as fiction, which tend to rather revolve around the development of action. While the former may be
considered informationally dense, the latter is oftentimes dominated by verbal depiction of action and
its circumstances. This difference of focus may be reflected in the different linguistic choices of the
authors of the respective text types. In order to effectively deliver information, the writers of academic
prose might, on the syntactic level, rely more on non-finite dependent clauses. Finite dependent clauses,
which are more elaborate, may, vice versa, be less commonly employed in highly proficient academic
writing.
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The present research is focused on determining the incidence of non-finite dependent clauses in
academic texts of authors with different proficiency levels and L1 backgrounds. It attempts to provide a
view of the extent to which academic writers with different L1 backgrounds and on different proficiency
levels employ syntactic structures adherent to the predominantly informing function of academic prose.
The results of the research might have important implications for the EAP class instruction and training
of aspiring future scholars.

1.1 Research Questions
The present research was designed as an attempt to answer the following research questions:

1. Does the (non)native speaker status of the producer have a significant impact on the incidence of non-
finite dependent clauses in academic theses, i.e. are there significant differences in the incidence of non-
finite dependent clauses between theses produced by native English speakers and theses produced by
non-native English speakers (Slovak L.1)?

The research was realized on two text types produced by native English speakers and two text types
produced by non-native English speakers with Slovak L1 background. The answer to the first research
question was, therefore, determined at two levels, i.e. by comparing M.A. theses of native speakers and
M.A. theses of non-native speakers, and by comparing PhD. theses of native speakers and PhD. theses
of non-native speakers. In order to provide a valid answer to the research question, it was necessary to
compare the text types produced by language users with the same proficiency level. The differences in
the incidence of non-finite clauses thus reflected solely the impact of the (non)native speaker status of
the producers. The (non)native speaker status functioned as the independent variable potentially causing
variation within the incidence of non-finite clauses, which functioned as the dependent variable.
Performing comparisons at two levels, i.e. comparing the two text types at M.A. level and also the two
text types at PhD. level allowed for the verification of whether the significance of the impact of the
(non)native speaker status depends on the proficiency level of the producers.

2. Does the proficiency level of the producer have a significant impact on the incidence of non-finite
dependent clauses in academic theses, i.e. are there significant differences in the incidence of non-finite
dependent clauses between theses produced by M.A. students and theses produced by PhD. students?

Similarly to the previous case, the research was realized on two groups of M.A. theses and two groups
of PhD. theses, namely those produced by native English speakers and those produced by non-native
English speakers. The answer to this research question was thus also determined on two levels, i.e. by
comparing M.A. theses and PhD. theses of native speakers, and by comparing M.A. theses and PhD.
theses of non-native speakers. It was necessary to compare the text types produced by language users
with an identical (non)native speaker status to provide a valid answer to the research question. Such an
arrangement of comparisons secured that the determined differences reflected solely the impact of the
proficiency level of the producers. In this case, the proficiency level functioned as the independent
variable potentially causing variation within the incidence of non-finite dependent clauses functioning
as the dependent variable. Separate comparisons of the two text types of native speakers and the two
text types of non-native speakers enabled the determination of whether the significance of the impact of
the proficiency level depends on the (non)native speaker status of the producers.

3. What is the structural character of academic prose of Slovak university students based on the
comparison with the structural character of academic prose of native English-speaking university
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students and the characteristics associated with the individual stages of writing development provided
by Biber et al. (2011)?

The comparison of academic text types produced by Slovak students of English with academic text types
produced by native English-speaking students of English and with the characteristics typical for the
particular stages of writing development suggested by Biber et al. (2011) might have implications for
academic writing instruction at universities. The comparisons can be utilized to suggest in which
direction the academic writing of the particular groups of university students should be developed in
order to increase the quality of their writing and their chances for success in academia.

2. Literature Review

Recent studies of academic discourse tend to stress the significance of investigating its structural
complexity on the phrase level, reporting frequent employment of complex noun phrases in this text
type (see Biber and Gray, 2010; Biber et al., 2011; Karakaya, 2017; Gardner et al., 2018; Biber et al.,
2020). The reported common use of noun phrases in academic prose arguably reflects the
aforementioned informational character of the text type. On the clause level, this characteristic might be
reflected in frequent employment of non-finite dependent clauses. These clause-level structures may
fulfil the same discourse function as complex noun phrases by enabling writers to more densely pack
informational content into a single sentence, thus increasing the efficiency of information distribution.
By investigating the incidence of non-finite dependent clauses in academic prose, the present research
attempts to address this issue and examine the extent to which different groups of writers rely on clause
structures that allow for more dense information delivery.

Focusing on professional academic prose, recent studies primarily investigate the structural
characteristics of published academic articles (see Seifoori and Fattahi, 2014; Gray, 2015; Khany and
Kafshgar, 2016). The studies of student academic prose also tend to focus on rather short academic text
types such as academic essays. Much less attention has been dedicated to thesis as an academic text
type. Thesis has received considerable amount of attention only from genre analysts, i.e. the researchers
who focus on the discourse structure, stylistic features, and rhetorical functions of academic prose (see
Bunton, 2005; Samraj, 2008; Curry, 2016; Anderson et al., 2020). These studies, however, consider
thesis rather from the viewpoint of its macrostructure, not the structural characteristics of its language.
This represents a gap that the present research addresses, as it is focused on the investigation of language
characteristics of M.A. and PhD. academic theses. Furthermore, the difference between the language
structure of academic prose of Slovak L1 and English L1 students of English, which is analysed in the
present research, has not been studied in great detail either. The present research thus has potential to be
a contribution to the current state of knowledge in the given research area in several ways.

3. Methodology

Many recent studies of the structural complexity of academic prose are realized on large-scale corpora
of texts comprised of millions of words. Researchers often use automated computational software
systems that enable them to produce in-depth multi-dimensional textual analyses of structural
complexity. The present research was realized on a comparatively smaller-sized corpus of texts, which
were manually tagged for the incidence of non-finite dependent clauses. The research reflects the current
approaches to examining the linguistic character of academic prose via noun phrases by investigating
the occurrence of structures with a parallel discourse function on the clause level, namely non-finite
dependent clauses.
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The potential to contribute to the ongoing debates on the structural character of academic prose and to
address the gap in recent studies by analysing the thesis text type represent the global contributions of
the present study to the current state of research in the field. In addition, the study provides a more
locally relevant contribution by presenting a profile of the structural character of academic prose of
Slovak university students of English.

Proficient academic prose arguably has inherent structural characteristics, the adoption of which in one’s
writing is essential for the production of high-quality academic texts. “Mastery of academic language is
arguably the single most important determinant of academic success for individual students” (Francis et
al., 2006, p. 7). Furthermore, academic writing is an essential part of the job of a scholar. Competent
performance in academic writing is a necessary condition for becoming a scholar and achieving success
on the international level. The results of the present study might have implications for academic writing
instruction at universities. Reflecting the present research findings in the process of teaching academic
writing at universities may increase the quality of students’ academic writing and their chances for a
career in academia.

The present research involved the analysis of academic prose of four specific groups of producers,
namely native English-speaking students of English at M.A. and PhD. level, and non-native English-
speaking students of English at M. A. and PhD. level with Slovak as their first language. Such a research
design enabled the determination of the impact of both the (non)native speaker status of the producer
and the proficiency level of the producer on the use of non-finite dependent clauses in the analysed
academic theses.

The research was realized utilizing the methodologies of corpus linguistics, comparative analysis, and
quantitative research. The structural language characteristics of the particular groups of theses were
determined based on an analysis of a collection of authentic language samples of the theses. A collection
of authentic spoken and written texts is called a corpus (Biber et al., 1999, p. 4). There are several
advantages to analysing corpora. “They provide information about meanings which are not available
through intuition, and they can be used to study the use of language in different text types; the results
are more objective, and the research can be replicated” (Svartvik, 1992, reported in Aijmer and
Stenstrom, 2004). The characteristic features of the individual types of theses were contrasted via their
mutual comparison. The employment of non-finite dependent clauses in the analysed academic texts
was investigated through quantitative measurements of the frequency of occurrence.

3.1. Aims

The aim of the research was twofold. First, the aim was to determine whether the (non)native speaker
status of the producer has a significant impact on the employment of non-finite dependent clauses in
academic theses. Second, the aim was to determine whether the proficiency level of the producer has a
significant impact on the employment of non-finite dependent clauses in academic theses. More
specifically, the research was intended to reveal whether there are significant differences between
academic theses produced by native and non-native English-speaking (Slovak L1) students of English
in terms of the employment of non-finite dependent clauses. Furthermore, the research was intended to
reveal whether there are significant differences between lower and higher proficiency academic theses,
namely M.A. and PhD. theses, in terms of the employment of the aforementioned type of dependent
clauses. In addition to the primary aims, the ELT-related purpose of the study was to generate results
that can serve as a basis for the formulation of recommendations for academic writing instruction at
universities. The research might thus help prepare students for an academic career and increase their
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chances of success. The research also attempted to address a gap in the current literature by investigating
the structural characteristics of language of academic theses as a particular academic text type.

3.2. Characteristics of the corpus

The analysed corpus consisted of academic texts comprising approximately 120,000 words in total. It
was equally distributed among the four text types listed in Table 1 below, with about 30,000 words from
each text type. The individual texts representing these text types were collected from available online
sources such as Slovak central register of final theses, central registers of final theses at the UK and US
university websites, and open online databases of PhD. dissertations such as ProQuest, or EBSCO. Table
1 below provides an overview of the analysed corpus, including the particular academic text types
analysed in the present research, the number of sample texts used for the analysis, and the total number
of words within each text type as well as the whole corpus. The corpus was manually analysed for the
incidence of non-finite dependent clauses, with the assistance of the text analysis tool called AntConc
software (Anthony, 2014). The analysis results were verified using the Mann-Whitney U test to assess
whether differences between the text types were statistically significant.

Table 1. Characteristics of the corpus

Text type Number of texts Number of words
Slovak L1 M.A. thesis 12 30 008

English L1 M.A. thesis 12 30 007

Slovak L1 PhD. thesis 12 30011

English L1 PhD. thesis 12 30015

Total 48 120 041

4. Results and Discussion

The incidence of non-finite dependent clauses is expressed by a single number, on a continuous scale.
Therefore, the analysis of the incidence was twofold, i.e. the incidence was calculated at the text type
level as well as at the text level. It was necessary to mark the incidence at the text level for the verification
of the significance of the differences between the text types. The incidence within the individual texts
representing each text type was then added up to reveal the incidence at the text type level. Table 2
below summarizes the incidence of non-finite clauses at the text type and the corpus levels, including
the division into the individual functional types of dependent clauses, and also presents the proportional
representation of the data. Figure 1 further below illustrates the determined differences in more detail.

Table 2. The distribution of non-finite dependent clauses across the corpus

Text type Nominal Relative Adverbial Total %
SL1M.A. 568 197 186 951 21.64
ELI M.A. 699 264 308 1271 28.92
S L1 PhD. 607 262 250 1119 25.46
E L1 PhD. 558 281 215 1054 23.98
Total 2432 1004 959 4395 100
Total % 55.34 22.84 21.82 100
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Figure 1. The distribution of non-finite dependent clauses across the corpus

As can be seen in Table 2, 4395 non-finite clauses were identified in the whole corpus, which is arguably
a considerable number. This is partly due to the adopted approach to the analysis of non-finite clauses.
Structures which may or may not be considered non-finite clauses, e.g. to-infinitives which can be
classified either as non-finite infinitive clauses or as main verbs complementing a catenative verb (want,
help, seem, etc.), were classified as non-finite clauses. Such an approach was adopted because
catenatives are not necessarily followed by a to-infinitive but can also be followed by a noun, adjective,
or an adverb phrase. Therefore, the use of to-infinitive after these structures is often a conscious choice
on the part of the writer. The adopted approach to the classification of such cases may to some extent
explain the considerable number of non-finite clauses identified in the whole corpus.

Focusing on the corpus level, regarding the distribution of the semantic-functional types of non-finite
clauses, we can notice a relatively even incidence of two types, namely relative and adverbial clauses.
The former were identified 1004 times, which represents 22.84% of all non-finite clauses, while the
latter were identified 959 times, which represents 21.82% of all non-finite clauses. There was only a
slight difference between the employment of relative and adverbial non-finite clauses in the analysed
academic texts. On the other hand, there were 2432 instances of nominal clauses, which represents
55.34% of all non-finite clauses in the corpus. The incidence of nominal clauses was more than twice as
frequent as the incidence of relative and adverbial clauses. The research thus found a considerable
preference for the use of nominal non-finite clauses in academic theses.

The classification of non-finite clauses into the semantic-functional types in the present research reveals
a clear tendency for the use of non-finite structures in nominal positions in the analysed academic text
types. Nominalization arguably increases the densely informational style of academic prose and is
frequently claimed to be a characteristic feature of academic writing. This is reported to be achieved
foremost by frequent employment of noun phrases. However, non-finite clauses, particularly those used
in nominal positions (especially considering that they might often be used instead of longer finite
dependent clauses), arguably make the structure of sentences more economical while still increasing the
information output of the sentences. The frequent employment of non-finite clauses particularly in
nominal positions, revealed by the present research, may thus be considered a tendency that is in concord
with the reported tendencies to increase the density of information within academic texts. This, in turn,
might explain the revealed substantial preference for nominal non-finite clauses in the analysed text

types.
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Table 2 also provides information about the incidence of non-finite clauses in particular text types. As
can be noticed, the differences between the individual text types vary and it is not always clear which
differences are significant. In order to answer the research questions, the text types were compared
depending on the (non)native speaker status and the proficiency level of the authors, along with the
performance of statistical verification. The figures reveal that on M. A. level, the research found what
might be a considerable difference between the theses produced by native speakers and non-native
speakers. The difference between the M.A. theses of native and non-native speakers is in fact the largest
difference among the text types. The M.A. theses of native speakers contained the largest number,
namely 1271 (28.92%), while the M. A. theses of non-native speakers contained the smallest number,
namely 951 (21.64%), of non-finite clauses in the corpus. The difference of 320 (7.28%) non-finite
clauses is arguably a considerable difference that might be found statistically significant.

Comparing the incidence of non-finite clauses in PhD. theses produced by native and non-native English
speakers, we can notice that at this level of proficiency the difference is smaller. The PhD. theses written
by native English speakers contained 1054 (23.98%), while the PhD. theses written by non-native
speakers contained 1119 (25.46%) non-finite clauses, making the difference only 65 (1.48%) non-finite
clauses, which is the smallest determined difference. The difference between PhD. theses is almost five
times smaller than the difference between M.A. theses. It can be argued that the difference between the
text types at this higher proficiency level is likely to be found not significant. The verification of the
significance of the differences required calculating the incidence of non-finite clauses at the text level.
Table 3 below provides an overview of the incidence in each of the twelve texts representing each text

type.

Table 3. The distribution of non-finite dependent clauses across the analyzed texts
Text Text Text Text Text Text

Text type 1 5 3 4 5 6 Text7 Text8 Text9 Text10 Text1l Text12
SL1IM.A. 80 86 75 107 77 85 66 72 78 94 66 65
EL1M.A. 118 115 125 90 87 118 115 98 84 99 99 123
SL1PhD. 84 88 90 98 92 98 97 105 101 81 90 95
EL1PhD. 87 86 82 95 90 94 87 89 98 77 94 75

As the independent variables remain the same and the dependent variable, i.e. the incidence of non-finite
clauses, is measured on a continuous scale, the Mann Whitney U test was the statistical test used to
verify the significance of the differences between the text types. Two-tailed tests were computed, with
the null and the alternate hypothesis formulated in the following manner:

Hy: The incidence of non-finite dependent clauses in the academic texts written by native English
speakers and the academic texts written by non-native English speakers 1S identical, i.e. there is no
significant difference.

H.: The incidence of non-finite dependent clauses in the academic texts written by native English
speakers and the academic texts written by non-native English speakers IS NOT identical, i.e. there is a

significant difference.

Table 4 and Table 5 below present the individual values calculated as part of the Mann Whitney U test,
including the p value, which determines the result of the test, on M.A. level and PhD. level, respectively.
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Table 4. Mann-Whitney U test on NF dep. clauses (native vs. non-native; M.A. theses)

Rank Rank
Dep. Variable (EaIIIJ 1 15\:1"2) (Sa]lj 1 ;r I:-) U z p-value o (alpha)

Incidence of NF

211 89 11 -3.522 0.00021 0.05
dep. clauses

Table 5. Mann-Whitney U test on NF dep. clauses (native vs. non-native; PhD. theses)

Rank Sum Rank Sum
Dep. Variabl U val Iph
€p- Yarable g L1PhD.)  (SL1PhD.) z p-vatue o (alpha)

Incidence of NF

119.5 180.5 41.5 1.761 0.96087 0.05
dep. clauses

As Table 4 shows, the p-value calculated as part of the Mann Whitney U test on the difference in the
incidence of non-finite dependent clauses between the theses produced by native English speakers and
non-native English speakers on M. A. level is lower than the alpha value (p < .05). The p value is in fact
much lower than .05, which means the difference is considerably beyond the threshold of significance.
This might reflect the difference being the largest determined difference in terms of the incidence of
non-finite clauses within the corpus. Based on the result of the statistical test, the null hypothesis can be
rejected. The research generated results indicating that there is a significant difference in the incidence
of non-finite dependent clauses between the M.A. theses written by native and non-native English
speakers. Thus, the research revealed that the (non)native speaker status of the producer does have a
significant impact on the incidence of non-finite dependent clauses in academic theses on M.A. level.
The initial assumption regarding the potential significance of this difference was confirmed. As the
difference was found significant, the research indicates that native English-speaking producers on M.A.
level tend to produce theses which contain significantly more non-finite dependent clauses than the
theses produced by non-native English speakers with Slovak L1.

Table 5 displays the values revealed by the Mann Whitney U test on the difference between the PhD.
theses of native and non-native speakers. As can be seen from the table, the test on the difference
between PhD. theses generated a p-value that is higher than the alpha value (p > .05). The statistical test
on the difference between the PhD. theses of native and non-native speakers thus generated a result that
1s not in concord with the test result on the difference between M.A. theses. This, however, confirms the
aforementioned assumptions, which stemmed from the rather small size of the difference. Based on the
result of the test, the difference in the incidence of non-finite clauses between the two PhD. text types is
not sufficient to reject the null hypothesis, i.e. the difference was found not significant.

The second type of comparison enabled by the structure of the corpus was the comparison of M.A. and
PhD. theses. This comparison allowed us to reveal whether the incidence of non-finite clauses in theses
varies significantly depending on the proficiency level of the authors. A separate comparison of the M. A.
and PhD. theses of native speakers and the M.A. and PhD. theses of non-native speakers were necessary
to secure validity. The figures in Table 2 above show that the analysed M.A. theses of native speakers
contained 1271 (28.92%), while their PhD. theses contained 1054 (23.98%) non-finite clauses, which
makes a difference of 217 (4.94%) non-finite clauses in favour of M. A. theses. Comparing the incidence
in the theses of non-native speakers, we can notice that their M.A. theses contained 951 (21.64%), while
PhD. theses contained 1119 (25.46%) non-finite clauses, making a difference of 168 (3.82%) non-finite
clauses, however, in favour of PhD. theses. Two-tailed Mann Whitney U tests were computed to verify
the significance of the differences, with the null and the alternate hypothesis formulated in the following
manner:
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Hy: The incidence of non-finite dependent clauses in the academic texts written by the students of English
on M.A. proficiency level and the academic texts written by the students of English on PhD. proficiency
level 1S identical, i.e. there is no significant difference.

H,: The incidence of non-finite dependent clauses in the academic texts written by the students of English
on M.A. proficiency level and the academic texts written by the students of English on PhD. proficiency
level IS NOT identical, i.e. there is a significant difference.

Tables 6 and 7 below present the individual values of the Mann Whitney U test on the difference between
the two text types of native speakers and the difference between the two text types of non-native
speakers, respectively.

Table 6. Mann-Whitney U test on NF dep. clauses (M.A. vs. PhD. theses; native speakers)

Rank Sum Rank Sum
Dep. Variabl -val Iph
ep. Variable (E L1 M.A.) (E L1 PhD.) U z p-value o (alpha)

Incidence of NF

201 99 21 -2.945 0.001617 0.05
dep. clauses

Table 7. Mann-Whitney U test on NF dep. clauses (M.A. vs. PhD. theses; non-native speakers)

Rank Sum Rank Sum
Dep. iabl -val Iph
ep. Variable (SL1M.A)) (S L1 PhD.) U z p-value o (alpha)

Incidence of NF

100 200 22 -2.887 0.001946 0.05
dep. clauses

As shown in Table 6, the p-value calculated as part of the test on the difference in the incidence of non-
finite dependent clauses between the M.A. and PhD. theses produced by native speakers is lower than
the alpha value (p < .05). The result of the test allows us to reject the null hypothesis. The research
generated results indicating that there is a significant difference in the incidence of non-finite dependent
clauses between the M.A. and PhD. theses of native speakers. Thus, according to the results, the
proficiency level of the producer does have a significant impact on the incidence of non-finite dependent
clauses in academic theses of native speakers. The research indicates that native speakers on M.A. level
tend to produce theses which contain significantly more non-finite dependent clauses than the theses of
native speakers on PhD. level.

Table 7 contains the values obtained from the test on the difference between the M.A. and PhD. theses
of non-native speakers. As the table reveals, this test also generated a p-value that is lower than the alpha
value (p < .05). The statistical test on the difference between the M.A. and PhD. theses of non-native
speakers thus generated a result that is in concord with the test result on the difference between the
theses of native speakers. Even the difference in the incidence of non-finite clauses between the two text
types of non-native speakers is large enough to reject the null hypothesis. The difference was found to
be significant, which means the research results provide enough evidence to infer that the incidence of
non-finite clauses in the M.A. and PhD. theses of non-native speakers is not identical. However, in
contrast to native speakers, based on the figures, non-native speakers appear to employ non-finite clauses
significantly more frequently on PhD. level compared to M.A. level.

5. Conclusion

The analysis of the incidence of non-finite clauses in academic theses has provided answers to the three
research questions formulated before the realization of the research (see 1.1). Returning back to the first
research question, a significant difference was found between the M. A. theses of native and non-native
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speakers, with the M.A. theses of native speakers containing significantly more non-finite dependent
clauses. On PhD. level, the research revealed that the incidence of non-finite clauses in the theses of
native and non-native speakers is comparable, with no significant difference found between the two text
types. Thus, according to the results, the (non)native speaker status of the producer has a significant
impact on the incidence of non-finite dependent clauses in academic theses, but only on M.A. level,
which means the significance of the impact of (non)native speaker status is dependent on the proficiency
level of the producers.

Regarding the second research question, the present research showed that the proficiency level of the
producer significantly affects the incidence of non-finite dependent clauses in academic theses, too.
Significant differences were found between the M.A. and PhD. theses of native as well as non-native
speakers. The significance of the effect of the proficiency level on the use of non-finite clauses,
therefore, does not depend on the (non)native speaker status of the producers of the texts. However, the
(non)native speaker status affects the manner in which M.A. and PhD. theses differ in terms of the
incidence of non-finite clauses. Whereas the PhD. theses of non-native English speakers with Slovak L1
contained significantly more non-finite clauses than the M. A. theses of non-native English speakers with
Slovak L1, in case of the two text types of native speakers it was vice versa. Overall, the M. A. theses of
native speakers contained the most and the M.A. theses of non-native speakers the fewest non-finite
clauses in the corpus, while their incidence in both PhD. level text types was in between the two
extremes.

Concerning the third research question, if we compare the determined structural characteristics of the
analysed text types with the structural characteristics typical for the particular stages of development of
academic writing presented by Biber et al. (2011), a noteworthy finding arises. The revealed
characteristics of each text type point to the non-native English speakers of Slovak origin at M.A. level
being in an earlier stage of writing development than native English speakers, despite both groups having
the same proficiency level. As Biber et al. (2011, p. 30) suggest, considerable structural complexity
based on frequent use of finite dependent clauses and frequent use of non-finite dependent clauses is
characteristic for the intermediate stage of development of academic writing. The found significant
difference between the theses of native and non-native speakers at M.A. level, with native speakers
incorporating non-finite clauses significantly more frequently (and also more frequently than any other
investigated group), suggests that they are in the intermediate stage of development. On the other hand,
non-native speakers, incorporating non-finite clauses significantly less frequently (and also less
frequently than any other investigated group), in turn appear to be in the early stage of development of
academic writing.

Regarding PhD. level writers, the analysis showed their theses to be comparable with no significant
difference between the PhD. theses of native and non-native speakers. At the same time, the PhD. theses
of native speakers contained a significantly smaller number of non-finite clauses than the M. A. theses
of native speakers at one extreme, while the PhD. theses of non-native speakers contained a significantly
larger number of the clauses than the M.A. theses of non-native speakers at the other extreme, placing
both groups of PhD. theses in-between. Biber et al. (2011) claim that the later stages of development of
academic writing are characteristic for a move from an extensive use of different types of finite and non-
finite clauses to a more extensive use of phrasal complexity features and phrasal embedding. The
comparison of the determined characteristics with the characteristics of the individual stages of writing
development (ibid, 2011), therefore, might suggest both PhD. level writer groups to be in the late stage
of development of academic writing.
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The aforementioned findings might have important implications for academic writing instruction
especially at Slovak universities. The present research showed that despite being at the same proficiency
level, Slovak university students of English at M.A. level are in an earlier stage of development of
academic writing in comparison with native English-speaking students of English at M. A. level studying
at universities in English-speaking countries. In order to increase the level of academic writing of Slovak
students, the research results suggest a need for academic writing instruction to focus on their use of
non-finite dependent clauses. Based on Biber et al. (2011), their writing should eventually move away
from the extensive use of finite and non-finite dependent clauses, towards complexification at the phrase
level. However, an increased use of non-finite dependent clauses is suggested as the natural intermediate
stage, at which native English speakers at M.A. level already appear to be according to the present
research.
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Abstract

This study explores the historical trajectories of higher-order semantic categories—Cognition,
Perception, and Affect—as lexical constellations shaping narrative fiction’s psychological depth from
the 19th to 21st centuries. These categories comprise curated lists of words: Cognition encompasses
terms tied to thought and reasoning (e.g. ‘know,’ ‘think”), Perception includes sensory and observational
lexicon (e.g. ‘see,” ‘hear’), and Affect captures emotional states (e.g. ‘feel,” ‘love’). Integral to fiction’s
articulation of mental and emotional experience, they inform character interiority and reflect broader
literary dynamics, such as historical periodization. Employing a literary-historical distant reading
approach, this research analyzes a corpus exceeding 10,000 novels from the HathiTrust Digital Library,
spanning four centuries. Computational tools—BookNLP for semantic word extraction and the LIWC
dictionary for psycholinguistic exploration—facilitate the identification and quantification of these
category-specific terms across the corpus. This methodology reveals longitudinal patterns in their usage,
tracing shifts in prevalence and configuration. The findings are significant, affirming prior insights into
period-specific narrative trends in English language fiction while uncovering novel lexical arrangements
that enrich our understanding of these categories’ roles. By charting their evolution, the study elucidates
how psychological vocabulary interweaves with cultural context to define fiction’s aesthetic and
experiential contours. This investigation thus reframes narrative fiction’s engagement with the
phenomenology of mind and emotion, offering fresh perspectives on its historical development and
reinforcing the value of computational analysis in literary scholarship.

Keywords: Literary history, distant reading, psychology, narrative fiction, distant reading

1. Introduction

Narrative has long served as a cultural laboratory for rehearsing what it means to feel, think, and sense.
Where classical rhetoric distinguished pathos, logos, and enargeia, contemporary criticism tracks the
same functions under the rubrics of affect, cognition, and perception—three interlocking dimensions
that organise both story-worlds and reader response (Mar et al.; Oatley). Yet scholarship often treats
them in isolation: affective narratology charts the “emotional arcs” that drive empathy (Reagan et
al.); cognitive literary studies models fiction as a simulator for theory-of-mind (Tamir et al.); and
the sensory turn analyses how techniques such as represented perception immerse readers in quasi-
embodied seeing and hearing (Shigematsu). The result is a fragmented view of how texts coordinate the
full ecology of mind and body. Within narratology, cognition, emotion, and perception designate both
thematic content and formal technique. Genette’s focalisation schema asks “who perceives?” and
thereby shows how viewpoint structures sensory and cognitive access to events. Modes of presenting
inner life range from direct interior monologue and free indirect discourse to narrator summary, each

! This research was generously supported by funding from the Osterreichische Akademie der Wissenschaften
(OAW) during my research visit in Vienna. The visit was funded by the HORIZON Project “Computational
Literary Studies Infrastructure (CLS INFRA),” Grant Agreement ID: 101004984, under the European Union’s
Horizon 2020 research and innovation programme (https://cordis.europa.eu/project/id/101004984)
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balancing “showing” and “telling” in distinct ways (Cohn). Modern fiction typically privileges
showing—immersive, detail-rich renderings of consciousness—as a mark of artistic sophistication.
Cognitive critics extend this formal account by stressing the reader’s role in constructing minds.
Zunshine argues that narratives undertell mental states, prompting audiences to supply missing
motivations (159), while Palmer highlights “social minds,” showing how Victorian novels externalise
thought through dialogue and collective opinion (4, 16, 26). Such work shifts attention from solitary
interiority to intermental cognition distributed across characters and readers alike (Grethlein).
The affective turn further widens the lens. Distinguishing conscious emotion from pre-conscious affect,
scholars now examine how texts evoke subtle or “ugly” feelings—irritation, envy, boredom—that
complicate the grand passions of earlier genres (Ngai). Because many genres are keyed to specific
emotions—fear in horror, hope in romance—tracing affect helps explain both generic conventions and
their historical mutations (Frye). Finally, perception operates doubly: it names characters’ sensory
experience and the narrative mediation of that experience. Fludernik’s (12) concept
of experientiality links narrativity itself to “the quasi-mimetic evocation” of embodied perception,
temporal flow, and evaluative feeling. Whether experientiality is a textual property or a readerly effect
remains contested, but most theorists agree that fiction’s distinctive power lies in simulating
consciousness in motion. As seen, the deployment of these categories in literary criticism substantially
shapes our understanding of both literary language and its broader landscape. Although a substantial
body of scholarship investigates each category in isolation, the field still lacks a systematic account of
how they function collectively within narrative fiction and, in turn, reshape our conception of narrative
genres and literary periods. This gap invites deeper study of the roles that affect, cognition, and
perception play across literary history, and of the ways in which these roles clarify narrative complexity,
genre development, and the evolution of literary epochs.

Although literary scholars have long suspected that affective, cognitive, and perceptual vocabularies co-
evolve across genres and historical periods, an integrated longitudinal account has remained elusive
because the textual scale required to detect centuries-long trends lay far beyond the reach of close
reading and, until recently, natural-language-processing pipelines suitable for nineteenth- and early-
twentieth-century fiction were lacking. The large-scale digitisation undertaken by the HathiTrust
consortium—encompassing millions of public-domain volumes and feature-extracted datasets for works
still under copyright—combined with the emergence of robust computational tools such as BookNLP,
nltk, spaCy, and psycholinguistic resources like LIWC 2022 (Boyd et al.), now removes these
methodological barriers. Leveraging these advances, the present study traces the rise, decline, and
interaction of lexical markers of emotion, thought, and perception in English-language fiction from 1800
to 2020, addressing three interlocking questions: (1) how normalised frequencies in each domain vary
across centuries; (2) whether shifts in one domain precede, follow, or mutually reinforce shifts in the
others; and (3) which genre formations—such as the Gothic, high modernism, or post-1970
metafiction—coincide with inflection points in the psychological orientation of the literary field. By
converting impressionistic period labels (“the age of sentiment,” “the subjective turn”) into measurable
trajectories, the project promises an empirical payoff, while theoretically testing whether affect,
cognition, and perception operate autonomously or as a tightly coupled system.

2. Literature Review

Recent narratology shows that affect, cognition, and perception work together to build narrative worlds,
steer reader engagement, and generate meaning. Emotions such as shame, love, and jealousy propel
plots and secure identification, while authors amplify these feelings through non-verbal cues—gestures,
vocal nuances, physiological signs. Reading, in turn, demands cognitive labour: readers model
characters’ intentions, assemble fragmented details, and may gain empathy and social-cognitive skills.

110



Proceedings Book
10th International KTUDELL Conference: Language, Literature, and Translation
29-30 May 2025, Karadeniz Technical University, Trabzon, TURKIYE

Perceptual cues guide what readers “see” and “hear,” blending immersion with reflective distance.
Because cognitive and perceptual operations shape how emotions are processed—and vice versa—
fiction offers a controlled arena for mood regulation, emotional insight, and catharsis. Together,
affective narratology and cognitive literary theory clarify how stories evoke, represent, and transform
feeling, thought, and sensory imagination. Accordingly, these categories constitute fundamental
elements of literary genre and, in the case of English-language fiction, serve as powerful predictors for
interpreting the broader literary field.

2.1. The Rise of Affective Turn

From the eighteenth-century English novel’s discourses of sensibility to the data-driven criticism of the
twenty-first century, the literary representation of affect has continually evolved in step with changing
genres, narrative techniques, and social contexts. Early formal innovations such as the epistolary
mode—and, later, free indirect discourse—staged emotion in a near-present tense, intensifying readers’
vicarious feeling (Sodano). Gothic fiction appropriated these strategies, making the mind’s fears,
projections, and uncanny reflections a central affective device and foregrounding the reciprocity
between cognitive framing and emotional impact (Li). Romantic literature then privileged subjective
interiority and the sublime, while nineteenth-century realism diversified the emotional palette that
readers were invited to inhabit. Modernism, by contrast, rendered feeling through fragmented,
psychologically nuanced perspectives that mirrored social alienation. Across these historical seams,
genre continued to function as an emotional ‘carrier wave’: anger tends to dominate mystery, whereas
fear pervades adventure and romance as Kim et. al states that “genres can be linked to the development
of predominant emotions over the course of the text” (17).

Children’s and young-adult fiction amplified this didactic potential—an “affective turn” that
foregrounds empathy, moral formation, and reader alignment (Bullen et al.). Digital-humanities methods
have since mapped such patterns at scale, revealing how wars, revolutions, and other sociopolitical
ruptures recalibrate the emotional lexicon of literature (Buechel et al.; Ohman and Rossi).
Computational analyses even isolate six basic emotional arcs that underlie plot structure, providing
templates on which more elaborate affective trajectories are built (Reagan et al.). These findings
complement psychological work showing that fiction offers a low-stakes arena in which readers practise
recognising and modulating feelings that are structurally homologous to real-world emotions, differing
chiefly in truth-value and salience (Schwering et al.; Song). Gender, too, shapes this imaginative terrain:
as Lettieri et al. claim, “women more than men have written about affect, [but] starting from 2000, this
difference has diminished substantially” (776). Yet during such temporal and cultural shifts, emotion
remains a universal narrative force; both as a marker of literary periodisation and a means of transmitting
social norms and fostering empathy (Keen).

2.2. Cognition as Narrative Simulation

Since 1800, literary culture has moved from implicit, introspective treatments of consciousness to
explicit, interdisciplinary explorations of how minds work. Early-nineteenth-century Romantic and
proto-Modernist writers framed cognition in terms of imagination, morality, and subjectivity, but
contemporary cognitive-literary studies now cast narrative itself as a cognitive artefact; an evolved tool
for modelling and rehearsing mental life. Thus, as Tucan asserts “literature exists because both writers
and readers bring to the text our ordinary linguistic skills and conceptual structures in order to construct
meaning” (40). Genre, in turn, becomes a repertoire of mental prototypes that depend on reader
recognition and memory, and this in turn explains the simultaneous persistence and reinvention of
literary forms (Steen and Gavins). Evolutionary critics extend this argument; they propose that
storytelling is biologically adaptive and emerged to enhance social cognition and cooperation in
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ancestral environments (Bietti et al.). Together, these perspectives show that cognition now functions
not only as a theme but also as a structural and interpretive framework; and shapes literary movements
from realism to postmodern metafiction since “some of the most promising lines of research in cognitive
literary studies [...] appear to give up interpretation as the main focus of research” (Caracciolo 195).

These theoretical shifts converge on the idea of narrative as simulation. Mid-twentieth-century science
fiction—exemplified by Samuel R. Delany’s Babel-17 (1966)—drew on contemporary psychology to
depict the mind as a finite information processor and to test how language sculpts reality. Today’s
“fictions of cognition” push further, “stag[ing] the competing perspectives on consciousness that are
developed in narrative fiction and cognitive science, respectively,” and engaging with “the
representation of (un)consciousness and cognitive science in fiction” itself as objects of narrative inquiry
(Pirlet 1-2).

For readers, such texts operate as immersive training grounds: vivid description, shifting perspectives,
and layered characterisation recruit the neural circuits underlying theory of mind, empathy, and flexible
perspective-taking (Jacobs and Willems; Tamir et al.). Even adolescent language learners show gains in
creative cognition and empathic mimicry when they inhabit fictional viewpoints (Kokkola and
Rydstrom). Such effects arise because texts organise knowledge not only through propositional content
but through “concept profiles, identified based on the correlation of lexeme meanings in the textual
context” (Tairova 6). In short, modern criticism recognises literature as both a record and an engine of
human cognition—an ever-evolving laboratory in which authors and readers collaboratively probe the
architecture of the mind.

2.3. The Sensory Turn: Perception and Multimodality

From the early nineteenth century to the present, the literary treatment of perception has shifted from a
primarily sensory, character-bound faculty to a culturally and ideologically mediated operation that
shapes how readers and critics organise texts into genres. In Romantic poetry, perception appeared as
an intensely private, emotional apprehension of nature and the sublime. Modern theory emphasises that
what we “perceive” in literature is filtered through linguistic and cultural frames, as “language is not
only seen as separable codes and systems spoken or written by a different group of people, but it entails
a wider range of communicative repertoires including embodied meaning-making, objects and the
environment where the written or spoken signs are placed” (Wang et al. 7). Because “because our minds
construct cognitive prototypes”, genre is not a fixed taxonomy but a set of evolving mental prototypes
whose stability depends on collective acts of recognition and memory (Drout 449).

Narrative technique has evolved in tandem. Classic realist fiction often reported what characters saw or
heard from an external vantage point. Twentieth- and twenty-first-century prose tends instead to
represent perception. They suppress overtly perceptual verbs so that the fictional world seems to unfold
immediately through a character’s senses (Shigematsu). Present-tense narration further erodes the gap
between narrated moment and act of reading, creating an effect of unmediated immediacy (Shigematsu).
As such, as Frank observes in her analysis of Joyce’s Ulysses, “The synchronisation of both [visual and
auditory modalities] is Joyce’s objective in the ‘Sirens’ chapter. Thus, the experiments in ‘Sirens’ hint
atreaders’ capability of parallel processing of events and conversations in the Ormond Hotel bar” (Frank
4). Genre inflects these perceptual experiments. French detective fiction, for example, institutionalises
a stance of visual scrutiny and inferential seeing that has migrated into mainstream narrative technique
(Kemp). Cinema radicalises the project by rendering perception audiovisually through metaphor and
metonymy (Coégnarts and Kravanja). Taken together, these developments show how perception has
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moved from being a phenomenological trait of fictional characters to a metatextual tool that organises
narrative, ideology, and genre across literary history.

2.4. Convergent Trajectories

Taken together, these developments reveal a mutual reinforcement: the intensification of affective
expression heightens the stakes of cognitive simulation, which in turn depends on ever more immediate
sensory rendering to immerse readers in complex mental worlds. Gothic interiority shows how cognitive
framing directs emotional suspense, while polymodal perception supplies the raw material through
which those emotions are felt. Conversely, recurrent emotional arcs provide narrative scaffolding within
which cognitive and perceptual experimentation can unfold. Fiction, then, functions as an integrated
laboratory for modelling human psychology—progressively refining how feeling, thinking, and sensing
intertwine—and invites future narratological research to treat these dimensions not as parallel themes
but as dynamically co-evolving systems that drive literary history forward. Recent advances in Natural
Language Processing (NLP) have turned affect, cognition, and perception into quantifiable features of
literary study, and this enables scholars to trace psychological patterns across genres, periods, and reader
communities at scales once impossible. Far from being mere technical add-ons, these tools constitute an
epistemological shift: they model mental life directly in and through language, creating a new interface
between literary criticism and cognitive science.

Sentiment analysis and emotion-lexicon approaches now map “emotional arcs” over entire corpora. It
is now possible to compare the affective signatures of, say, romance and mystery with statistical rigour
(Kim, Pado, et al.; Kim, Pado, et al.). Yet such models must move beyond crude positive/negative labels.
Affective grids, dynamic trajectory models, and transformer-based classifiers now reveal how historical
events, genre conventions, and reader expectations jointly shape the emotional textures of narrative.
Computational techniques also simulate the mind’s work while reading and writing. Dynamic
computational phenotyping captures fluctuations in cognitive processes like attention and decision-
making over time and provides insights into individual cognitive variability (Schurr et al.). Machine-
learning models detect theory-of-mind cues, counterfactual reasoning, and world-building density—
features especially prominent in science fiction—thereby correlating cognitive complexity with genre.
Such tools treat narrative as a process of mental modelling and allow critics to measure how stories
externalise thought itself. Where classic phenomenology treated perception as a character’s inner
experience, NLP reconceives it as language-grounded representation. WordNet-based semantic fields
and Latent Semantic Analysis can illuminate how different periods encode the sensory imagery, while
perception mining might be used to extract causal and emotional correlates from large text sets. These
methods show, for instance, how Victorian realism privileges visual detail whereas postmodern
metafiction foregrounds the instability of seeing and knowing. By tracing which sensory verbs,
modifiers, and metaphors cluster together, scholars can quantify how discourse outlines what characters
and readers are able (or allowed) to perceive.

Taken together, these innovations reveal hidden regularities in literary evolution and genre
transformation. Affect models expose long-term shifts in emotional style; cognitive simulations chart
the changing architectures of fictional minds; perception mining uncovers ideological lenses embedded
in narrative description. In doing so, computational criticism augments and reframes traditional close
reading by offering scalable evidence of how literature orchestrates human emotion, thought, and
sensation. Computational tools thus emerge as critical bridges between the humanities and the
psychological sciences.
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3. Methodology

3.1. Construction of the Psycholinguistic Dictionary

To operationalise the constructs cognition, affect, and perception we built a bespoke lexical resource
that blended data-driven extraction with expert-curated categories. For the aim, the following procedures
were utilized:

1. BookNLP supersense harvest — Randomly chosen supersense frequency files (v.2023-01)
available through the HathiTrust Research Center were downloaded. Tokens whose supersense
tags contained -.cognition, - feeling, and -.perception were isolated.

2. Cleaning and de-duplication — Tokens were lower-cased, stripped of punctuation, and
lemmatised; proper names and OCR artefacts were removed.

3. Integration with LIWC 2022 — The LIWC 2022 dictionary categories Cognition, Affect, and
Percepiont served as the reference standard. All BookNLP candidates already present in the
corresponding LIWC category were retained; where a candidate in the resulting list overlapped
with LIWC categories, the LIWC assignment was accepted as ground truth. Remaining
BookNLP types were manually inspected and appended to the LIWC file if semantically
congruent.

4. Final lexicon — The merged resource comprises 2,022 cognition terms, 2,880 affect terms, and
1,754 perception terms. The complete list, version-controlled in plain-text, is available in the
project repository for replication.

3.2. Corpus Compilation
Two balanced sub-corpora were randomly sampled from the full-text holdings of the HathiTrust Digital
Library:

¢ Fiction — 10,190 English-language fiction titles published between 1800 and 2010.

e Non-fiction — 10,169 English-language non-fiction titles published in the same period.
Sampling was stratified by century (19th, 20th, and 21st to 2010) so that each stratum contributed
approximately one-third of the titles, thereby controlling for diachronic shifts in literary period
prevalence. Metadata confirmed no visible, significant bias between the two strata.

Page-level Extracted Features (EF) files supplied by HTRC include token counts for both public-
domain and in-copyright volumes. For the titles, EF token counts were computationally re-inserted into
empty placeholder pages, restoring a pseudo-text that preserves token frequency while remaining
compliant with access restrictions. All books were then concatenated page-wise to obtain volume-level
token counts.

3.3. Operationalisation of Category Use

For a given text, each word is compared against the dictionary list, and the percentage of total words
that fall into each dictionary category is calculated with LIWC software.

3.4. Reliability Assessment

The extent to which the words in each category reflect a common, unified construct was evaluated with
Cronbach’s a, treating individual books as items and page-level percentages as observations; an a of
0.70 or higher signified acceptable lexical cohesion.
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3.5. Statistical Procedures
All analyses were executed in R 4.2.2 and Python 3.13.2.

e Genre comparison — Because the distribution of category percentages violated normality
(Shapiro—-Wilk, p < .001), differences between Fiction and Non-Fiction were tested with the
two-tailed Wilcoxon rank-sum test.

e Diachronic trend analysis — To estimate directional change over literary history, ordinary
least-squares regression was fitted for each category in LIWC fiction corpus.

3.6. Reproducibility
All scripts, cleaned data tables, and the final dictionary are published under an MIT licence at
https://github.com/epeksoy/HathiTrust-Psychological-Lexicon-Analysis.

4. Results and Discussion

4.1. Lexical reliability

Table 1 shows the internal-consistency analyses which confirmed that the three custom dictionary
categories capture coherent psycholinguistic constructs.

Table 1. Cronbach alpha values for internal consistency analysis of the dictionaries

Cronbach Alpha

raw_alpha std.alpha G6(smc) average r S/N ase mean sd median r
Affect 0,96 0,96 0,95 0,83 24 0,0014 5,6 1,2 0,83
Cognition 0,95 0,95 0,94 0,79 18  0,0018 13 1,9 0,8
Perception 0,95 0,95 0,95 0,81 21 0,0016 10 1,8 0,81

Cronbach’s a was > .95 for every category (Affect = .96, Cognition = .95, Perception = .95), with
average inter-item correlations ranging from .79 to .83 and very high signal-to-noise ratios (18 — 24).
These values comfortably exceed the conventional .70 threshold, attesting to good lexical cohesion of
the merged BookNLP + LIWC dictionary in question.

4.2. Genre comparison (Fiction vs. Non-fiction)

Across the 20,289 volumes, the relative frequency of each psycholinguistic category differed
systematically by genre. The Mann—Whitney U tests presented in Table 2 reveal significant lexical
differences between fiction and non-fiction texts across three key psychological categories measured by
LIWC: Affect, Cognition, and Perception.

Table 2. Mann—Whitney U tests comparing fiction and non-fiction LIWC scores

Catesor Fiction Median Non-fiction Median U Z v p
8O1Y 10R) (IQR) P (Bont.)
20,953,72 - <.001** 0.5 <.001%**

AT 4.94 (1.41 .05 (2. T

ect 94 (1.41) 3.05(2.55) 3 7359 * ) N
. 49,885,48 <.001** 0.0 <.001**

Cognition 12.37 (2.41) 12.18 (4.41) ) 459 3 *
Perceptio 16,405,04 - <.001** 0.5 <.001**

10.66 (2. 18 (2.
n 0.66 (2.33) 7.78 (2.63) g 444 * 9 N

Notes. U = Mann—Whitney statistic; z = normal approximation; r = effect size (|z| / VN), interpreted as
.10 = small, .30 = medium, .50 = large; p values are two-tailed. Bonferroni correction applied across
three tests. ***p <.001
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The most pronounced differences occur in the categories of Perception and Affect. For Perception,
fiction texts demonstrate a substantially higher median score (10.66, IQR = 2.33) compared to non-
fiction texts (7.78, IQR = 2.63), with a very large effect size (r = 0.59). This suggests that fiction
consistently incorporates richer perceptual language. Similarly, in the Affect category, fiction texts
(median = 4.94, IQR = 1.41) significantly outperform non-fiction texts (median = 3.05, IQR = 2.55),
again with a large effect size (r = 0.52). These findings highlight fiction’s deeper engagement with
emotional and sensory content. It can be assumed that narrative conventions emphasize character
interiority and sensory immersion. In contrast, the difference in Cognition between fiction (median =
12.37, IQR = 2.41) and non-fiction (median = 12.18, IQR = 4.41) is minimal, as indicated by the very
small effect size (r = 0.03). Although this difference is statistically significant (z = -4.59, p < .001), it
bears little practical relevance. From this we can conclude that both genres similarly engage cognitive
vocabulary reflective of thinking, reasoning, and understanding. After applying the conservative
Bonferroni correction for multiple comparisons, all differences remain robustly significant (p < .001),
which proves the reliability of these insights. Collectively, the data suggest that while both fiction and
non-fiction employ cognitive vocabulary similarly, fiction notably distinguishes itself through
heightened use of affective and perceptual language. Fiction thus contains significantly more affective,
cognitive, and perceptual language than non-fiction, although the absolute differences are modest (0.05
— 0.13 percentage points). As a result, we can safely assume that these categories are salient and
distinguishing features of language of fiction.

4.3. Diachronic trends (1800 — 2010)

Table 3 and Figures 1-3 summarise the decade-level regressions of Affect, Cognition, and Perception
word-rates in the fiction corpus. For each dependent variable (DV) a simple linear model (Decade —
Category-mean) was fitted to 21 observations (decades 1800-2010).

Table 3. Linear Regression model

DV P (per decade) SE 95% CI t p R? F df

Affect -0.0118 0.00069  [-0.01324,-0.01036] -17.08 <.001 0.936 291.7 (1,20)
Cognition  -0.0087 0.00126  [-0.01132,-0.00608] -6.92 <.001 0.706 47.93 (1,20)
Perception  0.01382 0.00105 [0.01162, 0.01602] 13.12 <.001 0.896 172.1 (1,20)

Figure 1 plots the mean proportion of affective vocabulary per decade (orange x markers) with the best-
fitting regression line and its 95 % confidence band (shaded). The steep negative slope (f = —0.0118)
and very high explanatory power (R* = .94) show a strong, continuous decline in overt emotional
language from the Romantic era to the early twenty-first century. Each decade is associated with a mean
decrease of 0.012 percentage points, amounting to roughly a 2-point drop over the 210-year span.
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Affect by Decade (R2=0.94, p < .001)
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Figure 1. Linear regression model fitted for Affect category.

Figure 2 presents a similar scatter-with-fit for cognitive vocabulary. Although the regression is highly
significant (p < .001), the slope is shallower (p =—0.0087) and the model explains less variance (R? =
.71) than Affect. The plot shows a moderate downward trend. This means that words denoting thinking
and reasoning become gradually less frequent, particularly after the fin-de-si¢cle. The wider confidence
ribbon reflects greater dispersion across decades.

Cognition by Decade (R2=0.71, p < .001)
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Figure 2. Linear regression model fitted for Cognition category.

Figure 3 displays an opposite trajectory: perceptual lexis rises markedly across the period (f =+0.0138,
R?=.90). The strongly positive slope indicates that sensory and observational terms gain roughly 0.014
percentage points each decade and provides a net increase of about 2.9 points from 1800 to 2010. The
tight confidence band and clustering of points around the line underscore the stability of this growth.
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Perception by Decade (R2=0,90, p < .001)
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Figure 3. Linear regression model fitted for Perception category.

Taken together, the regressions reveal a lexical rebalancing in anglophone fiction over two centuries:
(a) a significant decline in emotive diction, (b) a moderate decline in cognitive diction, and (¢) a
substantial rise in sensory diction. These shifts are statistically robust (all p <.001) and account for large
proportions of inter-decadal variance. Following section consider how these trajectories intersect with
changing genre formations and literary-historical movements.

5. Conclusion

The findings clearly demonstrate significant historical shifts in the representation of psychological
categories in question in English-language fiction from 1800 to 2010. These lexical trends provide
nuanced insights into how literary periods and evolving genres correspond with changing narrative
strategies, thematic concerns, and broader cultural attitudes. Affect terms, strongly prevalent during the
early 19th century, reflect the period's preference toward sentimentalism and romanticism. During this
era, emotional expression and moral sentiment were central, as exemplified by genres such as the
Sentimental Novel and Romantic fiction. As Silverman argues, “[n]ineteenth-century sentimental novels
highlight affective connections. They expose the crucial role that emotional attachments play in the
development of the self” (5). However, as Realism and subsequently Modernism gained prominence in
the late 19th and early 20th centuries, a pronounced decline in affective language emerged. This shift is
consistent with literary movements characterized by increased irony, psychological complexity, and
scepticism towards overt sentimentality. Instead of direct emotional expression, authors favoured subtler
forms of representation and embedded emotional depth within subtext and formal experimentation. This
evolution aligns with the observed downward trend of Affect lexicon, emphasizing a cultural and
aesthetic shift toward understatement and emotional detachment.
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Psychological Lexicon Trends in English-Language Fiction (1800-2010)
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Figure 4. Categorical trends aligned with major literary events after 1800.

Similarly, the Cognition category shows a significant decline from 1800 to 2010. Early fiction,
particularly in genres like Bildungsroman and philosophical novels, heavily emphasized explicit
reasoning, self-reflection, and knowledge acquisition as represented with Enlightenment ideals. Over
time, Modernism and Postmodernism brought about increased scepticism towards traditional narratives
of self-knowledge and rational transparency. Cognitive certainty gave way to fragmented, ambiguous
depictions of consciousness, which was evident in narrative techniques such as stream-of-consciousness
and free indirect discourse. These methods blur cognitive boundaries, and this, in turn, diminishes the
frequency of explicit cognitive terminology in favour of representing thought as uncertain, fractured,
and contextually embedded.

Conversely, Perception terms notably increase across the same historical trajectory, marking an inverse
pattern compared to Affect and Cognition. This upward trend corresponds closely with the emergence
of Modernism, where writers prioritized sensory impressions and external details over internal cognitive
processes and emotional states. Influenced by contemporary developments in psychology and visual
arts—particularly phenomenology, behaviourism, Impressionism, and Cubism—early 20th-century
fiction favoured sensory immediacy and observational clarity. In subsequent decades, especially in
postwar literature, genres such as detective fiction, science fiction, and autofiction continued to
foreground perception, surveillance, and fragmented visual experience. This is in line with broader
cultural shifts toward empirical observation and visual media. This trend highlights literature's evolving
engagement with perceptual reliability, surface details, and embodied experience.

The combined normalized trends visualization reinforces these interpretations. The graphical
convergence and divergence of psychological lexicons offer a correlation between historical literary
periods and their dominant genres. Notably, the early prominence of Affect and Cognition coincides
with Sentimental, Romantic, and Realist periods, while their subsequent decline aligns with Modernist
scepticism and Postmodern narrative complexity. Meanwhile, the rise of Perception lexicon mirrors the
transition toward sensory realism, autofiction, procedural thrillers, and other contemporary genres that
privilege empirical and phenomenological dimensions of narrative experience.
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In conclusion, the study's quantitative analysis of lexical trends illustrates how shifting patterns of
Affect, Cognition, and Perception categories are deeply intertwined with literary history’s evolving
genres and narrative strategies. These patterns underline literature’s responsiveness to broader
epistemological and cultural transformations and highlight the ongoing dynamic relationship between
psychological representation and literary expression.
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Abstract

This study aims to examine the perceptions of tertiary-level teachers regarding drama integration and to
explore pedagogical implications based on these teachers’ perceptions. In a state university, the study
was conducted with 11 tertiary-level language teachers with a qualitative research design. The data was
gathered through the semi-structured interviews. Conducting content analysis of the data, it was revealed
that the teachers were positive toward the drama integration, although only some of them implemented
it more effectively than others due to some challenges, such as syllabus, coursebook, or educational
background. They were aware of its benefits for the language learning process. As a result, it was found
that the teachers lacked knowledge related to drama integration and needed in-service training to
broaden their knowledge.

Keywords: Drama integration, drama activities, teachers’perceptions, language learning

1. Introduction

Drama is defined as “a wide range of oral activities that have an element of creativity present" in the
broadest terms (Hubbard et al., 1986: 317). In education, drama is acknowledged as a set of different
techniques that are used to widen the horizons of the teaching and learning atmosphere. Susan Holden
depicted drama as putting oneself in a fantastic world; "In other words, drama is concerned with the
world of 'let's pretend'; it asks the learner to project himself imaginatively into another situation, outside
the classroom, or into the skin and persona of another person" (Holden 1982: 1). There are other
references for drama, such as drama activities, creative drama, drama techniques, educational drama,
story drama, process drama, creative dramatics, child drama, and children’s theatre, but in Tirkiye, it
is referred to as “drama in education” (YOK, 2018) (Baykal et al., 2019). Guliyeva (2011) elaborates
that "drama in education" describes the use of theatrical methods for objectives that extend beyond
simply entertaining viewers, and education and entertainment have always been closely connected. She
also contends that since ancient times, theatre has served as a medium to convey news, preserve history,
and inform people about what happens beyond their own people. Previously, what Plato said about
drama, “...let your children's lessons take the form of play. You will learn more about their natural
abilities that way.' (Plato, 380BC) highlights the importance of drama and how well it affects learning.
Norris (2000) claims that drama education brings valuable insights into education research through their
extensive experience with drama as both a process for creating meaning and a medium for presentation
and representation.

Drama has had a high significance for a few decades in terms of language teaching and learning,
indicating that it is a new approach to language learning methodology. Over the past 15 years, an
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increasing number of educational subjects have incorporated drama into their curricula, with a
remarkable rise in its use in teaching foreign languages (Baykal et al., 2019). When the basic objectives
of the English language learning process are considered specifically, communication, meaningful
learning, and interaction take precedence over, which are the essential elements of drama. Kuzmenkova
and Erykina (2017) state that in the framework of the Communicative Approach, which has been the
most common approach used in language classrooms, interaction is central as both a method and a goal
of language learning. Drama techniques engage students in collaborative activities that promote
meaningful and contextually appropriate language use, which supports the Communicative Approach.
Besides, these techniques prepare EFL teachers to move beyond traditional classroom routines, turning
their lessons into dynamic experiences. They discuss that drama techniques both reduce monotony and
prepare students to manage real-world situations as fluent and confident English speakers. Ustuk and
Inan (2017) review many ideas related to language learning and conclude that integrating Drama in
Education (DIE) into the English Language Teaching (ELT) process, as highlighted in prior research,
addresses various linguistic skills in the target language. Additionally, it promotes the active use of
communicative skills in real-life situations, fostering meaningful interactions. Drama has proven to play
a significant role in enhancing students' language development (Aldavero, 2008; Demircioglu, 2010;
Dontik, 2018; Gill, 2013; Heathcote, 1984b; Kilig & Tuncel, 2009; Koyliioglu, 2010; Karamanoglu,
1999; Miccoli, 2003; Paley, 1978, 1990; O’Gara, 2008; O’Neill & Kao, 1998; Soyer, 2016; Simsek,
2016; Ulas, 2008; Tokmakgioglu, 1990). Additionally, Zafeiriadou (2009) points out the relationship
between drama and Vygotsky's social interaction theories and supports the idea that drama motivates
students via its engaging and enjoyable nature and involves them in meaningful activities, as well as
fostering active, learner-centered cooperation. Drama integration brings out collaboration, self-esteem,
and self-efficacy in education.

Thinking about all the aforementioned bright sides of drama combined with innumerable unremarked
reviews and ideas, it might be assumed that it is inevitable for the leading actors of the language learning
process, like policymakers, administrators, and unquestionably teachers, to incorporate drama into the
learning process and create drama-integrated language lessons. However, this fairly novel approach to
learning languages has not been integrated into lessons as much as it has been assumed. Research
indicates that integrating drama into language learning curricula remains relatively rare despite its
potential benefits (Stinson & Winston, 2011) and is uncommon in traditional classrooms. Although its
potential to enhance language skills and foster collaborative learning is known, drama is often
overlooked in favor of more conventional teaching methods (ikinci, 2019; Goodnight et al., 2023). To
illustrate, studies show that although many teachers acknowledge the benefits of drama, they hesitate to
implement it because of inadequate preparation and support (Bsharat, 2015; Dal, 2017). Insufficient
teacher training, time limitations, and a lack of understanding of its pedagogical benefits are considered
barriers to drama-integrated lessons.

Zafeiriadou (2009) specifically outlines some of the challenges of drama in language teaching. Although
drama is effective in engaging and motivating participants, its effectiveness can sometimes fail,
particularly in second-language teaching. These outcomes may not always inspire students, especially
when their language proficiency limits their ability to fully engage with the material. Incorporating
drama can introduce an element of uncertainty, fostering flexibility and adaptability in learning or
working processes since this process entails stepping away from familiar and secure routines and
embracing methods that are more open-ended and unpredictable.
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1.1. Research Questions

Being aware of the explicit assets and possible challenges, and based on the existing reviews done for
researching drama for the language classrooms, this study has set forth to stand in teachers’ shoes for
drama-integrated language learning. The main objective was to explore teachers’ viewpoints regarding
drama-integrated lessons to reach some implications regarding what needs to be done concerning this
issue. It aims to provide significant insights into the literature on both drama and language learning,
first, it puts teachers at the centre of the research in terms of drama education, and second, it takes place
in the context of higher education, which is not very common in the drama-integrated language learning
literature. Therefore, this study aims to answer the following research questions:

1. What are the perceptions of tertiary-level language teachers in terms of drama-integrated language
classrooms?

2. What are the implications of tertiary-level language teachers’ perceptions of integrating drama into
language classrooms?

2. Literature Review

There has been a remarkable increase in interest in the use of drama in language learning, with numerous
studies focusing on its many advantages in recent years. In addition to improving language proficiency,
drama has created a more dynamic and comprehensive learning environment. Using drama techniques
can improve oral fluency, comprehension, and general language skills significantly in second languages
(Altweissi, 2022). One of the most studied gains of drama-integrated learning is for speaking skills. To
illustrate, Astiandani and Mustofa (2021) reviewed the literature and revealed drama's effectiveness in
fostering speaking abilities. Mirza (2019) also suggests that drama techniques enhance learners'
engagement and interaction, which helps build the communicative approach in the classroom.
Furthermore, by conducting a study on project-based learning linked with drama integration, Amarullah
and Rachmawaty (2020) concluded that drama turns the classroom into a more enjoyable, more
autonomous atmosphere where there is an effective and better communication experience.

Drama not only improves communication and interaction but also creates meaningful learning
environments. Drama allows students to engage with language in a context that depicts real-life
situations and thus promotes a more profound understanding and retention of the language being learned
(Holman, 2022; Jordan, 2015). Additionally, while promoting speaking skills and increasing student
engagement, drama allows learners to collaborate and create meaningful content (Amarullah &
Rachmawaty, 2020).

Affective skills are among the important aspects of students’ development, and these skills include
values, attitudes, and many more, which will increase their ability to interact with other people (Sumekto
2018). Among the effects of drama concerning affection, it is important to highlight the reduction in
speaking anxiety, which prevents foreign language communication. For example, students express
themselves freely and comfortably in drama-integrated language classrooms, which can create a
conducive environment for the students (Farrah et al., 2021; Reyes, 2022), thus enhancing their
willingness to communicate. Similarly, Chen (2019) highlighted that drama fosters a sense of
community among learners, which can further reduce anxiety and enhance motivation.

Starting with a significant shift from teacher-centered to learner-centered education and then going on

with experiential learning, the educational curriculum has included drama more (Topaloglu, 2015).
These changes are significant, in particular in higher education, where students have difficulty engaging
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in learning via traditional methods contrary to expectations. Specifically in higher education, drama
integration is an approach that needs careful consideration, as it has both benefits and drawbacks.

Bagaran (2024) conducted a study to explore how well and successfully drama techniques in English
instruction need to be applied in a higher education setting. The study found that drama instruction has
benefits for both students in terms of providing an engaging and successful learning environment and
also for teachers in terms of enhancing professional knowledge and job satisfaction. Although the results
of the study reveal several benefits, they also reveal challenges. It was found that instructional drama
requires careful planning, design, execution, and evaluation. In addition, it necessitates collaboration,
guidance, and expertise from specialists in drama and language education to ensure its effectiveness.
Another study done at the higher education level by Celik (2019) also gave more or less similar results
in terms of the benefits of drama, such as providing fun and improvement in language learning. In terms
of challenges, planning, material choices, and the organizational role of the teacher are touched briefly,
which need time and careful consideration. On the other hand, Giacetti (2021) came up with a different
conclusion in terms of drama’s challenges. She links Content and Language Integrated Learning (CLIL)
and Drama in Education (DIE) and integrates them into language learning, which results in positive
outcomes for both concepts. What is distinctive about this study is that the results show that DIE can be
used to promote and foster CLIL use. Unlike the previous studies mentioned, in this study, drama acts
as a facilitator, which engages, encourages, and provides collaboration with the students and thus eases
the application of the CLIL method.

Despite not being conducted in higher education, the study done by Shehata et al. (2020) provides an
important perspective on the research but is also slightly paradoxical. This is significant as it depicts the
views of teachers on drama. The outcomes of the study indicate that although teachers believe that drama
and games promote English teaching, they rarely use them and regard them as challenging to apply to
the lessons. Similarly, in a primary school context, Bsharat (2021) explored the role of drama in
improving students' English from the teachers’ perspective. Like the results from the majority of the
studies done on drama in language learning, teachers believe that drama significantly enhances students’
critical thinking abilities, boosts their self-confidence, and plays a key role in developing their overall
personality, as well as improving their English. However, the teachers did not touch upon any challenges
related to drama integration.

Baykal et al. (2019) conducted a qualitative study to obtain pre-service English teachers’ views on using
drama in their English courses. This study also revealed participants' positive attitudes toward
integrating drama into language learning. However, the challenges of drama integration are mentioned
and uttered by some participants as; ““'drama may cause classroom management problems’(16), ' drama
may be inappropriate for using with all learner types'(15), 'drama may be time-consuming' (6), 'Drama
may require long teacher preparation’ (5), and 'drama may require small class size'”. Baykal et al.
assumed the reasons for these comments to be a lack of knowledge and experience, their viewpoints,
and expectations regarding teaching.

On the other hand, drama integration into language learning classes may pose challenges for both
students and teachers. Despite having a rich history as a concept, it is not an old-established term for
educational studies. Therefore, teachers are not accustomed to integrating it into their teaching practices.
Sunar et al. (2024) supported this with an example of Nepal’s education system, which follows mostly
traditional educational methods. Lama et al. (2024) explored early-grade school teachers’ perceptions
regarding drama pedagogy. They found out that teachers considered themselves not educated enough
regarding drama and thereby underqualified in applying drama in their lessons. Similarly, the lack of
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adequate training was considered the second biggest obstacle to the implementation of drama by teachers
in a primary school (Midgley, 2022).

Another common challenge is to allocate time for drama integration. The participant teachers of Midgley
(2022) agreed that the most common factor against using drama was the time constraints. They claimed
the underlying reason behind this was the curriculum designed by the Department of Education. In
addition, it can be challenging for both students and teachers at the same time. To illustrate, a STEAM
education study integrating drama revealed that drama integration did not engage all the students in the
classroom and was challenging, demanding, and arduous for some students (Kasbary & Novak, 2024),
which seemed to be a problem for students, but also challenging to manage for the teachers as well. In
terms of the challenges drama integration presents, Toivanen et al. (2012) provided a different
perspective, stating that whether drama lessons were successful or failed depended on three factors: the
teacher’s actions, group structural factors, and external factors. Teachers’ lack of training, lack of
management skills, the group dynamics of the classroom, the classroom shape, and lack of time were
revealed as the challenges of drama. Another study by Irugalbandara and Campbell (2020) also outlined
the challenges in teaching the drama process, which were teacher-related problems, institution-based
problems, curriculum-based problems, and logistical problems. As for teacher-based problems
specifically, teachers’ lack of knowledge and their habit of using traditional educational methods came
forward. Besides, their lack of creativity, lack of flexibility, and time management responsibilities were
challenging in this process. Based on all these, it can be inferred that teachers have great responsibilities
in this regard, and thus, their perceptions regarding drama are of greater importance.

Overall, drama-integrated language learning is a sound approach used in education. In this study,
language teachers were interviewed regarding their viewpoints related to drama, drama techniques, and
drama integration, as they have a great role in integrating drama successfully into language learning.
The benefits and drawbacks of drama-integrated language learning are emphasized as the participants
of this study are expected to further explore these issues regarding drama.

3. Methodology

3.1. Research Design

Among the research design methods, when the main objective of the study is to understand people’s
views, experiences, attitudes, behaviour, and relationships, the use of qualitative methods is the best
choice, and it contributes a different perspective to the research different from quantitative methods,
which rely on measurement and numeric (Pathak et al.; 2013). This study aims to explore the perceptions
of tertiary-level language teachers in terms of drama-integrated language classrooms; thus qualitative
research design was employed. To answer the research questions of this study, in other words; finding
out what the tertiary level teachers thought of drama integration, how they included it in their lessons,
or if they didn’t what their reasons were, etc. needed to be answered in-depth by the teachers to get more
reliable and more valid results.

3.2. Context and Participants

This study was carried out in the 2024-2025 spring term at the School of Foreign Languages, which
serves as the professional setting of the researcher. It provided relevant and accessible context for data
collection. Besides, the motivation to conduct this study was due to the observations made in this school
context, which showed that drama integration into lessons was not frequently done. The participant
teachers were also selected through convenience sampling from this school context, ensuring they were
more familiar with the study's aims. In this school, students attended preparatory classes either
obligatorily or voluntarily. The obligatory group comprised English Language Teaching and English
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Language and Literature department students, whereas the volunteer group comprised Engineering
Faculty students. The teachers of the volunteer group students were excluded, as these students were
mostly Al and A2 level students. Among 18 teachers who were teaching English to preparatory class
students, 11 teachers were chosen who were convenient and accessible. Four of these teachers were
male, while seven were female. Of these teachers, two were English Translation and Interpreting
graduates, one was an English Language and Literature graduate, and eight were graduates of English
Language Teaching departments. The range of their teaching experiences was between 8-14 years, and
none of the teachers were novices.

3.3. Instruments

The data for this study were collected through semi-structured interviews. Semi-structured interviews
include a mixture of the features of both structured and unstructured interviews. Therefore, they include
fixed questions that make room for delving into new issues from the participants' answers and allow
comparison of the interviews (George, 2023). The interviews were conducted with predefined questions
and took 25 minutes on average. They were recorded using a smartphone with their consent. The
interview questions focused on what the teachers knew about drama and drama integration, whether
they employed it or not, what experiences they and their students got out of it, and what they needed or
wanted to learn about drama integration.

3.4. Data Analysis

The interviews were analysed via content analysis. The first step of the data analysis was to transcribe
the recorded interviews. They were transcribed and filed separately. Then, they were analysed based on
the questions. For each question, the recurring themes were categorized and written down. The themes
that were unique in transcripts were also written down to provide a different perspective for the study.
The themes were analysed to see the perception of teachers in terms of drama integration. To answer the
second research question, inferences were made based on these themes.

3.5. Trustworthiness

To ensure the trustworthiness of the study, criteria such as credibility, dependability, confirmability, and
transferability were considered (Lincoln & Guba, 1985). Involvement with the data and systematic
thematic analysis provided the credibility of the study. Managing the coding process transparently
provided the dependability of the study. Dependability was provided through the subjective reflections
of the participants and by discussing the data collection and coding process with some colleagues.
Interview questions were also prepared with the assistance of two colleagues. Lastly, including how the
research took place contextually and the experiences of the participants supported transferability.

3.6. Ethical Consideration

At the beginning of the research process, official consent was obtained from the Rectorship of Firat
University and the School of Foreign Languages. Participating teachers were informed about the study
and asked to provide written consent. They were assured that their identities would remain confidential
and that their names would not appear in the research.

4. Findings

The data gathered through semi-structured interviews (Appendix A) were transcribed and divided into
categories under eight headings based on the interview questions (Table 1).
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Table 1. Categories and codes for the interviews

Knowledge about Drama

Background Information

Classroom Practices

Contributions
) Disadvantages
Categories
Challenges
) Negative
Student’s reactions —
Positive

Effectiveness of Drama

Further Knowledge about Drama

For the first category, knowledge about drama, teachers, in general, knew only role-play activities as a
kind of drama activity. T3 added short theatre plays as an example. Only T4 gave more examples like
improvisation games, script playing, and hot seating.

In terms of background information, they all talked about their university education, and they had a
drama-based course, except for three teachers. T3, T5, and T9 did not have a drama-based course at
university as they did not study English Language Teaching (ELT) department. The other teachers all
had a drama course, but they thought that these courses were not adequate for integrating drama into
their teaching. T6 shared that “We had a course called drama. And there, actually, we performed a play
that we created something on our own. Then we performed it on the stage, and we got some feedback
from our professor. I think it was a great chance for me to understand drama. I mean, what was it like
in reality? But I think when it comes to integration into language learning, it was not comprehensive to
cover everything. ” The others pointed out that they did not remember learning useful things or anything
enough to use in their teaching. Moreover, an ELT graduate teacher said, “Our teachers from our
department didn't offer that course. It was a teacher from a different department, probably preschool

’

teaching, I'm not sure. She was a professor. It was in Turkish, it wasn't an English lesson.’

For the classroom practices, according to their knowledge about drama, teachers used only role-play
activities in their classes, except for T4. T10 pointed out that he did role-play activities only if it was in
the syllabus; otherwise, he did not prefer integrating drama into his lessons. When teachers were asked
about the frequency of these activities, it was seen that they mostly did them when it was a necessity of
the book or the syllabus. T4 and TS5 said they were doing drama activities almost every lesson and
whenever they had time. Although most of the teachers did the same activities from the coursebook they
used, they differed in terms of how they did these activities. Some of them just did what the book or the
syllabus said and let the students do role-play, while some of them made them write scripts and do role-
play. Also, some made the students perform in front of the class, while some just asked them to read the
sentences from their books or notebooks, sitting in their chairs. T1, T7, and T10 did the activities by
making the students read the dialogues and sometimes swapping the roles between students. T2 and T10
preferred not to do role-play activities if it was possible. T3, T6, T8, and T9 did the role-play activities
in the book, and when they had time and appropriate context, they diversified the activities by either
asking students to write the dialogues, asking them to act out in the class, or swapping the roles. Unlike
the others, T4 and T5 utilized artificial intelligence (AI) for prompts or for preparing different
conversations, then their students did role-play activities with the help of technology.
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When they were asked about what the contributions of drama activities were to their teaching, they all
agreed that it was beneficial for their teaching and their students, even the ones who were hesitant to
integrate drama-based activities. They all agreed that drama-based activities improved speaking skills
and pronunciation. They thought they made the learning environment more enjoyable and kept students
more creative and engaged. T5 believed that “it's kind of a boost for motivation and then maybe to learn
pragmatics, different contexts. And I think it's useful for all the skills.” T11 pointed out the authenticity
of role-play activities, saying, “Role plays are really authentic. So they will have a chance to feel like
they are in a supermarket or a different context. So it would be really easy for them to practice in more
like a real-life situation.” T3 supported that “As a teacher, you see that they apply the things that you ve
taught. So it's kind of a good moment. You're proud of your students. But when you look from the students’
perspective, they also see that they are doing something. Instead of just reading and studying grammar,
they do something they produce.” T10 focused on their benefits for students; “they are improving their
sense of empathy because they are thinking themselves as a different person and talking from this
person’s mouth to express themselves.” T2 proposed an ideal classroom practice; “if it is not teacher-
oriented but student-oriented, I mean if we do not give them some certain dialogues, if we want them
just to create the dialogues, of course it can improve their vocabulary and grammar. And they can fill
themselves more comfortably, especially while they are playing a different role, a different character. So
they don't need to feel shy. It can help them to improve their personalities and lots of language skills.”

Along with the benefits, the teachers were also asked if drama integration had any disadvantages or not.
One of the disadvantages mentioned was by T1, who said that these activities were mechanical to some
extent and required memorizing, so they were not useful all the time. T10 described himself as not
interested in drama integration, so he thought it might be a disadvantage for him to do drama-based
activities. Agreeing with T10, T2 also felt herself not enthusiastic about the integration of drama, thus
she thought she might affect the views of students as well. According to T4, drama integration could
cause noise. Thus, it might sometimes be difficult to manage the class and tiring for the teacher. T11
emphasized the importance of choosing a suitable activity; otherwise, it could be a disadvantage for
students. T5 and T6 considered drama-based activities, time-consuming as they required a lot of time,
and follow a fixed syllabus. T7 believed the drama activities in the book were not authentic, so they did
not prepare learners for real-life situations. However, T3, T4, and T8 considered drama-based activity
as not having any disadvantages.

Time management, the syllabus and coursebook, and students’ reactions were cited as the main
challenges drama integration posed for the teachers. First, as aforementioned, drama integration was
seen as time-consuming by some teachers. T3 presented the problem as “7o plan it, you need time. Of
course, you need to think about the activity. Is it suitable for students? Is it attractive for them? Will they
like it or not? You should think about all these questions. Is the number of students enough? Is there
enough time? So you should think about lots of things at the same time. So it's not an easy process.” T6
also commented, “/ think [ would particularly focus more on this issue about such an activity type
because, you know, drama activities might take so much time. So we have to plan it very carefully so as
not to exceed the time required for such an activity.” T10 also supported this: “You have to prepare the
activities and the process before the classroom. This is a time-consuming thing. And this is also the case
with the classroom. It takes time management. You have to give the instructions clearly. You need to
think about whether this is a suitable activity, if I'm going to manage the process correctly, and whether
my students will like it. You have to take into consideration so many things.”

Next, the coursebook and syllabus used in these classes were considered a barrier by most of the
teachers. T1, T7, and T10 were not entirely dissatisfied with the coursebook; however, they supported
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an improvement in the content and teachers’ books. The others considered the book partly adequate in
terms of drama activities, and some teachers reflected that the book needed more ideas and orientation
for better drama activities. T6 claimed that “The coursebook needs to present creative, interesting, and
motivating activities for students. But these are just simplistic things. They are just simple, superficial
activities.” T9 revealed that “It (the coursebook) does not provide any supporting training or
information,; how to do it, how to do it efficiently, what to expect at the very end, and how to get maximum
benefit from those drama activities.” T2 pointed out, “ [ really don't think it gives us sufficient
information about role plays, and I don't think it encourages us to do this more in the lessons. Maybe
our teacher’s book can motivate us to do this differently, but we are always searching for it on the
internet to find some really creative ideas.” T8 added, “It doesn't teach students how to build a dialogue
with a stranger or in a social context, but it gives prompts, enough prompts to do that at least once in
every unit we can come across.” TS5 recommended, “Maybe the word sufficient cannot be the right word.
But, I think there are a lot of exercises we can do as drama. We can turn them into drama. I think they
are adaptable, and we can be mediators. We can adapt them.” The teachers spoke with a single voice
in terms of the syllabus, as it was seen as a bigger challenge for teachers. They all agreed that the defined
syllabus did not give them space for integrating drama or diversifying drama activities.

Students’ reactions were a twofold issue uttered by teachers; in some cases, demotivating, and in some
cases, encouraging. First, the teachers talked about shy students who did not want to attend these kinds
of activities that required active attendance and performance. Every teacher had a different way of
dealing with them. T4 expressed her experience as “Of course, I don't force them. I excluded them,
unfortunately, because I tried to force, but it didn't work. So, I excluded them. I feel that they get bored,
but there's nothing to do with them. It's their own responsibility, and I do the activities with the eager
ones.” T1 and T7 asked their students to do role-play activities mostly in their seats instead of being in
front of the class, not to increase their affective filter. However, T8 preferred to force them even if they
were not eager and did not get negative reactions. T2 proposed, “They feel so bored. Even when they are
doing role-play activities, when they are speaking to each other, they tell me, < Teacher, this is not useful
because we want you to correct our mistakes, and we do not want to go on this conversation like this.>
For example, while doing such role-play activities, they don't make any mistakes. Because, as I said
before, all the things are similar. All the things are the same, they find them really boring. Instead of
them, they prefer other speaking activities like discussion.” T4 compared her current students with the
students of the previous year and indicated that, because of the majority of shy students, she hesitated
and even skipped doing drama-based activities this year. Sharing the same class, T3 also gave up doing
drama-based activities due to the shyness and mood of the students. On the contrary, T9 shared her
drama integration experience with her students, lasting one school year. Her students were fairly hesitant
in the beginning, especially shy students. She designed the activities based on students’ individual
differences.

In time, they got used to their friends and doing drama-based activities every week, and they showed
positive reactions afterward. TS5 also shared how she did these activities to express her students’
reactions, “For the first weeks, they just read and act, not memorize or perform them, so most of them
like it. I use these activities as an icebreaker. I use them to make them know their partners because they
do almost all the exercises with their partners. But if I ask them to perform in front of the class or
memorize, I can see very unhappy faces and panic. Literally, I can see the panic. However, when they
try more, they get used to them. If I start to adapt the short ones and just one or two-sentence dialogues,
they get more and more engaged. ” Similarly, T6 stated, “Most of them, I think, have liked those activities.
Maybe in the beginning, they were reluctant to do something about that. But while they were performing
their dialogues or role plays, I saw they were having fun. Because sometimes we got really into funny
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stories, and they laughed at each other. I saw how they worked together, they laughed at how hilarious
they were and how entertaining things they were coming up with.” T11 also claimed that students liked
these activities, and these activities were good chances for them to practice in real-life situations. Lastly,
T8 revealed, “I haven't had any negative experiences, even with the students who are less eager to do
that activity because they can see that nobody is better than the other in the class. The level is almost
the same. Some students have really nice pronunciation or a wide range of vocabulary, and they can use
it. But this doesn't demoralize the other students because they can comment on each other's speech, and

>

mostly they have fun.’

In terms of students’ reactions, the teachers were also asked about what factors affected the drama
integration: age, proficiency of students, or personality of students. It appeared that a consensus existed
among teachers regarding the most effective factor for drama integration, and it was the personality of
students. They reported that when they were shy, not eager, or introverted, it was very difficult
sometimes to encourage them. T2 stated personality and proficiency were equally effective: “Almost
equal because, as I said, shy students do not want to do this. But if their level is really low, if they can't
speak fluently, then they will feel really shy, and they will be afraid of making mistakes. Thus, they won't
want to perform.” T4 considered personality as the most effective factor and proficiency level as the
second most effective factor. On the other hand, they did not think that age was a factor, probably
because the age range of the students is relatively narrow, generally between 17 and 21 years old.

Lastly, the teachers were asked what they would like to learn about drama and drama integration. When
they were asked about their knowledge of drama in the beginning, they reported that it was limited to
role-play activities to a great extent. Thus, they expressed their willingness to be informed more about
drama activities. In particular, they were willing to learn activities directly aimed at fostering language
learning. T3 wished to learn how she could use drama activities in language learning. T6 would like to
learn drama activities specifically to motivate shy and introverted students. She explained, “They
hesitate to express their feelings easily. They have difficulty expressing their ideas. I think drama
activities give them some sort of a new identity, and they take roles and imagine themselves within a
different situation. I think this new identity will help the students to overcome their fear of making
mistakes, their fear of speaking in front of others, or their fear of sharing ideas with others.” T7 wanted
to learn what drama activities contributed to both students and teachers. T11 would prefer to be informed
about what drama activities would help improve the human mind. However, T1 was hesitant as he
thought it would be difficult to utilize more drama activities depending on the context, syllabus, and the
students. T10 was also impartial for more knowledge about drama, as he considered himself not capable
of drama and acting.

5. Discussion

This study aimed to explore teachers' perceptions of using drama activities in language teaching and to
draw implications based on these perceptions. Primarily, it was hypothesized that in this context, drama-
based activities were not being done or rarely done; however, based on the interviews with the teachers,
it was seen that the application of drama-based activities was in a considerable amount. While some
teachers seemed impartial in integrating drama into their classes, some were quite willing and in avid
interest toward the idea. Overall, the teachers’ perceptions were positive toward drama and drama
integration, in line with the literature research (Bsharat, 2021; Dal, 2017; Giiler and Kandemir, 2015;
Tajareh and Oroji, 2017; Ustuk and inan, 2017; Uyumaz, 2020; Kalkan, 2024).

Looking at the classroom procedures conducted by these teachers, there was a diversity, depending on
the teacher, the students, and the syllabus. Some teachers preferred a traditional passive attendance of
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students in which students just read some dialogues in their seats, while some teachers asked them to
perform the dialogues in front of the class. Besides, some teachers asked their students to write the
dialogues themselves, which entailed productivity and creativity. Moreover, some teachers used more
than role-play activities, such as short plays, acting out the story books, improvisation, spontaneous
dialogue acting, and hot seating. What differed between them in terms of these procedures would be
difficult to deduce by only analyzing their interviews; thus, their background and personalities might be
important factors in their choices of teaching methods. To show the importance of teachers’ identities,
Varghese et al. (2005) pointed out that understanding language education requires insight into teachers
themselves, including the professional, cultural, political, and individual identities they embrace or that
society attributes to them. To illustrate, T4, who used drama-based activities the most in that school,
who uttered different drama-based activities the most, and who put on two short plays on stage in that
school, explained her interest in drama with her personality and background while talking about the
planning of a drama activity “I¢ is not difficult, I can create an activity, a role-play activity. When I see
some topics in the book, I don't need any preparation before, I don't need them. This is based on the
personality of a teacher. Then yes, maybe I love fun. I love fun activities. If I get bored, then my students
will get bored.” On the other hand, T11 claimed that drama was not “his cup of tea,” explaining why he
was impartial toward drama integration. T8 asked all her students to actively participate in these
activities without any objection, while T4 and T6 let them do so in the way they felt comfortable. It is
evident that teachers’ personalities affected their way of teaching.

Teachers’ educational background also affected their drama integration. Teachers with training and
educational background related to drama tend to integrate drama in their teaching more and more eagerly
(Sanchez et al., 2022) Also, teachers who have formal training in drama are better equipped to use drama
activities effectively, resulting in improved student participation and learning achievements (Lee et al.,
2020). Ali’s (2024) study revealed that teachers faced challenges in gaining a solid understanding of
drama theory and applying drama techniques, which suggests that university drama courses in pre-
service teacher education may not have fully met their needs. In line with this result, teachers mostly
reported having a drama course at university; however, they reported that the lessons were not effective
and practical, but rather more theoretical. They would like to be informed more about drama activities
to be used specifically in language classes.

Philips (2003) contended that the integration of drama and drama activities into the language-learning
process had fruitful results and was remarkably effective in speaking and communication. Accordingly,
in terms of gains of drama integration, the participant teachers were all on the same page, supporting
that it enhanced language learning, as Zyoud (2010) proposed that utilizing drama techniques in the
classroom allows foreign language learners to actively engage with the language in meaningful and
contextualized ways. Sirisrimangkorn (2018) found that project-based learning through drama enhances
speaking skills by increasing practice opportunities, providing a functional context, and boosting
motivation and confidence. In agreement with this, nearly all the teachers supported that drama activities
fostered speaking skills and communication. Another gain of drama was creating an enjoyable
classroom atmosphere for students, as supported by Hu (2011), who described drama-based activities as
fun and entertaining.

On the other hand, contrary to their comments on drama integration and their awareness of its benefits,
it was seen that some teachers limited themselves to the only activity presented by the coursebook, role-
play activities. Apart from three teachers out of the participants, some teachers confined themselves to
the activities presented by the coursebook, which could be seen once in two units. Besides, the drama-
based activities in the book, which were role-play activities, required reading, performing the dialogues,
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and changing the roles instead of creating new dialogues. The book enabled changing some minor details
in the conversations without changing or adding the basic forms; thus, it did not make room for creativity
and production but rather just imitation. Richards and Rodgers (2001) described the audio-lingual
method as entailed dialogues containing contextualized structures and repetition, and the procedure of
drama-based activities was mostly not different from this. Despite being confined to this activity,
teachers were dissatisfied with this limitation of the book. In Hahl and Keinanen (2021), the coursebook
was also considered to be constrained, and thus, the need to include more and various activities for
different levels of students was emphasized for the benefit of teachers. Another factor affecting their
confinement to a specific activity was the syllabus, which did not make much room for extra drama-
based activities. The teachers also found drama activities time-consuming and needed preparation based
on their busy syllabi. Correspondingly, the participants of Baykal et al. (2019) outlined some drawbacks
of drama, and being time-consuming and requiring long teacher preparation were among them.

In terms of students, teachers had both positive and negative reactions to integrating drama into their
lessons. The biggest problem was the students’ personalities, in particular, they were shy or introverted
(Gaurdart, 1990). Ali (2024) indicated that shy students could have difficulty in expressing themselves;
however, thanks to drama activities, they could be more confident, less afraid of making mistakes, and
better in communication skills. Reinforcing this idea, some teachers reported that their students felt
better and less anxious in these activities as they got used to them. One of the participants from Ali's
(2024) study expressed, “The biggest problem is that they are shy because they think their peers will
make negative comments on their use of language. That is a problem even for adults. We are afraid of
being judged by others when using the language. When students do role-play, however, they are more
motivated to speak. I guess they believe that the one that makes mistakes is the character, not
themselves” (p. 40), which directly aligned with what the participant teachers shared in the interviews.
Consistent with this, Atas (2015) concluded that drama activities helped students feel less shy, less
anxious, and more comfortable.

Based on the negative and positive reactions of the students, as mentioned earlier, and the research cited,
it is inferred that teachers have a big responsibility to encourage and engage students in these activities,
which can be associated with the last part of the interview, where the teachers were asked about what to
do further regarding drama integration. As proposed by Kalkan (2024), English language teachers need
to be encouraged to explore and incorporate drama techniques into their teaching methods to enhance
students' foreign language learning process. In a similar vein, Ikinci (2019) suggested that in-service
training programs by the Ministry of National Education should prioritize drama techniques, allowing
teaching staff to periodically enhance their practical experience and reinforce their existing knowledge.
The participant teachers reflected on their lack of knowledge related to drama and drama integration and
their desire to learn more activities specifically for fostering language learning. Hahl and Keinanen
(2021) exemplified the Finnish National Agency for Education, which emphasized that regular in-
service training is essential for language teachers to refine their skills and integrate creative methods
into advanced teaching tasks. The effectiveness of drama education relies on teachers' skills, group trust,
and engagement, as previous experiences shape future expectations, influencing both students' and
teachers' perceptions (Toivanen et al., 2012). Although it may sound challenging for teachers, drama
integration effectively encourages every student to take a more active role in learning the language
process (Hu, 2011). Setting forth to outline a drama-integrated syllabus for teachers, Ali (2024)
concluded that the syllabus needed to cover key areas such as theoretical knowledge of drama
techniques, their application in ELT, classroom management strategies, and effective planning and
implementation of drama-integrated lessons, which corroborated what the participant teachers needed
for a better drama integration into language learning.
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6. Pedagogical Implications

The findings of this study highlight some important pedagogical implications for integrating drama
activities into language teaching. To begin with, it is evident that teachers need training in terms of what
drama integration is, what kind of activities need to be integrated, and how the syllabus needs to be
adapted for the integration of drama. For the current teachers, workshops or teacher training focused on
drama integration or drama pedagogy need to be utilized. This is further validated by Ali (2024), who
came up with the idea of in-service training, in which teachers would be equipped with techniques and
methods for planning and implementing drama activities, to maintain their professional growth and
widen their understanding.

Furthermore, the primary focus needs to be on pre-service teachers’ education. As reflected by the
participant teachers, the existing drama courses at universities are not effective and practical for raising
pre-service teachers’ awareness and expanding their knowledge regarding drama integration and drama
activities. Therefore, the curriculum and the content need to be improved so as to equip them with the
required knowledge and prepare them for their future students. The content of the course in the
curriculum needs to include a variety of different drama activities specific to language learning, how to
encourage students, how to plan a drama activity, how to present and implement the activity, how to
diversify the activity and its procedure, how to manage time and the students, and how to make students
think creatively and critically.

The current study aspired to provide a different perspective on the issue of drama integration from the
eyes of language teachers. As a qualitative study, its purpose was to open a wider window into the ideas
and experiences of teachers and to show the big picture comprehensively, both to the language research
field and to the teachers themselves. This study matters as it puts forward for language teachers a very
effective method serving the aim that they set their heart to: enhancing the language learning process.

7. Conclusion

Setting forth with a hypothesis that the tertiary-level language teachers did not utilize drama-based
activities adequately in the language learning process in this context, the current study sought to explore
the perceptions of tertiary-level language teachers regarding drama integration. The secondary objective
was to explore some implications based on these perceptions. Being a qualitative research study, the
study was based on the interviews conducted with tertiary-level language teachers. The results showed
that the teachers had positive ideas regarding drama integration as they considered it promoted language
learning, and the implementation of drama activities was more than anticipated. However, in practice,
the drama integration into learning was limited to role-play activities mostly. Still, some teachers were
trying to perform various or more creative activities. The teachers reported that their students mostly or
gradually had positive attitudes toward drama activities, although some students were reluctant to
participate. Students’ personalities, the coursebook, the syllabus, time management, and their
educational backgrounds were considered to pose an obstacle to effective drama integration. Being
aware of their limited knowledge regarding drama and drama integration, they expressed their desire to
be informed more about drama activities that would enhance language learning.

8. Limitations and Suggestions

This study is limited to one group of teachers, comprised of eleven participants working for a state
university, and focuses on tertiary-level students. Therefore, future research may include more teachers
and more contexts to reach a more generalized result. Furthermore, exploring students' perceptions could
enhance the understanding of drama integration by adding a learner-centered perspective and by
enriching the analysis of drama integration.
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Appendix

Interview Questions

1) What drama activities (role-plays, improvisations, storytelling, etc.) do you know that can be used
in language learning classes?

2) What contributions can drama activities make to your teaching/classes?

3) Do you think integrating drama activities into your classes may be a disadvantage for language
learning? / Do you think there are possible disadvantages to integrating drama activities into your
classes?

4) Based on your educational background, do you feel that you have received adequate training or
coursework to effectively integrate drama into your teaching?

5) Do you think your syllabus or coursebook provides you with sufficient information or activities
regarding drama activities?

6) What drama activities do you use in your classes?

7) How often do you use drama activities in your classes?

8) How would you describe the process of preparing a drama activity? Do you think that the process
of preparing a drama activity is difficult?

a. If yes, what are the difficulties?
b. What makes it easy?
9) How do you manage time for drama activities in your classes?
a. If you allocate enough time, what strategies do you use to achieve this?
b. If not, what challenges or barriers prevent you from integrating drama into your lessons?

10) What are the reactions of your students when you present a drama-based activity in your classes?
(What would be the reactions of your students if you presented a drama-based activity in your
classes?)

11) What factors (e.g., age, proficiency level, or personality of students) influence the effectiveness of
drama activities? Could you explain why?

12) Do your students’ reactions toward drama activities affect your view of integrating drama into your
classes? If yes, how are you affected?

13) What kind of drama activities would you like to integrate into your classes?

14) As a teacher, what aspects of drama would you like to learn more about or explore further?
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Abstract

Using literary works in ELT lessons has been debated for years. It has positive effects on students.
Moreover, literary works, such as short story, poems, songs, novels, articles and plays can affect
students emotions and critical thinking so, learning becomes permanent. Especially, poetry is a good
material for students thanks to its thyme and rhythm in it. This study aims to see the opinions of the
high school ELT teachers about using poetry. For the purpose of the study, a four-questioned
interview was made with seven teachers working in the high schools in Alacam, Samsun.

Keywords: Literary works, poetry, ELT lesson

1. Introduction

Although there are lots of advantages, poetry is not used in ELT classes effectively. Its reasons can be
shown as burden on teachers, lack of enough time, students levels, interests and motivation. As a
general term, there are research and studies about using literature in ELT lessons. These studies
indicate that teachers and students have positive attitudes about using literature in teaching and
learning English. However, it has seen that teachers don’t use poetry in their lessons. Moreover, in the
course books poetry doesn’t take part as an authentic material. The aim of this study was to find
answers for these questions:

1.What do teachers think about using poetry in their lessons?
2. Do they use the poems in the course books?
3. Are the students willing to participate in the lessons if there is poetry?

2. Literature review

For years the use of literature was ignored. Generally, teaching and learning grammar were important
for teachers and learners. However, using literary works has gained importance thanks to
communicative approaches and other students centred approaches such as collaborative learning,
problem-based learning and project-based learning. The most important thing in language learning has
become communicating and expressing oneself confidently. For an effective lesson, students must be
active in lessons. Teachers must have useful and appealing activities for students. Poetry, like other
literary devices, is an effective tool to be used in activities. As a literary genre, poetry can be applied
in language classes because of ensuring as an important instrument for learners to express their own
opinions and feelings (Hayirsoz, 2015).

ELT teachers know that using authentic materials in classes is important. Poems are good authentic
materials. Poetry develops imaginative thinking and encourages students to employ certain interpretive
skills while reading, such as guessing on the symbolic significance of certain words rather than
concentrating on their literal meaning (Seis, 2023). According to Hess (2003) poetry generates
students’ interest and their participation which no other text can produce. Poetry fosters personal
involvement (Heath, 1996) since it provides an unfathomable reservoir of materials that offer students
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opportunities to identify and assimilate their personal feelings with universal themes of human
concerns and express them spontaneously (VK & Savaedi, 2014).

Using poetry in language classes has a lot of advantages. It is useful for teaching culture. We can see a
nation’s culture through reading its literature. Poetry can help to enrich language. It fosters students’
grammar and four language skills. Also, another important effect of poetry in language classes is its
enrichment creativity and enjoyment.

Culture: poems provide a cross-cultural awareness which in turn assists learners to acquire fluency in
target language (Lazar, 1996). Language enrichment: Sara¢ (2003) explains that educational benefits
of poetry are a) Providing readers with a different viewpoint towards language use by going beyond
the uses and rules of grammar and syntax. b) Stimulating unmotivated readers to speak out owing to
being so open to explanations and interpretations. ¢) Making students familiar with figures of speech.
Meaningful context helps students learn, use and remember the vocabulary more effectively (Lazar,
1996). Enjoyment and creativity: poetry can promote creativity and a more positive learning
environment (Khansir, 2012).

According to McKay (1982), unlike the typical classroom topics, poems encourage students in
developing their creativity and also, he pointed out that poetry serves as a good model for creative
writing or at least it can help learners enjoy ELT classrooms. Poetry could be used as a rich source to
teach creative language in use, vocabulary in a context, syntax, pronunciation, figures of speech,
stress, intonation, and rhythm (Aydinoglu, 2013; Higsmanoglu, 2005). According to Sarag (2003),
poetry offers various pedagogical benefits, including introducing students to figures of speech (like
metaphor, simile, personification, irony, and imagery). It also offers readers with a fresh perspective
on the use of language, reaching beyond the familiar use and rules of vocabulary, grammar, and syntax
(Sarag, 2003). Poetry could help unmotivated learners to explore different interpretations and
encourage personal involvement by evoking feelings and thoughts (Hismanoglu, 2005).

3. Methodology

Seven ELT teachers working in the high schools in Alagam took part in the study. A four questioned
interview was used with the permission taken from Ozan Deniz Yalginkaya who developed this
interview about using literary works. Again, with his permission, the interview was changed, and the
questions were asked as poetry not literary works.

Interview Questions

1. Do you think using poetry in EFL classes improve students’ four skills? If yes, how?

2. What are the strengths of using poetry in EFL classes for your students’ English learning?
3. What is the weakness of using poetry in EFL classes for your students’ English learning?
4. How is your students’ motivation in English classes in terms of using poetry?

In addition to these questions, some sub-questions were asked; gender, age, the university department
they graduated from and their service years in MEB.

4. Results and Discussion

In the light of the teachers’ opinions about using poetry in English lessons, they all have a positive
attitude to use poetry in ELT no matter what department they had graduated. They think that it is an
effective material to use in lessons since it motivates students to think critically and to be creative.
Also, the students have fun in their lessons. Most of the teachers answering the interview questions
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think poetry has much more advantages than disadvantages. They generally agree with each other on
the subject that the weakness can be students’ level, interest and motivation in order to use poems in
lessons. On the other hand, some teachers having the experience of using poetry in classes said that
their students really had fun without any problem in understanding the poem or in writing a poem. On
the contrary, the students were said to be good at criticize and evaluate the poems of their own and
their friends’.

According to the information taken from interview, poetry is seen useful and efficient material for
English lessons since it can easily catch the students attention and can broaden their minds so they can
look from different point of views. They expressed that the students could develop their cultural
knowledge both in their mother tongue and target language. Another advantage of using poetry
mentioned by the teachers is that the effect on their grammar knowledge and their language skills. It
was stated by the teacher that students can learn new words with their pronunciation, new grammar
structures in the poems. Also, they can write the true spelling of the words. Poetry is mentioned as a
perfect way by the teachers to make the students think critically and create new poetry examples or
other literature genres. The teachers talked about the negative experiences they had while using poetry
such as students’ level and lack of knowledge on their own mother tongue. However, these obstacles
can be dealt by picking up suitable poetry samples for the students’ level and understanding.

5. Conclusions

As parallel with other studies and research, this study shows that ELT teachers have positive attitudes
about using poetry in ELT lessons. They think that poetry fosters students’ language skills, creativity,
cultural competence, emotional intelligence both on the target language and their mother tongue. Thus,
students can overcome the shyness they have while using English when they get the power of able to
talk about a poem and to create their own poems. With that point of view, it can be said that the book
used in the lessons can have more poems. And the teacher can be given the chance to get the
experience about how they can use poems in their classes.
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Abstract

This study evaluates the integration of the Ministry of National Education's (MoNE) ten core values—
justice, friendship, honesty, self-discipline, patience, respect, love, responsibility, patriotism, and
altruism—within the 10th-grade English coursebook and workbook 2024 edition. Using qualitative
document analysis, the findings reveal that while values such as Respect, Responsibility, and Patriotism
are prominently featured across the units, others like Justice, Love, and Patience are less emphasized.
The analysis highlights the effective use of cultural, historical, and contemporary contexts to align the
content with MoNE’s Values Education Framework. However, the distribution and depth of value
integration are uneven, echoing critiques in previous studies of values-based education in Turkish
curricula. Comparisons with prior research underscore the need for more comprehensive and reflective
approaches to fostering students’ understanding and internalization of values. Recommendations are
provided to enhance the holistic representation of core values in future curriculum development,
emphasizing interactive activities and collaborative learning strategies. This study contributes to
ongoing discussions on values education in EFL materials, highlighting its potential to support both
academic and personal development in secondary education.

Keywords: Values education, Ministry of National Education (MoNE), cultural and historical contexts,
core values

1. Introduction

Values education is viewed as essential for cultivating both personal development and social cohesion.
Values function as guiding principles that shape individual emotions, thoughts, and actions in relation
to oneself and others, thus supporting moral and virtuous personality development. Furthermore, values
guide individuals in their interactions with their communities, fostering a harmonious relationship with
their social and physical environments, ultimately contributing to "Peaceful Family and Society" and
"Peaceful Individuals in a Livable Environment" as overarching societal goals.

In line with this model, values are embedded in a cumulative and developmental manner within the
curriculum, enabling students to internalize them throughout their educational journey. This holistic
approach facilitates students' active engagement with values, supporting their development as well-
rounded individuals who are prepared to contribute positively to their communities (MoNE, 2024).
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Integrating Core Values into Turkish Education: An Overview of the MoNE Values Education
The Turkish national education system aims to equip individuals, central to the educational mission,
with essential skills for current and future societal benefit, emphasizing values that promote not only
personal growth but also societal harmony. This educational approach encourages scientific inquiry,
cultural awareness, aesthetic sensitivity, and ethical behaviour, grounded in universal values and guiding
principles that foster balanced and culturally enriched lives (MoNE, 2022). These principles help
individuals make sound decisions and embody high-level ideals that promote both personal and social
well-being.

The role of education extends beyond knowledge acquisition to nurturing individuals who embody and
practice these values in daily life, thereby becoming good citizens and contributing positively to society.
Schools are viewed not only as academic institutions but as microcosms of society, where students
internalize national and universal values in a real-world context (MoNE, 2022). This experiential
learning process in schools enables students to mirror societal structures and expectations, reinforcing
values through direct interaction with the educational environment.

The curriculum aims to help students transform the values, skills, and knowledge they acquire into
behaviours that serve both personal and societal purposes. By encouraging a sense of responsibility and
community awareness, students learn to make positive contributions to themselves, their families, and
society at large. Core values identified in the curriculum include justice, friendship, honesty, self-
discipline, patience, respect, love, responsibility, patriotism, and altruism, each serving as foundational
pillars that guide students’ development into conscientious citizens (MoNE, 2022).

Values Education in Language Teaching

Values education has become an increasingly important component in language teaching as educators
recognize the need to foster moral and social development alongside linguistic skills. Language
classrooms provide an ideal setting for values education because language is deeply intertwined with
cultural beliefs, social norms, and ethical considerations. By integrating values into language instruction,
educators can help students understand and navigate diverse social contexts while promoting positive
character traits and responsible citizenship (Yusof & Hashim, 2022).

In the context of language learning, values education can enhance students' cultural awareness and
empathy. Byram (1997) suggests that intercultural competence, an essential goal in language education,
involves both understanding and respecting others’ values, fostering attitudes such as tolerance and
open-mindedness. Teaching language through texts and activities that emphasize values such as respect,
empathy, and responsibility allows students to connect with the target language culture on a deeper level,
promoting not only linguistic proficiency but also ethical understanding and intercultural sensitivity
(Liddicoat & Scarino, 2013).

The integration of values education in language teaching is also essential for developing students' social
and emotional skills, which play a significant role in successful communication. Social-emotional skills
such as cooperation, patience, and responsibility support both language acquisition and personal
development, as students learn to engage thoughtfully with their peers and the broader community.

In Tiirkiye, the Ministry of National Education (MoNE) has emphasized values education within the
language curriculum, recognizing its potential to support holistic student development. Values such as
respect, responsibility, and integrity are infused into language coursebooks and activities, aimed at
developing students who are not only proficient in English but also morally and socially aware (MoNE,
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2022). Language educators are encouraged to integrate these values into lesson plans and assessments,
providing students with practical ways to apply values in real-world contexts, thereby fostering skills
that extend beyond language proficiency to character development and intercultural competence.

In summary, the inclusion of values education in language teaching enhances students’ intercultural
understanding, personal development, and social-emotional skills, ultimately creating a more rounded
and empathetic language learner. By recognizing the integral role that values play in language education,
educators can contribute to students’ growth as both communicators and compassionate individuals.

10 CORE VALUES according to MoNE’s Values Education Framework:
1. Justice: Justice refers to fairness and moral equity, where individuals are treated according to
their rights and responsibilities. In education, teaching justice involves encouraging students to
respect fairness in their interactions and decisions, fostering an understanding of equality and
impartiality (Rawls, 2001).
2. Friendship: Friendship is defined as a mutual and voluntary bond of affection, trust, and support
between individuals. In the classroom, friendship promotes cooperation and emotional support
among students, contributing to a positive and inclusive learning environment (Hartup & Stevens,
1997).
3. Honesty: Honesty involves truthfulness, integrity, and transparency in one’s actions and words.
Educators promote honesty by encouraging students to take responsibility for their actions and be
truthful, which helps in building trust within the learning community (Smetana, 1999).
4. Self-discipline: Self-discipline is the ability to regulate one's own behaviour, emotions, and
impulses in pursuit of goals. In educational settings, self-discipline is essential for managing tasks,
maintaining focus, and achieving personal and academic objectives (Duckworth & Seligman, 2005).
5. Patience: Patience is the capacity to accept or tolerate delays, challenges, or suffering without
frustration. In a learning environment, patience is vital for perseverance in the face of academic or
personal obstacles, helping students to maintain motivation and resilience (Schnitker & Emmons,
2007).
6. Respect: Respect involves recognizing the inherent worth of others and treating them with
consideration and regard. Teaching respect in education fosters a respectful classroom culture,
where students appreciate diversity and maintain positive relationships (Schaefer et al. 2021).
7. Love: Love, in the educational context, refers to empathy, care, and kindness for others. When
encouraged in classrooms, love helps students develop a sense of community, emotional support,
and concern for the well-being of others (Ghiasvand & Sharifpour, 2024).
8. Responsibility: Responsibility is about being aware of and accepting one’s duties, making
decisions, and fulfilling duties to oneself and others (Kuhlmann, 2022).
9. Patriotism: Patriotism is a sense of pride and loyalty toward one’s country, coupled with a desire
to contribute to the common good. In education, patriotism encourages students to understand civic
responsibilities and respect their national heritage (Malkog & Oztiirk, 2021).
10. Altruism: Altruism is selfless concern for the well-being of others. In classrooms, promoting
altruism can help students develop empathy and a habit of supporting peers and contributing
positively to society (Batson, 2011).

2. Literature Review

Values education is a central focus in Turkish educational policy, and recent studies have examined its
integration across a variety of subjects and educational levels. These studies provide insights into how
values are addressed and embedded in different educational settings and materials yet highlight both
successes and areas in need of further development.

145



Proceedings Book
10th International KTUDELL Conference: Language, Literature, and Translation
29-30 May 2025, Karadeniz Technical University, Trabzon, TURKIYE

Several researchers have emphasized the need to critically analyze EFL coursebooks for the values and
cultural messages they convey. For example, Toprak and Aksoyalp (2015) examined the representation
of culture in English language teaching materials. Similarly, Ulum and Bada (2016) conducted a content
analysis of EFL coursebooks to evaluate the presence of cultural elements, emphasizing the role of
educational materials in shaping learners’ worldview. Building on these studies, the present research
employs a qualitative content analysis approach to examine how the 10th-grade English coursebook
reflects the ten core values outlined by the Turkish Ministry of National Education in 2024. This study
contributes to the growing body of literature that explores not only linguistic but also sociocultural and
ethical dimensions of language education.

In examining values-based education in English as a foreign language (EFL) coursebooks, (Ertiirk,
2020) conducted a study to deepen the understanding of how values are incorporated into secondary-
grade EFL materials in Tiirkiye. Using a qualitative approach and document analysis, Ertiirk scrutinized
four secondary-level EFL coursebooks, revealing that the distribution of values is uneven, with emphasis
primarily on raising superficial awareness among students rather than fostering a profound
internalization and comprehension of these values. The study suggests that current curriculum
frameworks, as updated by the Turkish Ministry of Education (MoNE) in 2018 and implemented in
textbooks in 2019, could benefit from a more detailed and balanced integration of values into the content
of EFL coursebooks.

This research highlights a growing interest in values integration within language teaching curricula and
points to a need for curriculum developers, coursebook authors, and educators to create more
comprehensive approaches that engage students in meaningful reflection and discussions about values.
Despite the advancements made by the 2018 curriculum revisions, a gap remains in fostering students'
deeper understanding and critical engagement with values, signalling a broader need for studies focusing
on values education.

Kilig and Kemiksiz (2024) analyse Turkish as a Foreign Language (TFL) coursebooks, revealing the
frequency and distribution of core values such as altruism, honesty, and self-control within reading texts
at B1 and B2 levels. Through content analysis, they identify 723 core value instances across three major
coursebook series, with altruism, honesty, and self-control being most prevalent. Their findings
underscore the effective representation of values but also suggest a varying emphasis across value
categories, which may affect the holistic integration of values in language education.

Kiling (2022) evaluates the preschool education program in Tiirkiye, focusing on values education
practices from teachers' perspectives. Findings indicate that values like love, respect, responsibility, and
honesty are readily taught, often through visual materials and active engagement with family and
community. Teachers advocate for a collaborative approach to values education, emphasizing in-service
training and the inclusion of extra-curricular activities to reinforce values learning.

Alaca (2022) explores the historical and current inclusion of values in the Turkish social studies
curriculum. Originally introduced in 1968, values education became more systematic and explicit with
the adoption of a constructivist approach in 2005. Alaca’s descriptive analysis reveals how values enter
each learning area within the curriculum, making social studies a vital subject for values transfer. The
study’s overview of curriculum revisions reflects an ongoing commitment to values integration, though
further alignment with evolving social needs is recommended.
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In the scope of arts education, Terzioglu (2022) investigated values in Turkish folk songs included in
elementary school music textbooks. Through content analysis of 44 folk songs, he finds that values such
as love, patriotism, and courage are most common. This study illustrated how music education in
Tiirkiye serves as a medium for values education, presenting cultural and ethical concepts within a
traditional framework.

Aktepe (2021) focuses on the role of cartoons in imparting values to preschool children. Analyzing six
popular cartoons, he identifies frequent themes of love, cooperation, kindness, and altruism. Aktepe’s
findings highlight the importance of visual media in supporting values education, especially for young
learners. However, the study notes an uneven emphasis across values, with self-respect and patriotism
notably absent, suggesting that more intentional selection of content could enhance the scope of values
covered.

Yenen and Ulucan (2021) compare values education practices between preschool programs in Tiirkiye
and the United States. Through a cross-cultural case study, they reveal notable differences in national
values and teaching approaches. Turkish teachers experience more challenges in values education, often
lacking the diverse assessment methods available to their American counterparts. This comparison
underscores the complexities of values education as a multi-faceted process, indicating a need for
adaptable approaches that align with cultural contexts.

Gorgiit (2018) examines the integration of values education within physical education programs in
Tiirkiye. Recognizing the impact of technological and social changes on moral values, he advocates for
a more explicit incorporation of values in physical education, which could foster holistic personal
development. His findings suggest that while theoretical progress has been made, practical application
of values education within physical activities remains limited.

Together, these studies illustrate the breadth of values education practices across various subjects and
age groups in Tirkiye, from language and social studies to music and physical education. They
underscore the Turkish educational system's dedication to fostering core values, yet they also reveal
inconsistencies in value representation and practical application.

Despite the extensive research on values education in multiple subjects, there is a notable gap in the
literature regarding the analysis of values education within English language 2024 coursebooks at the
high school level in Tiirkiye, specifically for 10th-grade students. This research in this area could
provide valuable insights into how values are represented and integrated in English language learning,
helping to establish a more comprehensive understanding of values education within Tiirkiye’s language
curriculum.

3. Methodology

This section outlines the methodological approach adopted to investigate how values education is
embedded within the 10th-grade English coursebook (2024 Edition) published by the Turkish Ministry
of National Education. It begins by describing the research design and rationale for using qualitative
content analysis, followed by an explanation of the coding framework based on MoNE’s ten core values.
The section also details the data collection and analysis process, including how the coursebook was
reviewed and coded using predefined categories. The aim is to provide a clear and systematic account
of how the study was conducted to ensure transparency and replicability.
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3.1. Research Questions

Despite the emphasis on values education within the Turkish Ministry of National Education's
curriculum, there remains a gap in the literature regarding how these values are specifically incorporated
into the 10th Grade English coursebook 2024 edition. Given the importance of understanding how
educational materials reflect core values, it is essential to address questions surrounding the selection,
distribution, and representation of values in this widely used coursebook. This study, therefore, aims to
explore these aspects by addressing the following research questions.

1. What are the core values presented in the 10th Grade English coursebook and workbook 2024 edition
according to the Turkish Ministry of National Education's Values Education Framework?

2. How equally are the core values from the Values Education Framework distributed throughout the
coursebook and workbook?

3. In what ways are the core values from the Values Education Framework integrated within the content
and activities of the coursebook and workbook in terms of presence, frequency, context and dept?

3.2. Research Purpose and Objectives

The purpose of this study is to examine the integration and representation of values-based education
within the 10th Grade English coursebook and workbook 2024 edition, as guided by the Turkish
Ministry of National Education’s (MoNE) Values Education Framework. Specifically, this research aims
to identify the core values presented in the coursebook, assess the distribution of these values throughout
the content, and analyse how these values are incorporated into the coursebook’s language learning
activities. The choice of the coursebook for this analysis is particularly significant because, to date, no
studies have been identified that evaluate its content in relation to MoNE’s ten core values, highlighting
a gap in literature. Additionally, the 2024 edition is widely available in schools and accessible through
the Education Informatics Network (EBA), making it a common resource for educators and students.
This study seeks to determine whether the coursebook effectively reflects the values prioritized in the
MoNE framework and provides reasonable opportunities for students to engage with these values in
meaningful ways, offering insights for curriculum designers, educators, and policymakers to enhance
values integration in EFL materials.

3.3. Research Design

This study employs a qualitative content analysis design to examine the incorporation of values
education into the 10th-grade English coursebook 2024 Edition. Content analysis was chosen as it allows
for the systematic interpretation of text and visual elements, focusing on identifying the explicit and
implicit representations of the Turkish Ministry of National Education’s (MoNE) ten core values
framework.

The research is descriptive in nature, as it aims to explore and document how the coursebook integrates
values education without manipulating any variables. A deductive content analysis approach (Mayring,
2014) was used to examine the coursebook data where predefined categories based on the ten core values
were used to analyse the coursebook. Textual, visual, and task-based elements of the book were reviewed
for their alignment with these values. The values were examined in terms of presence, frequency, context
and dept.

Based on the MoNE Values Education Framework, the researcher developed four coding categories:
presence, frequency, context, and depth. These categories guided the systematic coding and
interpretation of the content. This coding aligns with methods described in qualitative content analysis
literature (Mayring, 2014).
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The taxonomy used to evaluate each core value—Presence, Frequency, Context, and Depth—was
developed by the researcher based on principles of deductive content analysis (Mayring, 2014; Elo &
Kyngds, 2008). While there is no universally fixed scale for measuring these four dimensions, they were
informed by existing approaches in values education research and qualitative content analysis literature.

The coding labels (e.g., evident, implied, minimal, frequent, occasional) were defined using clear
operational thresholds to ensure consistency. For example: Presence was labelled as:

Evident: when the value was clearly and explicitly stated in the unit.
Implied: when the value was suggested but not directly mentioned.
Minimal: when the value was weakly or indirectly present.
Frequency was defined as:

Rare: once or twice across the unit.

Occasional: 3—4 mentions.

Frequent: 5 or more references.

Dominant: if the value was a central theme of the unit.

Context and Depth were assessed based on where the value appeared (e.g., text, visuals, instructions)
and how meaningfully it was integrated:

Depth was categorized as High when the value was embedded in discussion-based, project-based, or
critical thinking activities, and Minimal when only briefly mentioned without elaboration.

This classification system, though developed for this specific study, is consistent with similar
frameworks used in coursebook evaluations (Ulum & Bada, 2016; Ertiirk, 2020; Toprak & Aksoyalp,
2015) and qualitative content analysis of educational materials.

To evaluate the integration of values in each unit of the coursebook, the researcher developed a
taxonomy consisting of four dimensions: Presence, Frequency, Context, and Depth. This taxonomy was
guided by principles of deductive content analysis (Mayring, 2014; Elo & Kyngis, 2008) and shaped by
previous studies in values education. Although there is no universally fixed scale for measuring these
specific categories, operational definitions were established to ensure consistency and transparency in
coding. Presence was categorized as evident when the value was explicitly stated, implied when
suggested indirectly, and minimal when weakly or briefly referenced. Frequency was defined based on
the number of references within the unit: rare (1-2 instances), occasional (3—4), frequent (5+), and
dominant when the value was central to the unit theme. Context referred to the type of task or activity
in which the value appeared (e.g., dialogues, reading texts, visual prompts), while Depth indicated how
meaningfully the value was addressed, ranging from minimal (surface mention) to very high (deep
integration in reflective or project-based tasks). This coding approach, while tailored to the study’s aims,
reflects established practices in qualitative textbook analysis and values education research.

Table 1. Coding Criteria Used in the Analysis
Dimension Category Operational Definition

Presence  Evident The value is clearly and explicitly stated in the unit.

Implied The value is indirectly suggested or hinted at through tasks or language
use.

149



Proceedings Book
10th International KTUDELL Conference: Language, Literature, and Translation
29-30 May 2025, Karadeniz Technical University, Trabzon, TURKIYE

The value is weakly present or briefly mentioned without meaningful

Minimal .
elaboration.

Frequency Rare The value appears only once or twice in the unit.

Occasional The value appears 3—4 times across the unit.

Frequent The value appears 5 or more times in the unit.

The value is central to the unit’s theme and appears repeatedly in

Dominant . .
multiple activity types.
Context Describes the activity or textual setting where the value appears (e.g.,
dialogues, visuals, reading passages, instructions).
Depth Minimal Value is. briefly or superficially mentioned, with no additional
elaboration.
Moderate Value' is present with some contextual support (e.g., through tasks or
questions).
Hich Value is integrated in meaningful, activity-driven ways (e.g., role-plays,
£ projects).
Very High Value is central to the theme, deeply embedded in activities promoting

critical thinking or reflection.

The rationale for selecting the 10th grade English coursebook as the focus is due to the literature gap
mentioned above and that the 10th grade is particularly significant as it marks the year when students
choose their fields of study, shaping their future decisions regarding university programs and career
paths. Additionally, the researcher selected this specific book for analysis because it was provided to her
school by the Ministry of Education, and it was available to all students on the MoNE’s EBA platform".

3.4. Data Collection Process

The data for this study was collected through several structured steps. First, the 10th-grade English
coursebook (2024 Edition), published by the Turkish Ministry of National Education and distributed to
schools, was selected for analysis. This coursebook was chosen because it aligns closely with the
Ministry’s educational framework and was readily accessible in the researcher’s school. Following the
selection, the researcher adopted the Ministry of National Education’s (MoNE) Values Education
Framework as the primary tool for analysis, since this framework defines ten core values that served as
criteria for evaluating the coursebook’s content. Finally, the coursebook was systematically examined
to identify and classify sections, exercises, and texts that either explicitly or implicitly address these core
values. During this process, qualitative notes and observations were taken to support the analysis.

4. Data Analysis
The following analyses highlight the presence, frequency, context, and depth of the 10 core values
identified in the Values Education Framework of the Turkish Ministry of National Education:

4.1. Analysis of Unit 1: School Life
Unit 1 focuses on fostering basic communication skills and social interactions, with the key functions
exchanging personal information and taking part in conversations.

Justice

Presence: Implied. Justice is indirectly referenced in dialogues and writing exercises emphasizing
fairness within family and friend relationships.
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Frequency: Occasional. Students engage in scenarios requiring fair treatment and understanding of
others.

Context: Promoted through activities that encourage students to reflect on fairness in their lives.
Depth: Moderate. While fairness is an underlying theme, it is not deeply explored as a standalone value.

Friendship

Presence: Strong. Activities focus heavily on building social bonds, particularly through dialogues and
exercises where students exchange personal information.

Frequency: Frequent. Friendship is consistently encouraged in pair and group activities.

Context: Explicit in interactive tasks where students share information about themselves and learn about
others.

Depth: Moderate. The value is well-integrated but not analysed critically.

Honesty

Presence: Implied. Honesty is subtly encouraged as part of meaningful personal exchanges and self-
description tasks.

Frequency: Occasional. Honesty surfaces indirectly in tasks emphasizing truthful communication.
Context: Embedded in activities that require students to introduce themselves and share personal details.
Depth: Minimal. The value is present but not explicitly discussed.

Self-Discipline

Presence: Evident. Several tasks require students to be organized and disciplined in describing personal
routines and habits.

Frequency: Recurring. The importance of self-discipline is emphasized in tasks like diagramming
personal schedules and habits.

Context: Highlighted through scenarios that encourage students to reflect on personal planning and life
balance.

Depth: Moderate. While self-discipline is consistently promoted, it is not critically analysed.

Patience

Presence: Implied. Activities requiring group discussions and turn-taking suggest the importance of
patience.

Frequency: Infrequent. Patience is not a prominent theme but arises indirectly during collaborative tasks.
Context: Present in tasks requiring students to listen and wait during dialogues.

Depth: Minimal. Patience is implicit rather than explicit focus.

Respect

Presence: Strong. Respect is a recurring theme in activities emphasizing interaction with others and
family relationships.

Frequency: Frequent. Students engage in dialogues and exercises that foster mutual respect.

Context: Explicitly encouraged through tasks promoting respect for peers, parents, and other family
members.

Depth: High. Respect is integral to the unit's objectives and is modelled in interactive scenarios.

Love

Presence: Evident. Love is reflected in activities that emphasize positive feelings towards school and
family.

Frequency: Moderate. The theme arises in self-descriptive tasks and discussions about daily life.
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Context: Promoted through activities encouraging appreciation for family and community.
Depth: Moderate. Love is explored as a general positive value but not deeply analysed.

Responsibility

Presence: Strong. The unit encourages responsibility both as a student and as a family member.
Frequency: Frequent. Tasks involve planning, organizing information, and fulfilling individual roles in
group settings.

Context: Explicit in dialogues and writing tasks focused on responsible behaviour in daily routines.
Depth: High. Responsibility is a key value in the unit, consistently emphasized through both content
and structure.

Altruism

Presence: Minimal. Altruism is indirectly implied in group activities requiring collaboration and mutual
support.

Frequency: Rare. The value does not feature prominently in the unit.

Context: Suggested in group work that encourages helping peers.

Depth: Low. Altruism is present only in a general sense.

Summary of Findings for Unit 1

Unit 1 successfully integrates several core values, particularly Friendship, Respect, Responsibility,
and Self-Discipline, through interactive and reflective activities. Other values, such as Justice and
Love, are present but less prominent. This analysis demonstrates that the unit aligns with the Values
Education Framework by promoting values central to personal and social development, although some
areas could benefit from greater emphasis.

Table 2. Values presented in Unit 1

Core Value Presence Frequency Context Depth

Justice Implied Cccasional Reflected in activities promoting fairness in Moderate

relationships

Friendship Strong Frequent Promoted through dialogues and exchanges of Moderate

personal information

Honesty Implied Ceccasional Subtly encouraged in tasks requiring truthful Minimal

communication

self- Evident Recurring Emphasized in tasks reguiring organization and Moderate

Discipline planning

Patience Implied Infrequent Present in tasks reguiring group discussions and Minimal
turn-taking

Respect Strong Frequent Central to activities promoting mutual respect and High

family relationships

Lowe Evident Moderate Reflected in tasks promoting positive feelings Moderate

towards school and family

Responsibility Strong Frequent Highlighted through tasks about planning and High
fulfilling roles

Altruism Minimal Rare Indirectly implied in group activities requiring Lowr
collaboration
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4.2. Analysis of Unit 2: Plans
Unit 2 focuses on communication skills related to future and arrangements, fostering both planned and
spontaneous expression. The functions describe plans and arrangements.

Friendship

Presence: Strong. Friendship is emphasized in dialogues and readings about helping one another in times
of need.

Frequency: Frequent. The value is highlighted in scenarios where students discuss supporting friends in
everyday situations.

Context: Explicit in activities such as asking for help from friends or engaging in collaborative
discussions.

Depth: Moderate. Friendship is encouraged but not critically explored.

Honesty

Presence: Evident. Honesty is reflected in dialogues about truth-telling among friends.

Frequency: Occasional. This value surfaces in personal communication and sharing exercises.
Context: Embedded in situations requiring students to express truthful opinions or thoughts about their
plans.

Depth: Moderate. While honesty is present, it is not explored in great detail.

Self-Discipline

Presence: Strong. Self-discipline is a recurring theme in tasks emphasizing organization, time
management, and responsibility.

Frequency: Frequent. Activities include tidying up, being on time, and studying for exams.

Context: Explicit in readings about self-discipline and proverbs reinforcing this value.

Depth: High. The unit integrates self-discipline through both contextual activities and reflective
materials.

Patience

Presence: Moderate. Patience is promoted through readings and discussions about perseverance and not
delaying tasks.

Frequency: Occasional. The value is discussed indirectly in tasks emphasizing responsibility and
initiative.

Context: Highlighted in passages about overcoming challenges and fulfilling responsibilities without
procrastination.

Depth: Moderate. While patience is included, it is not deeply analysed.

Respect

Presence: Strong. Respect is emphasized in discussions about family elders, gatherings, and reunions.
Frequency: Frequent. Respect is a central theme in family-related scenarios and cultural practices.
Context: Explicitly highlighted in readings and group discussions.

Depth: High. The value is well-integrated into the unit through multiple contexts.

Love

Presence: Evident. Love is reflected in activities focusing on family unity and connections, such as
songs about familial bonds.
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Frequency: Moderate. The theme arises in discussions and media elements related to family
relationships.

Context: Promoted through tasks that encourage appreciation for family members and unity.

Depth: Moderate. Love is expressed but not critically explored.

Responsibility

Presence: Strong. Responsibility is a recurring theme, particularly in tasks about studying hard, being
organized, and taking responsibility for one’s future.

Frequency: Frequent. Integrated into readings and exercises about planning and hard work.

Context: Explicitly included in scenarios encouraging responsibility in both personal and academic
contexts.

Depth: High. Responsibility is a core theme in the unit and is explored in various dimensions.

Altruism

Presence: Evident. Altruism is integrated through examples of helping friends in need, such as when ill
or in the hospital.

Frequency: Moderate. Cooperation and helpfulness are recurring themes in readings and activities.
Context: Promoted in tasks encouraging collaboration, sharing expenses, and supporting friends.
Depth: Moderate. Altruism is included in meaningful contexts but not deeply analysed.

Summary of Findings for Unit 2

Unit 2 integrates several core values effectively, including Friendship, Self-Discipline, Responsibility,
and Respect. These values are reinforced through interactive and reflective activities that encourage
social and personal development. While Patience, Love, and Altruism are present to a lesser extent.
This analysis demonstrates the unit’s alignment with values that support both academic and personal
growth.

Table 3. Values presented in Unit 2

Core Value Presence Frequency Context Depth

Friendship Strong Frequent Emphasized in dialogues about helping friends in Maoderate

need and collaborative discussions

Honesty Evident Cccasional Reflected in dialogues about truth-telling among Moderate

friends and expressing opinicns about plans

Self- Strong Frequent Highlighted through tasks on organization, time High
Discipline management, and responsibility
Patience Moderate Cccasional Discussed in relation to overcoming challenges Moderate

and not procrastinating

Respect Strong Frequent Emphasized in family-related scenarios and High

cultural practices

Lowve Evident Moderate Reflected in family unity and appreciation for Maderate

familial bonds

Responsibility Strong Frequent Focused on responsibility in academic and High

personal contexts

Altruism Evident Moderate Integrated through helping friends in need and Maoderate
supporting others

154



Proceedings Book
10th International KTUDELL Conference: Language, Literature, and Translation
29-30 May 2025, Karadeniz Technical University, Trabzon, TURKIYE

4.3. Analysis of Unit 3: Legendary Figures

Unit 3 focuses on communication skills related to past events, fostering storytelling and descriptive
abilities. The primary functions of this unit include describing past activities and events, talking about
sequential actions, describing characters and settings in past events.

Justice

Presence: Strong. Justice is portrayed through historical and legendary figures.

Frequency: Frequent. Figures like Nene Hatun, Siileyman the Magnificent portrayed as a fair sultan,
and Fatma Seher Erden (Erzurumlu Fatma) who fought bravely during the Turkish War of Independence,
exemplify justice through their fair and selfless actions and contributions to the nation.

Context: Embedded in stories about their contributions to the nation and their commitment to equality
and fairness.

Depth: High. Justice is explored through significant examples, including gender equality, such as women
fighting in wars, and anecdotes about fairness, such as the stories of Nasreddin Hodja.

Patience

Presence: Strong. Patience is reflected in the perseverance of legendary figures.

Frequency: Frequent. Figures such as Nene Hatun, Fatma Seher Erden, and others exemplify patience
in their steadfast dedication to their country.

Context: Implicit in the stories of endurance and bravery during difficult times.

Depth: Moderate. While patience is evident, it is not analysed or discussed in depth.

Respect

Presence: Strong. Respect is emphasized through narratives about Mustafa Kemal Atatiirk’s respect for
nature and the environment.

Frequency: Frequent. Examples include Atatiirk’s story of the "Walking Mansion" and his care for trees.
Context: Integrated into passages about Atatiirk’s actions and beliefs.

Depth: High. Respect is explored through relatable and inspirational examples.

Love

Presence: Strong. Love for the nation and Mustafa Kemal Atatiirk is a recurring theme.

Frequency: Frequent. Stories like Atatiirk’s environmental contributions and familial love are included.
Context: Integrated into readings and discussions about patriotism and national pride.

Depth: High. Love is well-developed through emotional and significant examples.

Responsibility

Presence: Strong. Responsibility is highlighted through the actions of legendary figures who take
ownership of their roles in history.

Frequency: Frequent. Examples include individuals like Nene Hatun, Siileyman the Magnificent, and
others fulfilling their duties for the nation.

Context: Explicitly demonstrated stories about these figures’ responsibilities toward their people and
country.

Depth: High. Responsibility is an important theme of this unit.

Patriotism

Presence: Very Strong. Patriotism is the cornerstone of this unit, celebrated through legendary figures
and their contributions to Tiirkiye.
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Frequency: Dominant. Figures such as Mustafa Kemal Atatiirk and his love and sacrifices for The
Turkish Republic, Yoriik Ali Efe, Fatih Sultan Mehmet, Halide Edip Adivar, Serife Baci and their
achievements to our nation, are showcased for their patriotism. Locations like Canakkale and their
historical significance are also emphasized. Also, Siileyman the Magnificent fighting for his people and
land. Koca Yusuf (1856 - 1898) Wrestler World Oil Wrestling Champion representing our nation in the
international arena.

Context: Explicitly integrated into readings, activities, and discussions.

Depth: Very High. Patriotism is explored in multiple contexts, providing depth and meaning.

Altruism

Presence: Strong. Altruism is showcased through acts of selflessness by figures such as Nene Hatun and
Seyit Onbasi, who sacrificed for their nation. Mustafa Kemal Atatiirk and his love and sacrifices for The
Turkish Republic. Love for one’s country is evident in the reading passage about Seyit Onbast when he
lifted the cannon for his country. Altruism is portrayed in a reading passage about King Uther to save
his land, also portrayed with the legendary figure Nene Hatun and her sacrificing her children for the
country. Atatlirk donating the Walking Mansion to the Turkish nation.

Frequency: Frequent. Stories about Atatiirk’s donations to the Turkish nation and Seyit Onbas1’s heroic
actions illustrate altruism.

Context: Highlighted in narratives and discussions about sacrifices made for the greater good.

Depth: High. Altruism is deeply integrated into the unit through powerful examples.

Summary of Findings for Unit 3

Unit 3 integrates core values effectively, especially Patriotism, Altruism, Respect, and Responsibility,
which are dominant throughout the unit. Justice and Love are also well-represented, providing
meaningful connections for students. The presence of values is enriched using legendary figures and
historical events, offering students an engaging way to connect these values to their own lives and
cultural heritage.

Table 4. Values presented in Unit 3

Core Value Presence Frequency Context Depth

Justice Strong Freguent Represented by figures like MNene Hatun, High
Suleyman the Magnificent, and Fatma Seher Erden
through their fair and selfless actions

Patience Strong Freguent Reflected in the perseverance of figures like Nene Moderate

Hatun and Fatma Seher Erden

Respect Strong Freguent Emphasized through aAtatirk's respect for nature High
and the environment, especially in stories ke the

"Walking Mansion”

Lowve Strong Freguent Themes of love for the nation and Mustafa Kemal High
Atatdrk, shown through his contributions and

familial love

Responsibility Strong Freguent Dremonstrated by figures like Mene Hatun, High
Sdleyman the Magnificent, and Atattrk through

their actions for their country

Patriotism Very Daminant Celebrated through legendary figures® sacrifices ery
Strong for Turkiye, including Atatlrk, Yarik Ali Efe, and High

serife Baa

Altruism Strong Frequent Showcased through sacrifices made by figures like High
Mene Hatun, Seyit Onbas, and Atatirk for the

nation
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4.4. Analysis of Unit 4: Traditions

Unit 4 emphasizes communication skills related to past routines and habits, incorporating cultural and
historical perspectives to enrich students’ understanding. The functions of this unit are, describing habits
and routines in the past, making oral presentations on specific topics.

Justice

Presence: Moderate. Justice is reflected in discussions about gender equality and increased opportunities
for women in the present day compared to the past.

Frequency: Occasional. Gender equality and fairness are mentioned in narratives, though not
consistently emphasized.

Context: Integrated into discussions about cultural and social changes, particularly in gender roles.
Depth: Moderate. Justice is addressed briefly but meaningfully, offering insights into societal progress.

Friendship

Presence: Strong. Friendship is portrayed through Turkish traditions, such as visiting friends during
holidays, which highlights the value of maintaining personal relationships.

Frequency: Frequent. Friendship is an underlying theme in cultural discussions.

Context: Embedded in traditions and customs, showing how Turkish culture values interpersonal
connections.

Depth: High. Friendship is well-integrated, providing students with a culturally relevant perspective.

Honesty

Presence: Strong, exemplified by Ah1 Evran, who emphasized honesty in business practices.
Frequency: Frequent. The teachings of Ahi Evran are explicitly discussed.

Context: Highlighted in the context of ethical behaviour in commerce and daily life.

Depth: High. Honesty is explored through meaningful examples, encouraging ethical awareness among
students.

Respect

Presence: Strong. Respect is emphasized in Turkish traditions, such as visiting the elderly, taking off
shoes inside the house, and honouring the wisdom of older generations.

Frequency: Frequent. Respect is a recurring theme in cultural practices.

Context: Embedded in discussions of traditions and customs that foster intergenerational respect.
Depth: High. Respect is explored in-depth, encouraging cultural appreciation and interpersonal respect.

Love

Presence: Moderate. Love is portrayed through themes of family love and cultural awareness.
Frequency: Occasional. Examples of love for family and traditions are present but not extensively
discussed.

Context: Integrated into discussions about familial and cultural connections.

Depth: Moderate. Love is explored in a culturally relevant but limited context.

Responsibility

Presence: Moderate. Responsibility is addressed through cultural awareness and understanding the
importance of traditions.

Frequency: Occasional. Responsibility is implicitly emphasized in discussions about maintaining
traditions and cultural heritage.
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Context: Highlighted in activities that encourage students to reflect on their role in preserving cultural
values.
Depth: Moderate. Responsibility is addressed meaningfully but not extensively.

Patriotism

Presence: Very Strong, evident in discussions about Turkish traditions, historical figures, and cultural
practices.

Frequency: Frequent. Examples include Orta Oyunu, Karagdéz & Hacivat, and legendary figures like
Piri Reis and Ibni Sina.

Context: Integrated into narratives about Turkish culture, history, and achievements. Other examples
include, Meddah the Turkish storyteller, Jeree sport, Ottoman geographer Muhyiddin Piri Reis. Turkish
philosopher Ibni Sina who wrote the best medicine book of the time.

Depth: Very High. Patriotism is explored in detail, fostering pride in cultural heritage and historical
achievements.

Altruism

Presence: Strong. Altruism is prominently featured through the story of Ahi Evran and his principles of
charity and community support.

Frequency: Frequent. Examples include the teachings of Ahi Evran and other cultural practices
promoting altruism.

Context: Highlighted in discussions about charitable actions and support for the community.

Depth: High. Altruism is explored in depth, providing students with actionable and relatable examples.

Summary of Findings for Unit 4

Unit 4 successfully integrates core values, particularly Patriotism, Honesty, Respect, Friendship, and
Altruism, which are prominently featured in cultural and historical contexts. Justice and Responsibility
are present but less emphasized. The use of culturally relevant stories and traditions enriches the learning
experience, allowing students to connect these values to their personal and national identity.

Table 5. Values presented in Unit 4

Core Value Presence Frequency Context Depth

Justice Moderate Occasional Reflected in gender equsality and changes in Moderate

waomen's roles over time

Friendship Strong Frequent Highlighted in traditions like visiting friends High
during holidays

Honesty Strong Frequent Exemplified through the teachings of Ahi Evran High

on honesty in business and daily life

Respect Strong Frequent Emphasized in traditions such as honoring elders High

and cultural practices like removing shoes

indoors

Lowe Moderate Occasional Portrayed through themes of familial and cultural Moderate
lowe

Responsibility Moderate Occasional Implicitly addressed through discussions on Moderate

praserving traditions

Patriotism Very Frequent Explored through Turkish traditions, historical Wery
Strong figures, and cultural practices High
Altruism Strong Frequent Prominently featured in the teachings of Ahi High

Evran, emphasizing charity and community

support
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4.5. Analysis of Unit 5: Travel

Unit 5 focuses on discussing past and present experiences, making bookings, exchanging ideas, and
seeking approvals or confirmations. It incorporates elements of cultural heritage and historical
landmarks, particularly emphasizing Tiirkiye's rich cultural and natural heritage.

Friendship

Presence: Minimal. There are opportunities for discussions on exchanging ideas, but friendship as a
value is not directly highlighted.

Frequency: Rare.

Context: Indirectly present in interactive activities like exchanging plans.

Depth: Low. Friendship is not the focus of this unit.

Respect

Presence: Moderate. Respect for historical and cultural landmarks is implied, fostering appreciation for
national heritage.

Frequency: Occasional.

Context: Mentioned in activities and discussions around historical sites like the Hagia Sophia, Topkap1
Palace, and Gallipoli Battlefields.

Depth: Moderate. Respect is encouraged through cultural awareness but not deeply explored.

Responsibility

Presence: Minimal. Responsibility towards preserving historical and cultural landmarks is hinted at but
not directly emphasized.

Frequency: Rare.

Context: Indirectly present in discussions about cultural preservation.

Depth: Low. Responsibility is not a primary focus.

Patriotism

Presence: Very Strong. Patriotism is prominently featured, focusing on Tiirkiye's rich historical and
natural heritage.

Frequency: Frequent. Numerous references to landmarks such as Anitkabir, Blue Mosque, Pamukkale,
Gallipoli Battlefields, Temple of Artemis, and others.

Context: Integrated into activities that foster cultural awareness and pride.

Depth: High. Patriotism is deeply explored through detailed discussions of historical and cultural sites,
fostering a strong sense of national identity.

Some examples are:

Anitkabir, the Mausoleum of Atatiirk, Blue Mosque, the Hagia Sophia Grand Mosque, Topkap1 Palace
and the Hippodrome, Bosphorus, Cappadocia  Pamukkale, Ephesus, Troy, Canakkale Gallipoli
Battlefields, cemeteries, memorials, the war museum.

Summary of Findings for Unit 5

Unit 5 prominently features Patriotism as its core value, with a focus on Tiirkiye's historical and cultural
landmarks. Other values such as Respect and Responsibility are present but not extensively explored.
The unit effectively fosters cultural pride and awareness.
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Table 6. Values presented in Unit 5

Core Value Presence Frequency  Context Depth

Friendship Minimal Rare Indirectly present in activities like exchanging Low
plans

Respect Moderate Occasional Mentioned in activities and discussions around Moderate

historical sites like Hagia Sophia, Topkap! Palace,
Gallipoli Battlefields

Responsibility ~ Minimal Rare Indirectly present in discussions about cultural Low

preservation

Patriotism Very Frequent Integrated into activities fostering cultural High
Strong awareness and pride, with numerous references
to landmarks like Anitkabir, Blue Mosque,

Pamukkale

4.6. Analysis of Unit 6: Helpful Tips

Unit 6 focuses on giving and receiving advice, talking about rules and regulations, and discussing
consequences. The unit incorporates values related to school rules, responsibilities, and social
behaviours, some core values are implied rather than explicitly stated.

Friendship:

Presence: Moderate. Friendship is implied through suggestions to help others without expecting
anything in return, especially the elderly.

Frequency: Occasional.

Context: Highlighted in discussions around treating everyone, especially the elderly, with respect.
Depth: Moderate. The concept of helping others and fostering kindness is discussed but not deeply
explored.

Self-Discipline

Presence: Strong. Self-discipline is a central theme, particularly in the context of school success and
adhering to rules and regulations, being polite to staff, to each other and to visitors, being punctual for
school, wearing a school uniform, arriving on time, obeying rules and helping parents with housework
are strongly emphasized.

Frequency: Frequent.

Context: Emphasized through guidelines such as being polite, punctual, wearing a uniform, and helping
with housework.

Depth: High. Self-discipline is clearly linked to personal success and social behaviour, making it a well-
developed value in the unit.

Respect

Presence: Strong. Respect is highlighted in various contexts, including respecting elders, staff,
classmates, and visitors.

Frequency: Frequent.

Context: Shown through behavioural rules such as being polite, giving up seats on buses for elders, and
obeying school regulations.

Depth: High. Respect is emphasized as a foundational value for social harmony and success.
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Responsibility

Presence: Strong. Responsibility is a key theme in the unit, particularly in the context of fulfilling school
and home obligations, being punctual.

Frequency: Frequent.

Context: Reflected in tasks such as helping parents with housework, adhering to school rules, and
respecting others.

Depth: High. Responsibility is integrated into practical actions and social behaviours.

Altruism

Presence: Moderate. Altruism is discussed in terms of helping others without expecting anything in
return.

Frequency: Occasional.

Context: Shown in examples of treating others, especially the elderly, with respect.

Depth: Moderate. Altruism is presented as an important value but not deeply studied.

Summary of Findings for Unit 6

Unit 6 emphasizes Self-Discipline, Respect, and Responsibility, aligning these values with behaviours
necessary for school success and positive social interactions. Friendship and Altruism are also
moderately present, though less deeply explored. The unit effectively ties its core messages to practical
behaviours and societal norms, though it could integrate a broader range of values for a more
comprehensive educational experience.

Table 7. Values presented in Unit 6

Core Value Presence Frequency Context Depth

Friendship Moderate Cccasional Implied through suggestions to help others, Moderate
especially the elderly

Self- Strong Frequent Emphasized in school success, adhering to rules, High
Discipline being polite, punctual, wearing a uniform, helping
with housework

Respect Strong Frequent Highlighted through respect for elders, staff, High

classmates, visitors, and behavioral rules

Responsibility Strong Frequent Reflected in fulfilling school and home High
obligations, being punctual, respecting others

Altruism Moderate Occasional Discussed in terms of helping others without Moderate

expecting anything in return

4.7. Analysis of Unit 7: Food and Festivals

Unit 7 focuses on talking about national and international festivals and describing actions and processes.
The content integrates several core values through the exploration of festivals and traditions, particularly
those relevant to Turkish culture.

Friendship

Presence: Moderate. Friendship is highlighted through the communal nature of festivals like Ramadan
Feast (Eid al-Fitr) and Sacrifice Feast (Eid al-Adha), where people come together to celebrate and share.
Frequency: Occasional.

Context: Friendship is presented in the context of social gatherings and community bonds during
religious festivals.

161



Proceedings Book
10th International KTUDELL Conference: Language, Literature, and Translation
29-30 May 2025, Karadeniz Technical University, Trabzon, TURKIYE

Depth: Moderate. Friendship is portrayed but not elaborated beyond its role in festival traditions.

Respect

Presence: Strong. Respect is emphasized in the observance of Ramadan Feast and Sacrifice Feast,
particularly in honoring traditions and treating others with kindness during festivals.

Frequency: Frequent.

Context: Respect for customs, elders, and community is evident in the description of these festivals.
Depth: High. Respect is well-integrated into the cultural content of the unit.

Responsibility

Presence: Moderate. Responsibility is implied through the organizational aspects of festivals and
cultural practices, such as preparing for National Sovereignty and Children’s Day and distributing meat
during the Sacrifice Feast.

Frequency: Occasional.

Context: Responsibility is connected to cultural preservation and fulfilling traditions.

Depth: Moderate.

Patriotism

Presence: Strong. Patriotism is central to this unit, particularly through the celebration of National
Sovereignty and Children’s Day (April 23) and the Istanbul Tulip Festival, which highlights national
pride and cultural heritage. Ramadan Feast (Eid al Fitr) and Sacrifice Feast (Eid al Adha), holding
official and local ceremonies — inviting children from different countries / staying with Turkish families
— performing folk dances — singing songs.

Frequency: Frequent.

Context: Patriotism is reflected in the acknowledgment of Tiirkiye’s historical and cultural identity,
including the tulip as a national symbol.

Depth: High. Patriotism is deeply embedded in the unit's exploration of national traditions.

Altruism

Presence: Strong. Altruism is demonstrated in practices such as giving pocket money to children during
religious festivals and sharing sacrificial meat with the poor during Sacrifice Feast.

Frequency: Frequent.

Context: Altruism is linked to acts of kindness and charity during festivals.

Depth: High. Altruism is portrayed as a significant cultural value.

Summary of Findings for Unit 7

Unit 7 effectively incorporates Respect, Patriotism, and Altruism, using national and international
festivals as vehicles to convey these values. Friendship and Responsibility are moderately present. The
unit provides a rich cultural and historical context that highlights the importance of community, national
pride, and generosity.
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Table 8. Values presented in Unit 7

Core Value Presence Frequency Context Depth

Friendship Moderate Occasional Highlighted in the communal nature of festivals Moderate
like Ramadan Feast and Sacrifice Feast, where

people gather to celebrate and share

Respect Strong Frequent Emphasized in observing festivals like Ramadan High
Feast and Sacrifice Feast, honoring traditions and
treating others kindly

Responsibility Moderate Cccasional Implied in the organizational aspects of festivals, Moderate
such as preparing for Mational Soversignty and
Childrens Day and distributing meat during

Sacrifice Feast

Patriotism Strong Frequent Central to the unit, particularly through MNational High
Sowvereignty and Children’s Day, and the Istanbul
Tulip Festival, highlighting national pride and

cultural heritage

Altruism Strong Frequent Demonstrated in practices such as giving pocket High
money to children and sharing sacrificial meat

with the poor during festivals

4.8. Analysis of Unit 8: Digital Era

Unit 8 revolves around stating personal opinions in everyday conversations, stating preferences, stating
causes and effects, and giving extended descriptions and detailed information about people, places, and
events. Several core values are embedded within the unit's emphasis on interpersonal communication,
online etiquette, and social responsibility.

Friendship

Presence: Moderate. Friendship is highlighted through online interactions, where individuals upload
photos, songs, and poems, and engage with others by making new friends and commenting on their
lives.

Frequency: Occasional.

Context: Friendship is portrayed in the context of digital and social media interactions.

Depth: Moderate. Friendship is recognized but not deeply explored beyond online dynamics.

Self-Discipline

Presence: Minimal. While not explicitly covered, self-discipline can be inferred as a necessary quality
for adhering to Netiquette guidelines.

Frequency: Rare.

Context: Implied through the responsible use of the internet and following etiquette rules.

Depth: Low.

Respect

Presence: Strong. Respect is a central theme in this unit, particularly through the emphasis on Netiquette
(Internet Etiquette). Examples include respecting others’ privacy, avoiding bad language, and being
polite when interacting online for example always saying “Please.” and “Thank you.”

Frequency: Frequent.

Context: Respect is contextualized through guidelines for polite and considerate online behaviour.
Depth: High. Respect is thoroughly integrated into the communication-focused activities.
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Responsibility

Presence: Strong. Responsibility is reinforced through Netiquette rules, which promote accountable and
respectful online behaviour, for example avoiding hurting someone’s feelings, avoiding using bad
language, avoiding online arguments respecting other’s privacy. * Respecting other people’s online
rights.

Frequency: Frequent.

Context: Responsibility is linked to maintaining a positive online presence and following proper
conduct.

Depth: High. Responsibility is well-emphasized in the digital context.

Altruism

Presence: Strong. Altruism is presented through discussions on helping disabled friends, with
suggestions like buying wheelchairs to support them.

Frequency: Occasional.

Context: Altruism is framed within acts of kindness and collective effort to improve the lives of others.
Depth: High. Altruism is strongly conveyed as a meaningful and actionable value.

Summary of Findings for Unit 8

Unit 8 effectively incorporates Respect, Responsibility, and Altruism through its focus on Netiquette
and promoting positive social behaviours both online and offline. Friendship is moderately present in
the context of digital interactions. The unit provides a strong framework for teaching interpersonal and
digital communication skills with a value-oriented perspective.

Table 9. Values presented in Unit 8

Core Value Presence Frequency Context Depth

Friendship Moderate Occasional Highlighted in online interactions, such as Moderate

uploading photos, songs, and making new friends

Self- Minimal Rare Implied through adherence to Netiguette Low
Discipline guidelines and responsible internet use
Respect Strong Frequent Central theme, emphasized through Netiquette, High

such as respecting privacy and using polite
language online

Responsibility Strong Frequent Reinforced through Metiquette rules promoting High

respectful and accountable online behavior

Altruism Strong Occasional Presented through helping disabled friends and High
engaging in acts of kindness

4.9. Analysis of Unit 9: Modern Heroes and Heroines

Unit 9 revolves around talking about imaginary situations, expressing wishes, and guessing meanings
from context. The values embedded in this unit primarily focus on character building and drawing
inspiration from historical and modern heroes. These include themes such as working hard, achieving
success, and embodying national pride.

Self-Discipline

Presence: High. Self-discipline is emphasized in multiple contexts, particularly through the importance
of hard work, patience, and persistence.

Frequency: Frequent.
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Context: Success stories of individuals like scientists, athletes, and artists reinforce the message that
self-discipline is critical for achievement.

Depth: High. Students are encouraged to work hard and persevere to achieve their goals, portraying self-
discipline as a key to success.

Patience

Presence: High. Patience is highlighted as essential for success, often paired with hard work and
goodness.

Frequency: Frequent.

Context: Legendary and modern figures' achievements are used as examples of how patience contributes
to success.

Depth: High. The unit deeply integrates patience as a virtue in achieving greatness.

Respect

Presence: Moderate. Respect is subtly mentioned in the context of societal values and appreciation for
achievements.

Frequency: Occasional.

Context: Respect is implied in recognizing and valuing the contributions of significant figures like
scientists, athletes, and artists.

Depth: Moderate. Respect is not a primary focus but is an underlying theme.

Responsibility

Presence: High. Responsibility is portrayed as a key trait of individuals who have contributed
significantly to their fields and society.

Frequency: Frequent.

Context: The lives of figures like Mimar Sinan, Aziz Sancar, and Naim Siileymanoglu, Mete Gazoz,
showcase responsibility toward one's field and community.

Depth: High. Responsibility is a core takeaway for students, linking effort and duty to success.

Patriotism

Presence: Very High. Patriotism is central to this unit, with an emphasis on Turkish national heroes,
their achievements, for example Ugur Sahin, Ozlem Tiireci, Aziz Sancar, Canan Dagdeviren, and
cultural icons like Nasreddin Hodja, Rafadan Tayfa, and historical sites.

Frequency: Very frequent.

Context: The unit ties patriotism to pride in Tirkiye’s accomplishments in science, arts, sports, and
history, inspiring students to emulate these role models.

Depth: Very High. Patriotism is intricately woven into the text, making it a significant theme.

Summary of Findings for Unit 9

Unit 9 effectively integrates Patriotism, Self-Discipline, and Responsibility as prominent values.
Patience is also well-emphasized, aligning with the message that success comes from perseverance and
dedication. While values like Justice, Friendship, Honesty, Love, and Altruism are present, they are less
prominent in terms of frequency and depth. The unit serves as a motivational tool, encouraging students
to emulate the qualities of notable national and international figures while fostering a strong sense of
cultural pride and responsibility.
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Table 10. Values presented in Unit 9

Core Value Presence Frequency Context Depth
Self- High Frequent Emphasized through success stories of figures High
Discipline like scientists, athletes, and artists

Patience High Frequent Paired with hard work, patience is shown as key High

to success through historical and modern

examples

Respect Moderate =~ Occasional Implied through the recognition of achievements Moderate

of important figures

Responsibility =~ High Frequent Demonstrated by figures like Mimar Sinan, Aziz High
Sancar, and Maim Sdleymancglu, who show

responsibility to their fields and society

Patriotism Very Very Strongly tied to pride in Tdrkiye's national heroes Wery
High frequent and cultural icons, such as Ugur $ahin, Aziz High

Sancar, and Masreddin Hodja

4.10. Analysis of Core Values in Unit 10: Shopping
This unit focuses on making comparisons, discussing various types of clothing and shopping, and
describing objects and people.

Justice:

Presence: Limited, implied in fair comparisons between different items or choices.

Frequency: Rarely mentioned explicitly.

Context: Students compare different clothing styles or shopping options, suggesting a subtle nod to
fairness in choices.

Depth: Superficial; the value of justice is more contextual than explicit.

Friendship:

Presence: Recognizable in dialogues where students discuss shopping with friends.

Frequency: Occasionally emphasized in collaborative activities.

Context: Group discussions or role-playing shopping scenarios strengthen social bonds and
communication skills.

Depth: Moderately addressed, focusing on teamwork and friendly collaboration.

Honesty:

Presence: Reflected in examples of truthful interactions during shopping, e.g., honestly describing
preferences or giving feedback.

Frequency: Rarely emphasized directly.

Context: Integrated into speaking tasks requiring authentic communication.

Depth: Minimal, as the value is embedded implicitly in exercises rather than explicitly discussed.

Self-Discipline:

Presence: Strongly emphasized in themes of financial responsibility.
Frequency: Repeated in multiple tasks.
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Context: Activities such as budgeting for shopping, saving money, and practicing window shopping
underline the importance of wise spending.

Depth: Deeply explored through discussions, reflective tasks, and practical applications, encouraging
students to exercise control over spending habits.

Patience:

Presence: Implied in scenarios requiring waiting or comparison shopping.

Frequency: Occasionally noted.

Context: Dialogues and tasks indirectly reinforce patience, such as taking time to compare items or
choosing wisely.

Depth: Briefly touched upon, with potential for greater integration into reflective activities.

Respect:

Presence: Highlighted in discussions on appreciating cultural clothing styles.

Frequency: Explicit in one or two activities.

Context: Students learn to respect diverse clothing traditions, fostering cultural awareness.
Dept: Adequate but could benefit from more contextual examples of interpersonal respect.

Love:

Presence: Implicit in topics promoting appreciation for traditional attire and personal preferences.
Frequency: Infrequent and indirectly mentioned.

Context: Students express fondness for certain styles or traditions.

Depth: Minimal; more explicit connections to emotional or cultural love could enhance understanding.

Responsibility:

Presence: Prominent, tied closely to financial literacy and ethical consumption.

Frequency: Frequently highlighted through recurring tasks.

Context: Tasks emphasize responsible behaviours like saving money and not overspending.

Depth: Well-developed through scenarios that encourage both self-discipline and economic
responsibility.

Patriotism:

Presence: Evident in discussions about Turkish traditional costumes.

Frequency: Occasionally reinforced through cultural references.

Context: Activities discussing national heritage and attire promote pride in Turkish culture.

Depth: Explored moderately, with tasks encouraging awareness and appreciation for national traditions.

Altruism:

Presence: Implicit discussions about sharing and helping others in group activities.
Frequency: Rarely stated overtly.

Context: Group scenarios and cooperative tasks suggest the importance of selflessness.
Depth: Lightly addressed, with room for more explicit integration into the content.

Summary of Findings for Unit 10

Unit 10 incorporates the 10 core values—ijustice, friendship, honesty, self-discipline, patience,
respect, love, responsibility, patriotism, and altruism—through activities and contexts aligned with
the unit’s functions of making comparisons, discussing clothing and shopping, and describing objects
and people.
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Self-discipline and responsibility are the most prominent values, deeply integrated into tasks
emphasizing financial literacy, wise spending, and economic behaviours.

Patriotism and respect are moderately addressed, particularly in the context of appreciating Turkish
traditional costumes and fostering cultural awareness.

Other values, such as friendship, honesty, and altruism, are present but less explicitly emphasized, often
emerging indirectly through collaborative activities and discussions.

While most values are addressed, the depth and frequency vary, with some (e.g., justice, patience, and
altruism) requiring further integration to fully align with the educational goals of the values education
framework.

Table 11. Values presented in Unit 10

Core Value Presence Frequency Context Depth
Self-Discipline Strong Frequent Budgeting tasks, discussions on spending and saving High
Responsibility Prominent Frequent Ethical consumption, money-saving habits High
Patriotism Evident Occasional Focus on traditional Turkish clothing and national pride Moderate
Respect Highlighted Occasional Cultural appreciation of global and Turkish attire Moderate
Friendship Recognizable QOccasional Dialogue and group work scenarios, collaborative shopping activities Moderate
Honesty Reflected Rare Expressing true preferences in shopping tasks Minimal
Justice Implied Rare Subtle fairness in item comparisons Superficial
Patience Implied Occasional Waiting, comparison shopping, decision-making Minimal
Love Implicit Rare Appreciation of personal or cultural clothing preferences Minimal
Altruism Implicit Rare Group tasks encouraging sharing and mutual help Minimal

5. General Findings

The analysis of the 10th Grade English coursebook and workbook demonstrates a worthy integration of
the ten core values outlined in the Ministry of National Education’s Values Education Framework. Each
unit incorporates these values to varying degrees, reflecting a deliberate effort to promote personal and
social development alongside language acquisition.

Across the units, Respect, Responsibility, and Patriotism emerge as the most consistently emphasized
values, often reinforced through interactive activities, cultural references, and reflective tasks. These
values are effectively tied to both the academic content and the broader goals of fostering social and
cultural awareness. Units frequently highlight Friendship, Self-Discipline, and Altruism, supporting
the development of interpersonal skills and community-oriented attitudes, albeit with varying depth and
focus.

Values such as Love, Justice, Patience, and Honesty are present but tend to be less prominent in many
units. They are often addressed indirectly or appear as secondary themes within collaborative exercises
and discussions. However, units focusing on cultural and historical contexts—such as Units 3, 4, 5, and
9—offer stronger integration of these values, using legendary figures, historical events, and traditions
to create meaningful connections for students.
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Notable strengths include the use of culturally relevant materials to promote Patriotism and Respect
and the alignment of values such as Self-Discipline and Responsibility with practical behaviours
necessary for academic and personal success. Units addressing modern contexts, such as digital
communication in Unit 8, provide valuable frameworks for applying these values to contemporary
challenges.

While the coursebook and workbook effectively incorporate most core values, there is room for
improvement in ensuring a more balanced representation and deeper exploration of less emphasized
values. Strengthening these areas could enhance the overall alignment with the Values Education
Framework and provide a more comprehensive value-oriented learning experience.

6. Discussion

The findings of this study align with and expand upon the observations made in previous research on
values-based education within Turkish curricula. Similar to Ertiirk's (2020) findings, this study
highlights that while the 10th-grade English coursebook integrates core values, the distribution and
emphasis across these values remain uneven. For instance, values like Respect, Responsibility, and
Patriotism are consistently prominent, while others, such as Justice, Love, and Patience, are less
emphasized.

Kili¢ and Kemiksiz (2024) similarly identified disparities in value representation in Turkish as a Foreign
Language (TFL) coursebooks, noting that certain values like altruism and honesty dominate while others
receive limited attention. This parallels the findings of this study, where the overemphasis on specific
values, such as Patriotism, potentially limits the holistic integration of all ten core values in EFL
materials.

The contextualization of values in this study aligns with other subject-specific analyses. For example,
the cultural and historical contexts used in Units 3, 4, and 5 resonate with Terzioglu’s (2022) findings in
music education, where Turkish folk songs were utilized to teach values such as Patriotism and Love.
Similarly, the emphasis on digital communication in Unit 8 reflects efforts to adapt values education to
contemporary contexts, as seen in Aktepe’s (2021) research on cartoons for preschool children.
However, this study also reveals a need for deeper engagement with values through more interactive
and reflective tasks, an area identified as lacking in both Ertiirk’s and Gorgiit’s (2018) studies.

A notable difference emerges when comparing the findings of this study with those from preschool
education (Kiling, 2022) and social studies curricula (Alaca, 2022). In these contexts, values education
benefits from active engagement with families and communities, as well as a more systematic approach
to values integration. By contrast, the 10th-grade English coursebook, while commendable in its
alignment with MoNE’s Values Education Framework, could benefit from incorporating a similar
collaborative approach to enrich students’ values comprehension.

7. Conclusion

This study underscores the strengths and limitations of the 10th-grade English coursebook in integrating
the ten core values of the Ministry of National Education. While Respect, Responsibility, and Patriotism
are consistently emphasized, other values like Justice, Love, and Patience require greater focus for a
more balanced representation. The coursebook effectively ties values to cultural, historical, and
contemporary contexts, promoting personal and social development. However, like the observations
made in the broader literature, the coursebook often falls short of fostering a deeper, more critical
engagement with values, which is essential for their meaningful internalization.
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Future curriculum development should aim for a more equitable distribution of core values and
incorporate strategies that actively involve students in reflective discussions and practical applications
of these values. By drawing on best practices from other disciplines, such as the collaborative and
systematic approaches seen in social studies and preschool education, EFL materials can further enhance
their role in values education. Addressing these areas will better align the materials with the evolving
needs of students and the overarching goals of values-based education in Tiirkiye.

8. Implications for Future Research

Considering these findings, future research should focus on comparative analyses of values integration
across grade levels, the impact of values education on student outcomes, and the role of teacher
implementation in fostering meaningful engagement with core values. Additionally, exploring
innovative pedagogical strategies and ensuring a more balanced representation of all ten core values
could further enhance the effectiveness of values education in EFL coursebooks. Such studies would
contribute to a deeper understanding of how values education can be systematically embedded in
language learning materials, supporting both academic and personal development goals.
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Abstract

Third Space Theory, initially formulated by Homi K. Bhabha, delineates a hybrid, liminal area that
arises when two or more distinct cultural or social viewpoints converge. It is not merely a mixture of the
existing spaces; instead, it represents a novel, emergent realm where established norms and identities
are scrutinized, reinterpreted, and possibly transformed. Within this "third space," meaning is
negotiated, allowing individuals to create new understandings and modes of existence that surpass the
constraints of their original cultural or social standings, thereby promoting innovation and questioning
conventional binaries. Through blending of many concepts and connections, the third space is a hub for
creative and multicultural discourse where new and creative ways of understanding are developed.
Globalization and hybridity theories are related to the third space issue. Increased cultural hybridization
and the ensuing effects of globalization are two of the main causes behind the emergence of the third
space. Ayad Akhtar’s The Who & The What raises questions about assimilation into mainstream
American culture versus the preservation of cultural heritage. This study aims to analyse how characters
negotiate these tensions and the impact on their sense of self and community. The study also analyses
some other related issues like interpersonal relationships, identity and belonging, religion and
secularism, gender roles and family dynamics, and Islam and modernity as starting points. The study
contends that these issues either legitimize assimilation or undermine cultural preservation.

Keywords: Third space theory, American drama, Ayad Akhtar, The Who & The What, American culture

1. Introduction

The "Third Space" theory put out by Homi Bhabha is a significant addition to postcolonial theory,
providing a sophisticated perspective on cultural identity, hybridity, and the intricate negotiations that
take place after colonization. Bhabha expands on previous ideas of hybridity by proposing the Third
Space as an interstitial space—a liminal, ambivalent, and transforming location where new cultural
meanings, identities, and practices emerge—rather than just a mashup of two different cultures
(Bhabha,199-201). This place is where current cultural borders are dissolved, questioned, and
rearranged; it is frequently experienced by subaltern or diasporic individuals. This "in-between" region
exposes the impossibility of stable, pure, or true cultural identities and upends binary oppositions (such
as colonizer/colonized and native/foreign). At times, the Third Space emerges as a location of
ambivalence, where mimicry and resistance are interwoven, allowing the colonized individual to seize
and reinterpret the language and symbols of the colonizer in manners that challenge colonial power and
foster new avenues of agency (Bhabha, 207-221). Rather than representing a seamless amalgamation,
the Third Space frequently serves as a fraught, contested, and fruitful arena for negotiation, innovation,
and the continuous development of new, hybrid forms of cultural expression and political defiance.
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2. Third Space Theory and The Who & The What

Ayad Akhtar, an American-Pakistani writer who writes about the American-Muslim experience, racism,
religion, immigration and identity, touches on these issues in The Who & The What. In this two-act play,
Akhtar states that his inspiration was Shakespeare's The Taming of the Shrew. Akhtar referred to The
Who & The What as “a comedy about two sisters and their father very loosely inspired by Taming of the
Shrew,”. In his author's note to The Who & The What, he explains his inspiration for this work as follows
“I started this play as a dialogue with another comedy. The Bard’s Taming of the Shrew had always
beguiled me, driven by a tension that seemed obsolete to the plights of modern men and women but
speaking eloquently to my own experience of gender relations as a Pakistani American.” (Akhtar 6).
The play focuses on Zarina, a rebellious, radical decision-maker with existential anxiety, and her
relationship with her family (father and sister). Zarina, who became more radicalized after her mother's
death, stands out with her American style rather than her Pakistani-Muslim identity. Zarina's approach
to the religion of Islam and her rather striking work about the Prophet makes her a divergent character.
Zarina's relationship with her father Afzal, her sister Mahwish and her husband Eli, and her perspective
on life, Islam and America, leads to the emergence of the third space theory in the play. Afzal's firm
fixation on his Muslim Pakistani identity, Mahwish's attempt to modernize with a similar identity but
caught in the middle, Eli's newly acquired modern Muslim identity and Zarina's rejection of her Muslim
Pakistani identity present the third space theory in the play.

Ayad Akhtar's plays are autobiographical. He is a second-generation Pakistani Muslim born in America
and his plays reflect this in every aspect. In his Muslim Identity in 21st century America Ayad Akhtar’s
Works as Autobiography Saljooq Asif states that

A well-established actor, writer, and playwright, Akhtar prefers to see himself as a
“narrative artist” whose literary works are ex-tensions of his existence, his own narrative.
“It’s often a deformed version of autobiography,” he insisted in the same interview, “but
everything I write is drawn from per-sonal experience, whether it’s observed or lived.” (2)

The similarly timeless American conflict between the individual and society is explored in Akhtar’s
plays. Two communities are addressed in Akhtar's writings: the Ummah, or community of the Muslim
faithful, whose customs predate the other in both Akhtar's own experience and global history, and a
predominantly white, Euro-derived, capitalist America organized by Western analysis. In presenting
people with these two different views and structures, he gives a very radical identity to highlight some
people with a Muslim identity that is, these people are not people who think positively about Islam, but
they are almost anti-Islamist characters with very deconstructive ideas. On the other hand, Akhtar
portrays the American characters he creates not as sharply anti-Islamic, but as more mild-minded
characters. So much so that the characters in his works who appear to be Muslim or ummabhist show the
opposite, while the American ones try to soften these characters. The Who & The What includes such
radical Islamists, moderate Islamists (American converts to Islam) and radical Muslims. These
characters' relationships with each other, their approach to Islam and their adaptation to American
society create a new hybrid cultural space. This new hybrid cultural space can be explained by Homi
Bhabha's third space theory.

Homi Bhabha created the theory of "Third Space" to characterize the hybrid cultural identity that results
from the blending of many cultural influences. According to Nagendra Bahadur Bhandari
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Bhabha (1994) conceptualizes the third space of enunciation in coloniality and
postcoloniality in a political discourse of in-betweenness and hybridity. He scrutinizes a
formation of hybrid cultural identity of colonized people in their cultural encounter in
colonial domination and inequality (2)

Homi Bhabha's third space theory is an important idea that focuses on the relationship between
colonizer/colonized that is central to postcolonial literature. The relationship between
colonizer/colonized creates a new idea of cultural identity and this cultural identity is created through
the process of continuous negotiations. By dismantling essentialist identities and the binary antagonism
of the colonizer and colonized, or the East and the West, this kind of culture subverts colonial
domination. Christina Tatham defines the third space as “The Third Space is an in-between space
(Bhabha 1990, 1994) where ‘cultural boundaries meet and blur’ (Smith 2008, 8) allowing people to
synthesise elements of different identities and create new, hybrid identities and knowledge.” (Tatham
2). This intermediate space creates new cultural identities while creating new identities and cultural
shifts and sometimes there is a feeling of in-betweenness, of not belonging or vice versa. However, as a
natural consequence of third space theory, while creating hybridity, it simultaneously creates the karma
of otherness. Anyone who is perceived as culturally or racially distinct from people in the West is
considered the Other. For the third space theory Fiona Covarr points out

Bhabha’s (1994, 2) concept of an ‘in-between’ space, what he calls the ‘third space’, is also
central to his overall theory of culture and identity. Bhabha (1994, 2) refers to this third
space in terms of ‘interstices’: ‘It is in the emergence of the interstices — the overlap and
displacement of domains of difference — that the intersubjective and collective experiences
of ... cultural value are negotiated. How... subjects [are] formed “in-between’. (3)

The colonized are able to "hybridize," or adopt different cultural elements of their surroundings, by
navigating different "spaces" in their separate contexts and adopting or rejecting particular cultural
values and differences. As a result, they gain strength and adaptability, which eventually allows them to
"outwit" their oppressors. Naglaa Abou-Agag declares for the third space theory as

It looks at colonized/colonizer relations within the paradigm devised by Homi Bhabha in
The Location of Culture (1994), where Third Space is the terrain hosting the continuous
process of creating and recreating identity and where reaching “the beyond” is the goal
which former colonies should set themselves (2)

This continuous process of identity creation generates terms such as the other, identity crisis, new
cultural identity. With a different approach, perhaps third space theory can be thought to cause cultural
assimilation because the in-between situation can lead to choosing the other. For cultural assimilation
Rajashree Dasgupta states that

Assimilation assumes that a relatively-tenuous culture gets to be united to one unified
culture. That process happens by contact and accommodation between each culture. The
current definition of assimilation is usually used to refer to immigrants, but in
multiculturalism, cultural assimilation can happen all over the world and within varying
social contexts and is not limited to specific areas (1,2)
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In this context, Zarina's view of Islam may be an in-betweenness in terms of third space, but in terms of
cultural assimilation, it may be cultural assimilation. Muhammad Igbal et all. However, make an point
that

Homi K. Bhabha states that identity is an intricate and complex issue which remains alive
between the dominant and the dominated. Cultural identities which include tradition,
civilization, norms and many cultural and religious activities cannot be marred or
sabotaged. They cannot be alienated easily (Igbal et all. 3)

In this context, in Zarina's case, for all her Islamic and cultural radicalism, she still cannot shake off
Islam and the culture of her country of origin. At some point Zarina creates a defense mechanism for
herself in the new culture (America) or by adapting more to the new culture because the other half, the
identity, the Pakistani side, worried that it will not be accepted in this other world (America), develops
a defense mechanism to make itself accepted. Within the defense mechanism, it creates a lot of
opposition to the Muslim Pakistani identity. For defence mechanism Marcus Olofsson asserts that

We use psychological defense mechanisms to protect ourselves from harmful feelings. The
mind can use different defense mechanisms to avoid feelings and thoughts that might be
painful. Sometimes our defense break down, and we feel anxiety. That means the defense
has not protected us from feeling hurt (Olofsson 10)

For Zarina, the harmful feelings come from two sides. The first is that she is a Muslim Pakistani woman
and there are many challenges that come with that. The second is the fear of not being accepted in
America with that identity. In addition, the death of her mother, her father's refusal to allow her to marry
her non-Muslim lover and his opening a profile for her on a matrimonial website and arranging a suitor
for her, her sister's refusal to marry before her sister in accordance with tradition and her pushing herself
to live in the Muslim mold are the main hurtful emotions that affect Zarina. However, in any case,
Zarina, her father Afzal, and her sister Mahwish stress about being or becoming Muslim Americans.
Zarina Mahwish in particular, represents the new generation, the more moderate. According to Marwa
Mohammed and Enas Jawad

Accordingly, developing an Islamic identity is a challenge for Muslim Americans,
particularly for second generation of Muslim Americans, those who were born and live in
non-Muslim environments. The challenge creates a kind of trauma between integrity in the
American society as its citizens and the presentation of the values related to their culture
and religion (Kaplan, 2007,2) (Mohammed & Enas 2)

Maybe at some point, Zarina's whole demeanor, even her father Afzal's soft demeanor when he first
immigrated to the U.S., may be due to mimicry. Mimicry, especially Zarina's, stems from a second-
generation sense of finding a place in American culture because Zarina's mimicry is a way of saying ‘I
am one of you’. Muhammed Latif Busyeiri and Atikah Ruslianti describe mimicry as “Mimicry may be
described as the desire of individuals from the East to be treated equally to people from the West
(Bhabha, 1994).” (Busyeiri & Ruslianti 5). Even Ryan, whose father did not allow him to marry because
he was not a Muslim for this reason, is a form of the desire for belonging brought about by mimicry.
Therefore, what puts Zarina at the centre, or what brings her to the forefront, is not only her personality
but also her approach to her faith. Houaria Chaal describes her as
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Thus, the curiosity and willingness of Zarina push her to know what’s behind the life of the
prophet and what the others don’t know. Zarina's book is asking some big questions about
the prophet Muhammad. Is the Quran really the word of God? Is Allah a woman? But this
over excitement and this curiosity put her in troubles with her faith and her conservative
family. The play is an imagining of thoughts emotions, desires and doubt about the prophet
that might have experienced around the time of one of his marriage with “Zineb Bent
Jahch” (2)

When evaluated on the basis of all characters, especially Zarina, because there are so many myths and
misunderstandings about Muslims in America, the play is crucial to understanding what it means to be
a Muslim in this country. It serves as an illustration of the contemporary Muslim community in America.
It is also beneficial to present several points of view about the American scene. It goes beyond clichés
to illustrate the challenges faced by the legacy of contemporary culture in contemporary living. One
could see it as a genuine challenge from those Muslims to identify as Muslims or not, to demonstrate
their identity, to adjust, and to become a part of them. Thus, it breaks down expectations and
presumptions while also providing a voice and vitality to end marginalization.

Each character in the play reveals his or her own identity, but the main point of conflict is, for example,
the contrasting characters of the two sisters or Zarina's views on women and Islam. In fact, at the center
of the whole play are the themes of being a woman, being an immigrant, belonging, identity, new
generation, cultural assimilation, marginalization, cultural change, and hybridity that arise from the
problems arising from the woman-Islam conflict. Therefore, each term in the previous sentence is
presented by four different characters in the play. The Prophet Muhammad, who put Zarina at the center,
and his thoughts on the necessity of the hijab. Zarina claims that the purpose of her writing is to illustrate
the Prophet's many influences—both positive and negative—and how the Quran discloses all of the
human experiences that he had. She believes that accepting Muhammad as the primary author of the
Quran instead of God would make more sense in many aspects. She thinks it especially absurd that
millions of Muslims have been affected by the tale of Muhammad's marriage to Zaynab, his son's ex-
wife. About her novel she clarifies that she is worried about the bad, human qualities of the Prophet that
people always attempt to hide. She believes that his inconsistencies simply serve to highlight his
remarkable humanity. She claims that the Prophet is struggling with his feelings for his son's wife and
the fact that he saw her in her undies at the start of her book. Zarina thinks it absurd that centuries of
Muslim women have covered their faces with the hijab due to Muhammad's basic need for privacy. Her
questioning of the Prophet is expressed in the play as follows

ZARINA: I feel like I'm not letting myself...

I have this sense of Muhammad, of who he was. We know all these things about the
Prophet. Or think we do, details: he was an Arab, Aisha was his favorite wife, he had a gap
between his teeth, whatever. And all the stories we hear, that have gotten told for hundreds
of years, don’t point to a real person. It’s all like this monument to what we have made of
him. But who he really was? We don’t know.

(Beat)

That’s what I’m calling it. The Who and the What. (Act One: Scene Four, p.39)

Zarina is most comfortable discussing these ideas with her husband Eli, who is a white American convert
to Islam. Eli's mother is a white Anglo-Saxon Protestant immigrant from England and his father is an
Anglo-Saxon man who grew up in the South, but who is interested in black culture, so Eli is interested
in black culture, and he is like the sum total of all the founding fathers of America. Akhtar may also be
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making a reference to radical Islam by constructing Eli in this way because no Muslim of Muslim origin
in the play would listen to Zarina's ideas and accept them.

Zarina's sister Mahwish is her foil character because she adheres to all the rules of morality and culture
that a Muslim woman should have. She does not want to marry before her sister because that is the rule
where she comes from. She does not have sexual relations without marriage, she is very loyal to her
father and his rules. Mahwish is attempting to talk her sister into finding a spouse. Mahwish finds this
particularly significant because, in Islamic tradition, the younger sister cannot be married until the older
sister has. Their father insists on abiding by Islamic law and follows it scrupulously. Zarina informs
Mahwish that they do not reside in Pakistan and that she is free to be married whenever she wants.
Zarina's refusal to marry, in Mahwish's opinion, is simply another way that she is disobeying their father.
Afzal, Zarina's father, is a typical Pakistani Muslim. He is very devoted to the rules of Islam and sees
himself as the head of the household. He wants his daughters to follow his rules and the rules of Islam,
so he doesn't want Zarina to marry Ryan, who is not Muslim, and he doesn't want Mahwish to marry
before his sister because of Mahwish's traditions. So he helps her get married by creating a profile on a
matrimonial website and pretending to be Zarina, because in their culture, the father knows the
prospective groom before the daughter and approves the marriage. More than her sister's attitudes, it is
her father's unmodernized thinking that further enrages Zarina and radicalizes her. Zarina becomes so
perverted in her thoughts that she is excommunicated by the family when a fictional erotic writing card
she wrote for her sister and father in addition to her writings about Prophet is caught by her father and
sister, but she never shies away from what she writes. this leads to further crises. When Zarina's anti-
Islamic views are exposed and Eli supports her, her father Afzal disowns Zarina and they part, never to
meet again, because both of them are firmly committed to their views and will not give them up. These
situations also put Zarina in a third space. So she is neither a Pakistani Muslim, nor a second generation
American Muslim, nor an American, and that is exactly the point of the play. In the epilogue of the play,
two years later, Zarina comes to see her father in a park, and Mahwish arranges the meeting, but her
father still cannot forgive Zarina for what she did. Zarina announces that she and Eli are moving to
Oregon and she is never forgiving or lenient, and then she breaks the news of her pregnancy. Here again
Akhtar plays an interesting game, Afzal hopes the baby will be a boy, but Zarina defiantly says it will
be a girl. This is depicted in the play as

AFZAL (CONT’D): Dear sweet Allahmia, please bless that child. Give it a long, healthy,
happy life. And please give that child a strong love for you. Whatever anger you have with
Zarina, ya Allah, please don’t make that child suffer for what she did. If you can’t forgive
her, just don’t take it out on him.

(Beat)

Inshallah, please let it be a boy.

Beat.

ZARINA (With sass, defiance): Dad.

Afzal turns to see her.

ZARINA (CONT’D): It’s a girl. (Epilogue, p.85)

So neither Zarina nor Afzal give up their identities, their customs and traditions, or even their ideas.
3. Conclusions
In Ayad Akhtar's play The Who & The What the exploration of identity, cultural assimilation, and the

formation of a hybrid cultural space is profoundly articulated through the characters' complex
negotiations of their Muslim-American identities. The play vividly illustrates the tensions between
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preserving cultural heritage and assimilating into mainstream American culture, themes that resonate
deeply in contemporary discussions of multiculturalism and belonging. Invoking Homi K. Bhabha's
concept of the "Third Space," Akhtar navigates the complexities of cultural identity in a postcolonial
environment through Zarina's radical questioning of Islam and her father Afzal's steadfast allegiance to
traditional norms. This theoretical framework clarifies how people like Zarina live in a transitional
environment where cultural boundaries are hazy and new hybrid identities are created. Zarina's
disobedience and curiosity question not just her family's expectations but also generalized
preconceptions held by society toward Muslim women. Her journey of faith, family, and personal liberty,
replete with tensions, illustrates the challenges of juggling multiple identities in a heterogeneous culture.
Afzal's steadfast adherence to Islamic customs, meantime, is indicative of a fight to preserve cultural
continuity in the face of rapidly changing cultural environments. In the end, The Who & The What is a
gripping story that questions essentialist ideas about identity while honouring the flexibility and
adaptation that come with being a cultural hybrid. In her portrayal of characters struggling with their
Muslim-American identities, Akhtar poignantly captures the realities of modern life, in which people
must choose between tradition and modernity, heritage and assimilation, in order to find a sense of self
and belonging. In addition to deepening our knowledge of the nuances of cultural identity, Akhtar's
examination of these subjects demonstrates the ongoing value of Homi K. Bhabha's Third Space theory
in shedding light on the processes of cultural negotiation and adaptation in a globalized society. By
looking at The Who & The What readers are encouraged to consider how people and groups negotiate
the opportunities and difficulties presented by cultural variety while claiming their own sense of identity
and place in the world.
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Abstract

This article highlights several ways to effectively teach English to future engineering students, as well
as modern and innovative educational technologies used in the language and its learning and improve
engineering students' English instruction, including the opportunities and difficulties that come with
preparing them for a globalized workforce. It draws attention to important problems, such as students'
low motivation, their limited exposure to English, and the difficulty of specialist engineering
terminology.

Keywords: Language, distance education, communicative, cognitive, educational technologies,
project, activity, interactive methods.

1. Introduction

Today, the main focus is on the training of qualified, knowledgeable, mature engineering students in
technical and polytechnic higher educational institutions. This was highlighted at a video selector
meeting on June 20, under the chairmanship of the President of the Republic of Uzbekistan Sh.M.
Mirziyoyev, on the issues of training personnel in engineering fields and further improving the
activities of higher educational institutions. In this regard, a modern, innovative approach to language
teaching and learning is required from foreign language teachers of higher education institutions.

In recent years, the issue of using new information technologies in higher education institutions has
been increasingly raised. It is not only new technical means, but also new forms and methods of
teaching, a new approach to the educational process. The main goal of teaching foreign languages is to
form and develop the communicative culture of engineering students, to teach them to learn a foreign
language in practice.

2. Literature Analysis and Methods

Innovative technological methods of teaching and learning English and Internet resources were used in
the research process. Distance learning system, working with platforms, online tests and exercises
were used for students to master a foreign language and use it communicatively and cognitively.

3. Discussion and Results

Today, the biggest task of the teacher is to create conditions for each student to learn the language in
practice, to be able to use it without difficulty in reading, listening, writing and speaking, and to
choose such teaching methods that allow them to show their activity and creativity. Another main task
of the teacher is to activate the cognitive activity of the student in the process of teaching foreign
languages.

Modern pedagogical technologies such as collaborative learning, project methodology, use of new
information technologies, Internet resources, distance education help to implement a person-oriented
approach in the educational process, provide individualization and differentiation of teaching, taking
into account the individual abilities of students, their level of learning. Forms of working with
computer training programs in foreign language classes include: learning terms and vocabulary related
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to the field of engineering; practice pronunciation; teaching dialogic and monologic speech; teaching
reading, listening comprehension, writing and speaking; use without grammatical interference.

Moreover, one of the most useful advantages of the Internet is that students and teachers located
anywhere in the world can get any information they need: political, social information, news in the life
of young people, articles from newspapers and magazines, etc. During the lesson, a number of didactic
problems can be solved using the Internet in English: formation of reading skills and qualifications
using global network materials; development of writing skills of engineering students; increase
students' vocabulary; formation of students' motivation to learn English.

In addition, students can take part in online tests, quizzes, contests, Olympiads, correspond with their
peers in other countries, chat, participate in video conferences, etc. Students can get information about
the problem currently working on the project. The main goal of learning English in higher education
institutions is the formation of communicative competence, all other goals (education, training,
development) are implemented in the process of implementing this main goal.

The communicative approach involves teaching communication and building the ability to establish
intercultural relations, which are the basis of Internet activity. Currently, priority is given to issues of
intercultural communication, interactivity, authenticity of communication, language learning in
cultural conditions. These principles allow the development of intercultural competence as a
component of communicative competence. Communicative approach is a strategy that simulates
communication aimed at conscious understanding of the material and methods of working with it,
creating psychological and linguistic preparation for communication. It is not difficult for students
who learn English independently to implement a communicative approach on the Internet. A
communicative task is offered to students to discuss a problem or question, students not only exchange
information, but also evaluate it. The main criterion that allows distinguishing the communicative
approach from other types of educational activity is that students independently choose a source for
forming their thoughts.

In the communicative approach, the use of the Internet is very well encouraged: its purpose is to
interest students in learning a foreign language by accumulating and expanding their knowledge and
experience. One of the main requirements for teaching foreign languages using Internet resources is to
create interaction in the lesson, which is usually called interactivity in the methodology.

Interactivity is "combining, coordinating, and complementing communicative goals and resulting
efforts by means of speech." Interactivity not only creates real situations from life but also forces
students to give appropriate answers to them in a foreign language.

Another technology that provides field-oriented education to future engineering students is the project
method as a way to develop creativity, knowledge activity, and independence. There are different
types of projects. Projects can be divided into mono-projects, collective, oral, concrete, written and
Internet projects. The project method helps to develop active independent thinking of students and
directs them to joint research work. The use of project methods teaches students to cooperate, and
learning to cooperate educates moral values such as mutual aid and the ability to cooperate, forms
creativity and activates students.

In general, the inseparability of teaching and education is observed in the process of teaching the

project. Students expand their knowledge of the language, gain experience in its practical use, learn to
listen and hear English speech, understand each other when defending projects. The student searches
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for a solution to the problem independently or in collaboration, for this he needs not only to know the
language, but also to have creative, communicative and intellectual skills. In the process of teaching
English, the project method can be used on almost any subject. Working on projects develops
imagination, fantasy, creative thinking, independence and other personal qualities.

4. Conclusions and Suggestions

The introduction of innovative technologies into the educational process in teaching foreign languages
to engineering students in higher educational institutions has a good effect. Thanks to the computer,
the Internet and multimedia, a unique opportunity was created for students to absorb a large amount of
information with further analysis and sorting. The priority direction of these technologies is to direct
the educational process from the teacher to the student. Innovative, communicative technologies lead
to the gradual formation of students' skills of independent assimilation of information.
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Abstract

Are manipulation tactics such as gaslighting, love-bombing, or ghosting unique to the 21st century?
While these terms are modern, manipulative techniques themselves are as old as life on Earth. In nature,
animals, insects, and even plants use deception as a survival strategy. When it comes to human relations,
manipulation goes beyond mere survival, shaping power dynamics and social structures. Gendered
psychological manipulation, the theme of madness, in particular, has been a central theme in feminist
literary criticism, especially in examining the portrayal of women’s agency in literature. In this study, I
intend to shed light on how Charlotte Bronté€’s infamous novel Jane Eyre (1847) employs gendered
manipulation as a narrative device to create tension, enhance the mystery, and reflect power imbalances
in relationships in 19th-century Victorian society. Through a feminist narratological approach, drawing
from Susan Lanser's article "Towards a Feminist Narratology", this study analyses the ways in which
Rochester exerts psychological control over Jane, shaping both her personal journey and the novel’s
narrative structure. By focusing on Jane’s shifting agency within the text, this study highlights how
Bront€’s narrative techniques expose the constraints imposed on women in Victorian society.
Ultimately, this research foregrounds the role of literature in delineating the power dynamics between
genders and suggesting insights into manipulation that remain relevant in contemporary discussions on
relationships and autonomy.

Keywords: gaslighting, psychological manipulation, manipulative tactics, manipulation, gender,
feminist narratology

The main concern of this paper is to examine the concept of gendered psychological manipulation
through a feminist narratological perspective, in light of Susan Lanser’s article "Towards a Feminist
Narratology", in Charlotte Bronté’s infamous novel Jane Eyre (1847) to foreground the power dynamics
between genders in 19™-century Victorian Society, drawing insights into contemporary relationships.
The manipulation tactics of love-bombing, ghosting and especially gaslighting are recent additions to
our vocabulary; however, the manipulation as a psychological structure has long been reflected in
literary studies. Jane Eyre displays and critiques the gendered manipulation through character
psychology and narrative voice, exploring power dynamics not only in relationships but in the structure
of storytelling, which resonates with the human relations in contemporary society. Jane Eyre was first
published under the pseudonym Currer Bell, in the Victorian Era, a period marked by rigid gender roles,
which caused female writers to be rarely considered worthy of reading. The period also reinforced the
stereotypes of women as either ‘angel in the house’ or ‘monster’ as represented through the characters
Jane Eyre and Bertha Mason. The Madwoman in the Attic (1979), named after the character Bertha,
Sandra Gilbert and Susan Gubar’s book of feminist literary criticism that deals with the Victorian
women writers. In this sense, English literature classic Jane Eyre is revisited to illustrate that
manipulation is exerted through patriarchal moral authority, while the period also witnesses the anxiety
about increasing female autonomy. In this context, the character Jane portrays a Victorian character with
her high morality while reflecting the assertive female voice, which paves the way a step forward from
governess tales. By creating a strong female protagonist, Bront€ assists Jane in resisting the manipulative
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tactics of the authoritative figures in her life from her childhood onwards, aligning with the conventions
of bildungsroman, which enables following Jane’s character development as well.

The act of manipulation is basically defined as “any intentional attempt by an agent (A) to cause another
agent (B) to will/prefer/intend/act other than what A takes B’s will, preference or intention to be, where
A does so utilizing methods that obscure and render deniable A’s intentions vis a* vis B” (Whitfield 4).
Manipulation is a communication act which, in essence, has two sides with a norm of two-
straightforwardness. However, when it comes to psychological manipulation, the communication turns
into an act of one-way straightforward communication activity. As John Flynn explains in “Behaviour
Modification: Communication and Psychological Manipulation”, drawing from Skinnerian therapy,
“psychological manipulation clearly involves a deviation from the norm of two-way straightforwardness
which is the presupposition of the communication activity” (90). Thus, agent A’s communication is
manipulative of agent B when B implicitly trusts (assumes, believes, expects) that the conditions of
straightforward communication are being fulfilled, and B is wrong about an X condition (Flynn 92). In
this sense, psychological manipulation includes techniques such as deception, beliefs, desires or
emotions (Whitfield 5).

Gaslighting as a term referring to a psychological manipulation technique arises from British novelist
and playwright Patrick Hamilton’s play Gaslight, staged in 1938. The play tells the story of a husband’s
manipulation of his wife, illustrated through the gaslight. Jack, the husband, dims the light of the gas
lamp every night. Bella, the wife, notices this change and tells Jack that the light illuminates less and
less every passing day. Jack denies this fact and blames Bella for dreaming to the point of saying that
she is mentally ill. As a B party of the evaluation provided above, Bella’s “beliefs, desires or emotions
have been altered” and she doubts herself and question her reality, memory, thoughts, mental health and
perception because of the manipulator husband’s discourse and actions, which result in the manipulated
wife’s questioning of her judgments first and then believing in this after a while (Whitfield 5). In this
deception technique, the manipulator gains authority from the position of being relied on, loved or
respected, which, in turn, causes the manipulated party to fall victim easily. In this regard, gaslighting
has evolved as a psychological manipulation technique, as an effort to control the other party in
communication by raising the feeling of humiliation, weakness, guilt and self-doubt for the other party’s
sake or benefit. At this point, the manipulator’s narrative controls the story, which functions as a
governing mechanism connecting this analysis to the narratology.

Narratology, defined briefly as the science of narratives, scrutinises narratives, as Gerard Genette’s
terms about voice, level and focalization contribute to distinguishing ‘who sees’ from ‘who speaks’,
providing different dimensions to story levels and voice. Departing from Genette’s contributions to
narratology, Susan Lanser brings forth discussions regarding the narrative level, voice and context new
to classical narratology. Within this concept, Lanser asserts that the present narratological analysis is
applied to texts either produced by male authors or by male analysts. Hence, she reformulates the
theories on the basis of women’s text, looking afresh at the question of gender. Regarding the female
writers and voice, she asserts in “Towards a Feminist Narratology” as such:

Beneath the "feminine" voice of self-effacement and emotionality... lies the "masculine"
voice of authority that the writer cannot inscribe openly. The subtext also exposes the
surface text, and hence the surface voice, as a subterfuge, revealing the "feminine style" to
be a caricature donned to mask a surer voice in the process of communicating to a woman
under the watchful eyes of a man. But this also means that the powerless form called
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"women's language" is revealed as a potentially subversive-hence powerful-tool. (Lanser
349

The surface voice Lanser refers to here connects to what Gilbert and Gubar evaluate as the ‘palimpsestic’
text; “the palimpsestic discourse feminist criticism frequently describes in which ‘surface designs’ act
simply as a cover to ‘conceal or obscure deeper, less accessible (and less socially acceptable) levels of
meaning’” (Gilbert and Gubar qtd. in Lanser 350). In this regard, women’s voice which goes beyond
being simply “a vehicle for constructing a more legitimate (masculine, powerful) voice” through which
“the more global judgment of patriarchal practices is exercised” functions as a powerful tool to reveal
the genuine women’s voice as a resisting mechanism (Lanser 350). Lanser also refers to Dale Spencer’s
evaluation of the distinction between public and private concern not only in terms of “general context
of textual production but its gender context as well: that is, writing publicly becomes synonymous with
writing for and to men” (Lanser 352).

The dichotomy of male/female, public/private is maintained by permitting women to write
... for themselves (for example, diaries) and for each other in the form of letters,
'accomplished' pieces, moral treatises, articles of interest for other women-particularly in
the domestic area-and even novels for women...There is no contradiction in patriarchal
order while women write for women and therefore remain within the limits of the private
sphere; the contradiction arises only when women write for men. (Spencer 192)

As Spenser comments on the limits of women’s writing in appealing to the so-called proper narratee,
“women’s public discourse may be contaminated by internal or external censorship” (Lanser 352). On
the matter of censorship, in Fictions of Authority, Lanser refers to the governess tales, a form observed
in novels of early nineteenth-century England which synthesises the courtship novel and autobiography
into a story of a dependent woman’s progress to spiritual and material happiness. Governess tale “adopts
a grammatically female voice, however, each also limits the narrator’s personal authority by appealing
to (masculine) authorities outside the self” (Lanser 177). However, Jane Eyre which is possible thanks
to governess tales as it is also one, is told through the mature Jane, “makes it unique, for Jane will
challenge these limits on female. Authority in her attempt to create an “egoistic” if not “Byronic”
narrative subject engaging with uncommon insistence a public narratee” (Fictions 177). Bront€ employs
a governess tale to question the ideological foundations of female silence in fiction rather than
reinforcing the already existing norms regarding women’s voice and conventional fiction. She invites
the reader to distinguish conventionality from morality, which are regarded as the representatives of one
another. Bronté writes in the preface of the novel as follows:

Conventionality is not morality. Self-righteousness is not religion. To attack the first is not
to assail the last...These things and deeds are diametrically opposed: they are as distinct as
is vice from virtue. Men too often confound them: they should not be confounded:
appearance should not be mistaken for truth; ... There is—I repeat it—a difference; and it
is a good, and not a bad action to mark broadly and clearly the line of separation between
them.

Following this premise, Bronté creates a heroine who is beyond the conventional understanding of a
heroine of her age. Jane is beyond the ‘angel in the house’ with “her lack of the requisite beauty of such
a heroine is stressed continually. She is puny, her features irregular, and her unpromising physical
attributes never fail to be remarked upon by everyone she encounters, and by herself...she is
threateningly intelligent, forthright to the point of bluntness...unsubmissiveness, her independence is
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her social fault” (Bell 263). These characteristics, though, appoints Jane as the representative of the
quest for independence of women of her age, which also functions as a resistance against the
manipulative acts of the patriarchal figures in her life from childhood to adulthood.

Laura Mulvey writes in “Visual Pleasure and Narrative Cinema” as such: “Sadism demands a story,
depends on making something happen, forcing a change in another person, a battle of will and strength,
victory/defeat, all occurring in a linear time with a beginning and an end” (205). In Jane Eyre, the male
protagonist, the master, Rochester, also creates his narrative in the novel to exert his manipulative acts
on Jane, from their first encounter until Jane leaves Thornfield upon discovering Rochester’s deception
about a bigamous marriage. Rochester’s three main calculated acts of manipulation, his changeable
mood, feigned interest in Miss Ingram and concealment of Bertha Mason are central to this analysis in
a deconstructive manner of Bronté’s implementation of narrative strategies to preserve Jane’s autonomy
and subjectivity. On their first encounter in Hay Lane, the horse accident, for instance, Rochester asks
Jane questions that he already knows, concealing his true identity; “whose house is it?”, “He is not
resident, then”, “Can you tell me where he is?” (Bronté 97). In the following pages, Rochester’s
ambiguous behaviours that are sometimes cold and distant, sometimes frank and intimate, puzzling
calculated actions prepare the ground for his following plans to successfully manipulate his victim. AS
Jane observes, he “sometimes passes me haughtily and coldly, just acknowledging my presence by a
distant nod or a cool glance, and sometimes bow and smile with gentlemanlike affability” (109). Jane is
cautious against Rochester’s waxing treatment as she says, “His changes of mood did not offend me” at
first (109). However, as their relationship evolves, Jane lowers her guard and falls for Rochester since
she is “so young and so little acquainted with men” as Mrs Fairfax also warns her to “put her on guard”
(223). He complements her, telling her she has “a peculiar mind: it is a unique one...The more you and
I converse, the better; for while I cannot blight you, you may refresh me” (122) “recall what pleases”
(113). When he disguises himself as a gypsy, which is another scene that displays the manipulative
actions of Rochester, he says to Jane, “I wish I were in a quiet island with only you,_and trouble, and
danger, and hideous recollections removed from me” (171). Rochester’s manipulative tactics are
reminiscent of what is called love-bombing in contemporary relationships, as Jane explains her feelings:
“the friendly frankness, as correct as cordial, with which he treated me, drew me to him. I felt at times
as if he were my relation rather than my master” (124). However, when she hears about Rochester
returning home from Millcote with a group of young ladies, especially the name Miss Ingram, she feels
as if she is a fool. Bronté’s implication of first-person point of view as a narrative strategy helps reveal
Jane’s emotions: “That a greater fool than Jane Eyre... that a more fantastic idiot had never surfeited
herself on sweet lies, and swallowed poison as if it were nectar” (135). Mature Jane’s use of free indirect
speech as the narrator of the novel assists in reaching Jane’s inner workings. As the narrator says:
“’You,’ I said, ‘a favourite with Mr. Rochester? You gifted with the power of pleasing him? You of
importance to him in any way? Go! You folly sickness me’” (135). Through this narrative strategy,
which is not directly told by the governess, the mature and married women’s perspective as in the
conventional governess tales, regarded as the representation of dominant ideological understanding in
the society, Bronté’s narrative talent illustrates how patriarchal systems, constraint women writers in
Victorian Society, indirectly embedding it in the layers of storytelling. Moreover, the imbalance in the
pace of the storyline is supported by the manipulation, which extends beyond operating as a mere theme
in the novel and functions as a narrative device to create tension, arousing the reader’s curiosity about
forthcoming events in the novel.

Rochester openly flirts with Miss Ingram in front of Jane’s eyes as if nothing had happened between the

two, ignoring her, as if she does not exist. Jane thinks, “what had occurred since, calculated to change
his and my positions?... how distant, how far estranged... without looking at me, he took a seat on the
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other side of the room” (148). “He never turned his eyes” to look at her (149), which corresponds to the
contemporary term of ghosting. Jane observes Rochester socialising with his guests, outcasted, aloof at
the corner of the drawing room, resisting her instincts to gaze at him, as she comments, “beauty is in the
eye of the gazer” (Bronté 147): “He made me love him without looking at me” (148). Furthermore, Jane
expects Miss Ingram and Rochester to “enter into the holy estate of matrimony—to take Miss Ingram
to [his] bosom” (211). After speaking to Mrs Fairfax about their relationship, she comments, “I saw he
was going to marry her” (157). Rochester himself also speaks of marrying Miss Ingram, saying: “In
about a month, I hope to be a bridegroom... in the interim, I shall look out for employment and an
asylum for you” (211). She believes she must leave for Ireland, as he is to marry Miss Ingram. As she
develops strong affection for him, the idea that she must leave “strikes me with terror and anguish,” as
she says: “to feel absolutely must be torn from you forever... the necessity of departure... is like looking
on the necessity of death” (213). Following Jane’s confession of her feelings, Rochester proposes
marriage to Jane, which shocks her as she waits to leave rather than stay after all the conversation.
However, he later denies the talks about marrying Miss Ingram, stating: “My bride! What bride? I have
no Bride!” (213). Rochester then accuses Jane of overreacting, saying, “you are over-excited” (214).
Rochester reveals himself as a master manipulator of Jane’s feelings. When Jane asks, “Why did you
take such pains to make me believe you wished to marry Miss Ingram?” he confesses that he “fainted
courtship of Miss Ingram” just because he “wished to render [her] as madly in love with [him]” (221).
Rochester’s behaviour exemplifies manipulation, as he gaslights Jane, playing with her psychology, and
perceptions. Moreover, Jane, aware of her Victorian station, internally reasons that Miss Ingram might
be better suited for Rochester “for family, perhaps political reasons; had not because her rank and
connections suited him” (157). The class divide between her as the governess and Rochester as the
owner of the house was a rarity in Victorian society. Rochester’s manipulative actions and the societal
norms of the time instigate feelings of inferiority in Jane. She also deems herself unworthy of
Rochester’s attention due to her lower status and fortune—factors deemed essential in Victorian
marriage, as Mrs Fairfax advises Jane: “Equity of position and fortune is often advisable in such cases”
(Bront€ 223). This reflects how psychological manipulation, as seen with Jane, symbolises the plight of
women of her era and the relational power dynamics, with “play[ing] a vital part in the exercising of
male power,” which “is essential to the batterer’s arsenal of power and control tactics” (Haaken 787).
However, as Millicent Bell argues: “Her creator desires her heroine's achievement of the Utopian ideal
of union in which men and women, rich and poor, are no longer categories separated by iron barriers”
(268). Jane states: “Do you think, because I am poor, obscure, plain, and little, I am soulless and
heartless? You think wrong!—I have as much soul as you,—and full as much heart!.... I am not talking
to you now through the medium of custom, conventionalities, nor even of mortal flesh;—it is my spirit
that addresses your spirit; just as if both had passed through the grave, and we stood at God’s feet,
equal,—as we are!” (Bront€ 213). In this way, the narrator highlights gender power imbalances, which
are reflected through gendered manipulation.

Bertha Mason, the woman in the attic and the legal wife, serves as a narrative device to heighten the
mystery and also functions as a theme of manipulation in Rochester's story. Although Jane observes
more than what is expected of her to believe, she chooses to submit entirely to her master and beloved.
She questions Grace Poole after Bertha sets fire to Rochester’s room, initially trying to solve the
mystery. Jane finds Grace Poole’s answers contradictory and is frustrated by the awkward events
unfolding at Thornfield each day. However, she remains under Rochester’s manipulation and cannot
break free until the truth is revealed. Rochester proposes that Jane move to a place he has “in the South
of France: a whitewashed villa on the shores of the Mediterranean” where she “shall live a happy, and
guarded” life (Bronté 256). Conversely, Jane chooses to leave Thornfield penniless, enduring great
hardship and lowering herself to the status of a beggar rather than becoming a mistress. In this regard,
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Jane’s strong character becomes Bronté’s true blessing in conveying her message to a wider audience.
Interestingly, Rochester’s excuse for deceiving Jane into a bigamous marriage, as he admits saying “I
have deceived you” with a reason — a typical trait of a manipulator — is expressed when he tells her:
“I feared a stubbornness that exists in your character” (Bront€ 265). No matter how much Rochester
tries to persuade or blame her for his own actions, Jane rejects his assumption that she is “helpless, a
bird in the fowler's net” when she discovers his deception regarding his earlier marriage (Bell 263). She
states, "I am no bird; and no net ensnares me; I am a free human being with an independent will; which
I now exert to leave you" (Bront€ 214).

All in all, the narrative voice of both mature Jane and subversive young Jane remains consistent,
contrasting with the governess’ tales. Jane’s assertive and resilient voice is present throughout the novel.
It is not censored by the narrator Jane in a way that, as Lanser states, “notions of both plot and character
are strained by such a structure in which the actant is really a recipient” (Toward 355). The narrative
levels of young Jane’s story are interwoven so that, although the character remains the same, the
polyphony is preserved, with actants and recipients also intertwined, enabling young Jane to
communicate a public message rather than an inert or closed narratee. As a female character, she
functions both as the agent and the recipient of the outcomes of her actions. While mature Jane, as the
storyteller, governs the boundaries of the story; however, she does not directly intervene in Jane’s
speeches but instead quotes her or recounts her thoughts. As Jane addresses to public audience: “Who
blames me? Many, no doubt; and I shall be called discontented. I could not help it: the restlessness was
in my nature; it agitated me to pain sometimes... it is in vain to say human being ought to be satisfied
with tranquillity: they must have action... women feel just as men feel” (Bronté 93). In this quote, Jane’s
discourse appears to blend past and present, evoking the experience of narrating and being the self
simultaneously, which transforms the actant into a receiver. Furthermore, “Bronté wants to see this
transcendence take place, though she knows the unlikelihood of its realisation in the real social world in
which she had herself grown up” (Bell 268). Bront€ delineates the role of women’s quest in this novel
while employing effective narrative strategies to convey this message to women of her period, a message
that still resonates with the circumstances of women in patriarchal societies today.
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Abstract

In the communication world, there has been a move from traditional print media to digital platforms,
including the Internet, email, and multimedia presentations. Such a move has resulted in a proliferation
of modern tools and multimodal approaches which are increasingly integrated into writing pedagogy.
However, the extent to which EFL instructors embrace multimodality in writing remains relatively
underexplored. This study seeks to address this gap by examining EFL instructors’ perspectives on
multimodality, which is defined as the use of multiple communication modes—written, oral, nonverbal,
and visual—to convey meaning. Tertiary-level instructors' perspectives on the essential applications of
second language (L2) writing environments include an examination of multimodal writing, its
importance for both foreign language educators and learners, its key advantages, and the challenges both
anticipated and encountered. To this end, the perspectives of 17 instructors who were chosen through
convenience sampling from three state universities in the Black Sea Region were elicited. This was
accomplished by conducting structured interviews with ten questions intended to explore how tertiary-
level teachers use and perceive multimodal writing. According to the results, multimodal writing has
several advantages, particularly in terms of its usefulness and divergence from conventional techniques.
Additionally, the teachers stressed how well they engaged students' senses, which led to longer-lasting
learning. These results lead to several conclusions that warrant further exploration.

Keywords: Multimodal writing, multimodality, EFL writing, instructor perspectives

“This new world is a multimodal world.
Language is one mode; images, actions,
sounds, and physical manipulation are other
modes”
(Gee, 2014)
1. Introduction
With the growth and changes in technology and the diversity of language teaching and environments,
writing, which is considered to be the hardest skill to learn in a foreign language changes as well. In
other words, the styles or the methods to implement while teaching writing, especially academic writing,
undergo up-to-date means and devices. With the development of technology and young learners’ active
participation in the use of the modern technologies, as Selfe (2009) argues, it is expected that technology
researchers focused on electronic, multimedia, and multimodal composition have supplied part of the
motivation for a new move toward aurality. Gee (2014) states that

“Multimodality is the rage today and the ‘new new thing’. But, it seems new only because
we linguists have done such a poor job analyzing language. We treat language as words
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and grammar. But language has never been unimodal. Language-in-use is a performance.
We string words together with tone, pitch, and stress of the voice, with gestures and actions,
and embodied interactions with others” (p. xi).

The quotation above can provide a basic definition of multimodality which says language is not merely
made up of words but anything we encounter in our daily lives. Teachers merely focus on grammar and
vocabulary, because they think those elements are the most vital ones; however, language is not made
only of grammatical structures and words, yet, they consist of sounds, images, actions, etc. The author
argues that language teachers should step beyond teaching grammar and words, yet, they should sail
into the novel parts of the sea which need discovery.

Over the last 20 years or more, digital technology has brought considerable changes to writing. Words
are nearly often accompanied by images, diagrams, or drawings in common print-based communications
such as newspapers, information booklets, or advertisements, and the print is improved by a variety of
font sizes and shapes (Bearne & Wolstencroft, 2007). As Bowen and Whithaus (2013) put forward, the
emergence of a diverse range of information and communication technologies in college writing classes
over the last two decades has paved the way for new potentials for the types of compositions that students
can generate.

In content area classrooms, second language learners are increasingly expected to complete writing
assignments involving different modalities aside from language and learners make use of both linguistic
and non-linguistics modes in order to communicate (Grapin & Llosa, 2020; Jiang, 2018). Many
commonplace texts are now multimodal, mixing words with moving images, sound, color, and a variety
of photographic, hand-drawn, or digitally produced visuals.

Reading and writing are not always the primary modes of representation in textbooks; we use online
resources and teacher-created materials. Writing's purposes and formats have drastically changed over
the past few decades, which requires a social, educational, and semiotic explanation. The practices of
language and communication have changed as a result of recent advancements in digital technologies
(Bezemer and Kress, 2008). Multimodal composing, which extends beyond conventional written forms
to encompass various forms of expression, is one strategy that has arisen in L2 writing to accommodate
new forms of representation in digital media. Digital media does provide some distinctive affordances
for multimodal composition, particularly the capacity to interact with a large, public audience through
the internet. Multimodal texts may include pages, blogs, wikis, podcasts, different kinds of videos, video
games, infographics, posters, brochures (Hafner & Miller, 2011; Hafner and Ho, 2020). Additionally,
as Selfe asserts, composition writers have continued to experiment with assignments that encouraged
students to create meaning in and through audio compositions, focusing assignments on “podcasting,
mashups, voicemail compositions and sound poems, radio essays, audio documentaries and interviews,
audio ethnographies, as well as video, multimedia, and other forms of multimodal composition” (2009,
p. 640) over the last decades.

The New London Group uses the term multimodal to describe the variety of modalities - printed words,
still and moving images, sound, speech, and music, color authors integrate when designing texts. Images
that are still (as well as moving) are used more frequently to convey meaning. A number of scholars
working in the field of New Literacy Studies first proposed the concept of multimodal composing as a
way to implement a multiliteracy pedagogy in schools to prepare students for the changing nature of
representation, boosting linguistic and cultural diversity, and the variety of textual practices linked with
digital technologies (as cited in Cazden et al, 1996).
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With all these in mind, it would be practical to clearly define what multimodality is; it is the use of
several means of communication and persuasion, including as written, oral, nonverbal, and visual aids.
As for Bowen and Whithaues (2013), multimodality can be realized with the help of films, video games,
speeches, photos and visual graphics as well as written works. Additionally, Bearne and Wolstencroft
(2007, p. 2) state that multimodal texts may include elements of

e gesture, movement, posture, facial expression
e images: moving and still, real or drawn
e sound: spoken words, sound effects and music
e writing, including font and typography

1.1. Why Do We Need Multimodal Writing?

Time, world and technology change. Therefore “In the modern world, print literacy is not enough.
People need to be literate in a great variety of different semiotic domains” (Gee, 2003, p. 19) because
language is not made merely of words, but it includes anything related to communication. The author
puts forward that if these domains entail print, people will frequently require the print pieces. Besides,
the tools and technology we use to communicate are inextricably linked to their social and historical
contexts throughout time and location (Wysocki, 2005). Students frequently write on Instagram,
Facebook, Twitter and other social websites and this means they characterize themselves in texts; which
also leads to the conclusion that students are always in act of writing although it does not have to be
printed paper. This may mean that writing will always survive; because as Beane and Wolstencroft
(2007) argue, it is possible that blogging, emails, and texting have already improved people's daily
writing experiences. In addition, although handwriting will still be used in classrooms, there will be a
significant increase in on-screen writing. Besides, it is possible that writing and screen-based
presentations will both be included in the process of creating, editing, and amending.

However, the vast majority of domains use semiotic (symbolic, representational) resources in addition
to print, and others do not use print at all (Gee, 2003). He also argues that people must be able to acquire
literacy in new semiotic domains throughout their lives. If our modern, global, high-tech, and science-
driven world does anything, it is to give rise to new semiotic domains while also transforming old ones
at an increasing rate.

1.2. Literacy in Today’s World

For Bowen and Whithaus (2013), what it means to be literate in today's society is evolving, and that the
shapes and forms of academic knowledge inside undergraduate writing are undergoing modifications
made possible by the ICT revolution. Even in more established disciplines like scholarly writing, new
and creative text formats are proliferating: publications using video techniques in the life sciences
(Hafner, 2018). Many text types contain novel multimodal representational techniques and are created
for larger, more "diversified" online audiences, many of whom are interactive. There have long been
requests for language and literacy educators to adapt their curricula to include new forms of
representation and communication in digital media as a result of these kinds of advances (Cazden et al,
1996; Hafner et al, 2015).

1.3. Advantages of Multimodal Writing

Multimodality opens a new path for students in writing; “it’s reshaping genre boundaries and changing
what counts as academic knowledge” (Bowen and Whithaus, 2013, p. 4). Responding to these new forms
of literacy, faculty, students, and writing program administrators are producing in them, writing in them,

192



Proceedings Book
10th International KTUDELL Conference: Language, Literature, and Translation
29-30 May 2025, Karadeniz Technical University, Trabzon, TURKIYE

and stretching conceptions and practices of what is possible to do and produce in a college writing
course. Cooper (2005) believes that modern day’s students are born into the Internet world; therefore,
they never experienced life without the Internet. It is natural for them to move between the virtual and
the real world; because they are raised in a multimodal environment. Bearne and Wolstencroft (2007)
state that students are always surrounded with screen and papers, pictures and sounds. Therefore, they
are accustomed to reading print or on screen.

Today’s world in which our students have the access to almost any kind of technological communication
devices could be an appropriate environment to utilize multimodal writing means; they can easily reach
pictures, images, any kind of visual aids, animation, videos or sounds related to their topic. Therefore,
with the help of the aforementioned aids, modern day’s people have the opportunity to process
information by listening, speaking, reading, writing, and visual representation, and they can demonstrate
their expertise through oral presentations and movies. They have the chance to make of use of texts,
images, sounds and videos with the purpose of making their arguments stronger. When their arguments
become stronger, the students can participate in the classroom discussions with more robust confidence.
Additionally, as Bearne and Wolstencroft (2007) put forward, students will more readily regard
themselves as authors with the duty to proofread and develop their work if texts are produced on screens,
which is one benefit. With the use of interactive whiteboards, it is considerably simpler for a group of
students to read a piece of work and collectively debate editing enhancements. Then the next step is to
quickly analyze their own writing with a critical eye, analyzing their language, writing style, and
sentence structure. Children writing on screens may easily edit their work, thus composition benefits
from collaborative help and computer facilities.

Bowen and Whithaus (2013) are of the opinion that multimodal writing encourages teachers to move
forward by creating digital videos for YouTube, by forming profile pictures and structures within some
specific programs, or even utilizing PowerPoint slides to present and interpretation of a poem. We, as
teachers of English as a Foreign Language (EFL), have the chance in our environments to pave the way
for our students to make use of any kind of modalities in order to let them create quality works and
therefore let them be more confident in the area which challenges them the most.

Hafner (2014) believes that multimodal strategies may encourage learner autonomy, strengthen student
voice, and heighten genre awareness, engage students into L2 writing, voice-enhancing, among other
advantages. In addition to the aforementioned benefits, multimodal compositions can help teachers keep
an eye on the writing process, ensure that every student benefits from writing, and encourage students
to produce more (Norris & Ortega, 2000).

1.4. Disadvantages of Multimodal Writing

Apart from the advantages multimodal tasks hold, they can bear some difficulties and risks in them as
well; therefore, they may not always end up successfully. Because, as Bowen and Whithaus (2013)
argue, when writing program administrators (WPAs) attempt to incorporate multimodal composing into
a university-wide program, the dangers are heightened. As technology advancements are incorporated
into writing lessons, it is becoming more frequent in many school curricula; and administrators and
teachers are struggling to bring in-class and out-of-class communications together. Vandommele et al
(2017) put forward a disadvantage for multimodality, they argue that there are various challenges in
integrating multimodal composition in (task-based) educational settings which can be listed as educators
who struggle to comprehend and use modern technology, lack of technological devices or internet
access. Sometimes, even school administrations may not feel the potential benefits of multimodality and
therefore may prevent it from being applied in the classrooms.
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In addition, as Hawisher et al (2010) argue, people who have grown up with and excelled at print
communication may find it difficult to admit that multimodal literacy is rapidly surpassing traditional
print literacy. She also believes that “in the twenty-first century many of us cling to the familiar
educational tools of the immediate past and continue to teach the rhetorical means to manipulate limited
alphabetic representations of reality” (p. 57).

2. Literature Review

Almost every student has the opportunity to go online, and to reach any kind of aid to form writing
works making use of any kind of online aids. Besides, when students are given the chance to write online
and make us of what they want, they may feel more creative and therefore prepare more quality works.
Selfe (2009) conducted a case study which examined how aural composing modalities (speech, music,
sound) were perceived and utilized in English language writing classrooms and displayed that
multimodal writing was of high benefit in English composition classes. Additionally, as she argues that
international students from different cultural and linguistic backgrounds can be reached in any means
more easily. In addition to the benefits mentioned above, multimodal environments can encourage
teachers of writing to “rediscover aurality as a valuable modality of expression” (Selfe, 2009, p. 619).
As for Bowen and Whithaus (2013), multimodality means leading students to categorize their
experiences and relating them to others in a certain social setting through established norms in addition
to satisfying students' real-world demands in a world of digital media, Hafner and Ho (2020) carried out
a case study with teachers of English in Hong Kong; they interviewed the teachers about their
perceptions of multimodal writing and found that multimodality bears the capability of creating harmony
in writing papers no matter which areas they are written in. Additionally, writing with the help of
multimodal tasks can help increase autonomy of learners, raise their voices and most importantly, they
can assist students to be more into writing in the target language.

Swain and Lapkin’s (1995) study carried out by providing writing tasks to 18 students from a grade 8
early French immersion class of 21 students. The writing tasks were asked to be completed with the
think-aloud procedures of students; the students knew that the researchers were interested in learning
what the students thought while they were creating their pieces of writing. The results of the study put
forward that, during out-loud thinking students could notice problems in their writings and therefore
they can be pushed to amend their works. Therefore, it would be wise to argue that the findings of Swain
and Lapkin are of the opinion that multimodality can encourage autonomy, awareness and engagement
in writing in the target language.

Wilson et al (2012) implemented a study in which they created a five-month unit of writing. One of the
authors, who was especially interested in teacher research, worked with eighth-grade students enrolled
in her English Language Development course. The five-month unit concluded with “student-generated
podcasts, digital compilations of audio and visual files, that responded to unit questions, such as “Who
am [? Where do I come from? Who do I want to be? What do I value? How can I represent answers to
these questions in powerful and effective ways?” (p. 374). The findings of the research revealed that the
podcasts let students support their identities in relation to their “family members, places, items they
liked, activities, popular culture, or life events” (p. 379). Besides, to structure their podcasts and
demonstrate that these areas of their lives were important to them, students consciously used a variety
of expressive approaches. Additionally, with the help of this task, students were able to use the English
language in situations where they felt challenged while still communicating in ways they felt
comfortable with. Therefore, it can be argued that multimodal compositions can assist teachers in
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monitoring the writing process, guaranteeing that each student gains something from writing, and
motivating pupils to generate more.

Jiang (2018) implemented a research study in university-based EFL curriculum in China with the
purpose of investigation into how students' interest in and use of English writing have changed
throughout the digital multimodal composing (DMC). 22 participants, who were chosen from the classes
of the five teachers, provided a variety of data since they agreed to send the researcher their videos for
research when he first spoke with the students. The results of the study illustrated three patterns of
change with three focal cases using information acquired through observation, interview, and student-
authored multimodal texts. The research concludes that the learner “repositioned himself from a resistant
writer to an active composer, while in the second, the student evolved from an exam oriented writer and
textbook-decoder to a multimodal designer during digital multimodal composing” (p. 60).

Jiang and Luk’s (2016) study presents findings from an investigation of the opinions and experiences of
21 students and 5 teachers who took part in a year-long study that involved students in the multimodal
creation of video essays as part of a Chinese undergraduate English curriculum. To study learners' and
teachers' opinions on what makes English learning with multimodal composing (MC) engaging and
motivating, data for this paper was collected through in-depth semi-structured interviews and written
reflections. The findings reveal that students were motivated as a result of multimodal compositions.

Balaman’s (2018) research conducted in Turkey 43 EFL English-major-students revealed that students
who underwent multimodal writing instruction were more successful than the control group which did
not receive any digital aids. There researcher divided the participants into two groups since it was an
experimental study; the groups were experimental and control groups. Experimental group was provided
digital storytelling integrated writing instruction whereas the control group was exposed to traditional
writing instruction. The research took 14 weeks to end. Having obtained the results of this experimental
research, the author argues that an explanation of the reason why DS is better than conventional writing
assignments is that DS-integrated instruction reinforces the process writing steps of drafting, editing,
revising, and sharing the finished product by requiring students to switch back and forth between these
steps in order to create an artifact that will be presented to the audience. Besides, the motivation and
involvement of the students in the experimental group may have been impacted by having a more
substantial and real audience. They were able to convey their messages in a far more vivid, realistic, and
impactful manner. The researcher believes that by allowing them to incorporate images and music into
the narrative process, DS enables students to use a variety of media to convey the desired message,
increasing the realism of the story for both the author and the reader.

Vandommele et al’s (2017) research conducted with 82 students found that regardless of the precise
environment in which the writing occurs, multimodal composition can encourage beginner L2 learners
to write. The study also highlighted the significance of employing several metrics and assignments to
assess writers' progress. They also believe that adolescents' participation in multimodal writing exercises
can aid in the growth of their L2 writing abilities. Additionally, they found that the online community's
real-world audience and the awareness that writing will be read (by a person other than the teacher) may
not only inspire authors more, but also produce writing that is of a higher quality. The authors also argue
that in multimodal writing, there are multiple opportunities for interaction between students and a range
of helpful interlocutors. Online compositions make it simple for individuals to collaborate, split work,
build on the work of a previous composer, and get feedback from real audiences. Furthermore, typical
power relations do not necessarily hold true when working together in online spaces. Age, for instance,
does not always indicate authority, although digital skills may.
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3. Methodology

3.1. Participants

The researcher made use of convenience sampling for the present study. The participants of the study
were those whom the researcher knew beforehand at the universities she worked. The participants were
seventeen tertiary level teachers of English from three different state universities in the Black Sea
Region. Of the seventeen instructors, two were males. The youngest of the instructors was a 34-year-
old female with 11 years of teaching experience. The oldest of the participants were two 53-year-old
females with 29 and 33 years of experience of teaching. The mean age of the participating instructors
was 41,8. The mean of the years of experience in teaching was 18 years. One of the instructors had only
three years of teaching experience in tertiary level as she worked in an institution unrelated to education.
The instructors included writing skill exercises in their classes even though not all of them had writing
classroom. They are aware that writing is one of the vital skills in language learning; therefore, they
tried their best to insert writing exercises into their classes.

3.2. Data Collection

Structured interviews were used to gather the data for this study, and they were distributed to the
participants via WhatsApp. The participants’ consents were taken before delivering the interview
questions. They received guarantees that the information they provided would be kept private and that
pseudonyms rather than their real names would be used. They were asked to respond freely in whichever
language they chose to the questions. However, all of the participants replied in English. Therefore, the
researcher did not feel the need to translate or transcribe any data.

3.3. Data Analysis

In order to prevent any type of publicity of the interviewees, the interview responses were gathered and
assigned numbers. The papers were printed out, reviewed, and thoroughly examined. Following is a list
of the common themes and codes that were identified in the responses.

Several measures were taken during the research in order to provide reliability and validity of the data
analysis; consistency among the participants was ensured with the structured interview format.
Participants were numbered instead of their real names, it also helped minimizing bias during the data
analysis procedure. Recurring codes and themes were identified by thematic analysis, printed interview
transcripts were carefully cross checked with the purpose of providing accuracy of interpretation. All of
the participants replied the questions in English; therefore, the researchers did not need to translate and
so it eliminated the risk of misinterpretation. These actions were taken in order to contribute to the
trustworthiness of the findings by providing credibility and confirmability to the qualitative nature of
the present study.

4. Findings

The first question of the interview seems to be the one holding diverse responses: some instructors
already know what multimodality is; some-as they mention in their answers-learned after a little bit of
Google search; and some did not know what it is and did not show any effort to learn about it.
Additionally, a few participants stated that they inferred what multimodality means by dividing the word
into parts; multi and modal. Then they could guess what it is.

The question was “How do you define multimodality/multimodal writing/multimodal texts? What arises
in your mind when you think of multimodality?”. Two participants did not hold ideas about what the
term meant. Participant 2 said “I don’t know the term, multimodality” as well as the participant 8 who
stated that “/ have never seen, read, or heard about multimodality before. Sorry ©@’. However, the
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former participant puts forward that “/ always use videos, figures, images, sound, tables, etc. all the
time” which can lead to the conclusion that the instructor inserts multimodality in their writing classes
even though they are not familiar with the term ‘multimodality’.

Freeing the teacher

Participant 15, when asked if they know about multimodality, provided a striking response: “It is a way
of freeing the teacher to use a technique that strengthens her hand and apply the target activity on her
students to get the most of it”. Being aware of the implementation, the participant seems to insert
multimodality efficiently and effectively as they make use of uncommon applications into their writing
classes.

How Multimodality Helps in EFL Classroom

All of the participants, whether they know the term multimodality or not, stated that they utilize tools
such as videos, audios, images, gestures, animations, presentations, discussions, graphics, podcasts,
websites, bar charts, cartoons, memes, figures, tables, and hyperlinks in their writing classes. However,
the outstanding tool seems to be videos; all of the instructors state that they make use of videos in their
classes.

They list some reasons for utilizing aforementioned tools in their classes. Below are the most common
codes, here reasons, obtained in the interview replies of the participants.

Table 1. Common codes of the interviews

Triggering sensory channels (n=6)
Untraditional (n=5)
Multimodal assignments (n=11)
Assessment of product and process (n=11)
Practical in online settings (n=2)

Triggering Sensory Channels (n=6)

Learners hold different sensory types; some can be visual learners while some are auditory or kinesthetic
learners. Six EFL instructors of this present research study argue that multimodality preserves the
possibility of triggering different sensory channels and therefore assisting learners be more open to
learning and participating. As it is stated above, all of the participants stated that they make use of videos
in their classes. Participant 11 argued that “/ think that visual mode is the most effective one” among the
modality types; and added that “information that remains in the visual memory is more permanent”
when compared to other learner types. Therefore, they utilize videos frequently in their writing classes.
As a supporting argument to the aforementioned characteristic of multimodality, participant 1
exemplified texts including “visual aids like bar charts, photos, cartoons and such” and argued that

“Integrating such things into our teaching triggers remembering and motivates students to
take part in writing activity more effectively. Because, generating ideas depending on a
photo or anything-visual makes students feel more secure. This process does not require
them to understand a written text; it is a lot easier”.

When learners are more secure in their learning environments, learning takes place more easily and

therefore the learners feel free to write as much as they like and want. Participant 7 provided reasons for
integrating multimodality in their classes as “I incorporate multimodal aspects into my classes to
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enhance students’ learning experiences and motivation” because they believe learning is more
permanent with the help of visual aids. The instructor stated that

“I prefer using videos, sounds, and images. I ask students to write summary of a text with
tables or graphs or to create a story with pictures, photos, or cartoons. I set up a class blog
where students can write their tasks and enhance their written entries with relevant sounds,
videos, cartoons, figures, or hyperlinks. I also prefer using visual note-taking including
sketch notes, webbing, and mind maps and combining words, colors, symbols, and
pictures”.

One instructor (participant 16) put forward an interesting idea; they stated that they make use of visual
aids because of intrinsic reasons. The participant argued that “Actually, as I am a visual learner, I tend
to do that for internally motivational reasons”. Therefore, they insert figures, images and icons into their
PowerPoint presentations.

Untraditional (n=5)

Five of the seventeen tertiary level EFL teachers argued that multimodality paves the way for writing
classes to be untraditional which may mean revolutionary and unconventional for many of the present
EFL classrooms around Turkey. Participant 7 put forward a reasonable explanation of how being
untraditional helps triggering effective learning environments; the instructor argued that

“multimodal writing goes beyond traditional text-based writing by incorporating elements
such as images, diagrams, videos, hyperlinks, and other multimedia elements to promote
more engaging and effective learner experiences”.

In addition, participant 4 argued that what they did in their classes, although they did not know about
the term multimodality, let their classes be more than “just using language in written form like texts or
sentences”. Here, the instructor tries to put forward that language classes should be more than just course
books and notebooks; they should step away from the traditional and go into the path of untraditional
with multi modes of classes.

Another supporting argument for the untraditional assistance of multimodality is summarized with a
very simple sentence by participant 9 who said “/ know that the more different ways students learn
something, the better they will learn and remember”. When learners come across with unusual teaching
styles and unconventional learning environments, they seem to retain knowledge better and longer.
With all those being stated, it can be argued that whereas the traditional English language learning
environments seem to be solely working with a textbook and papers to write on, utilizing multi modes
assist learning be more effective and efficient when compared to traditional settings.

Assessment of Product and Process (n=11)

When asked “When assessing your students’ multimodal assignments, do you grade only the final
product/output, only the process, or both?”, eleven of the seventeen participants stated that they assess
‘both’. Participant 5 put forward that “In my assessment of multimodal tasks both the process and
outcome are important as the process means much about the effort of the student” which is supported
by participant 16 who stated that “/ am a process- rather than a product-oriented practitioner, ... I also
grade their experiences during the process as well as their final outcomes”. Additionally, participant 9
argued that “/ try to assess both because not only the product but also the process is significant for me”
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which all lead to the conclusion that the final product is not of importance only by itself; the journey
which bears all the difficulties is also taken into serious consideration.

Multimodal assignments (n=11)

Of the seventeen instructors, eleven stated that they assign homework on digital platforms which make
the assignments multimodal. Two of the participants especially focused on WhatsApp groups
assignments; they told that students are crazy about them and enjoying the process a lot. Participant 16
assigns their students to design posters or create QR codes for their audio or visual homework. That is
to say, students are intensely involved in creating multi modes. Participant 13 put forward that “/ assign
them voice-message homework to talk about their ideas about a topic” before or after the classroom
sessions. Additionally, participant 1 feels excited to hear what their students write about a picture when
they are assigned to write “an end to a picture story”.

Video recordings or dialogue creations also seem to be a part of assignments, as participant 3 argued
their students are required to “shoot their own videos and create their own conversations often during a
term” which can stand for multimodality in assignments. Additionally, participant 15 argued that when
their students are asked to

“fill a clustered chart, they do it easily and eagerly. In fact, it feels much quicker and easier
to produce and they don’t need to consider much about the coherence and unity as they do
when writing a paragraph”.

Today’s youth loves digital content, and they can spend hours on social web sites just reading and
laughing at memes. Participant 10 seems to be aware of this situation, they said that “I ask my students
to add photos and videos to their writings. Personally I like memes and think they could be integrated
to classes”. In addition to the aforementioned tools, participant 7 stated that “/ assign digital storytelling,
online class blog, preparing posters or brochures, creating visual schema for texts using online tools
such as Jamboard, and video discussion via Flipgrid” with knowing that students are more into digital
tools than the traditional textbook and paper setting.

Practical in online settings (n=2)
Two EFL instructors argued that inserting multi modes into writing classes for assessment are easier
when distance education is in progress. Participant 11 stated that

“This term, for summative assessment (mid-term exam), we gave video assignment to our
students in which they were supposed to make dialogues. The students were paired and
write their scripts. Then, they made role-plays. However, I believe that such multimodal
assignments can be used much efficiently for formative assessment”.

Here, the participant meant 2022-2023 academic year, spring term because the terrible earthquake which
killed more than 50 thousand people caused all universities in Turkey to go into distance education. The
instructor made use of video assignments during distance education.

In addition, participant 16 stated that they made frequent use of multimodality “during hybrid education
due to the earthquake and Covid-19 epidemic 2 years ago”. Although pandemic and earthquake caused
devastations, it created advantages for teaching. Teachers had to be more into technology and they could
utilize digital tools much more than ever.
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5. Discussion and Conclusion

Freeing the teacher is one result and advantage of multimodality. This result of this study corroborates
with Selfe (2009) in freeing the teacher; Selfe argues that multimodality assists teachers to be original
and freer in expressions.

In addition to creating a freer environment, multimodality can be considered to be a meets-needing tool;
young generation likes and is into digital media, therefore digitalization of tools is of great help when
drawing students’ attention into classes. Therefore, this advantage of multimodality can overlap with
Bowen and Whithaus’s (2013) study which concludes that students’ demands can be met with the help
of multimodality integration into writing classes.

As for the untraditional feature of multimodality, it can be argued that multi modes in classes pave for
the classes to be more appealing and attractive for students; therefore, it can lead to permanent learning.
These results support Grapin and Llosa’s (2020); Balaman’s (2018) and Jiang’s (2018) studies.

This current study reached to one distinct conclusion which is “triggering sensory channels”; the learners
are stimulated with the help of provoking senses. Learners can hold different types of sensory channels,
and multi modes in classes bear the possibility of evoking the senses and therefore letting learners be
more alert and creating permanent learning.

As a result of the Covid-19 pandemic and 6th February earthquake in Turkey, which led distance
education take place for a long time, multimodality was of assistance in teaching environments. Tertiary
level EFL teachers of this study told that they utilized multi modes in their teaching settings. This present
research study reaches to the conclusion that multimodality in writing classes do not hold any
disadvantages; on the contrary, it has advantages and it is gradually becoming a need for the upcoming
generations of learners.
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Abstract

This study investigates prospective English teachers’ interpretation of their teaching self-efficacy,
academic satisfaction, the link between the two variants, and the impact of gender role on these factors.
The research emphasizes the significance of the academic satisfaction and self-efficacy in shaping the
development of future English teachers. The results emphasized that prospective English teachers
generally show high self-efficacy levels, with varying opinions on their academic satisfaction. A slight
positive connection was observed between self-efficacy and satisfaction was discovered, while no
significant gender differences were observed in these areas. These results underscore the importance
of teacher education programs that foster both self-efficacy and academic satisfaction. The study,
conducted with 64 fourth- year English Language Teaching students at Ondokuz Mayis University,
suggests that future research could benefit from expanding the sample size, using broader
measurement tools, and incorporating multiple data collection methods for a more in- depth and
comprehensive analysis.

Keywords: Prospective English teachers, teaching self-efficacy, academic satisfaction, pre-service
teacher preparation, English Language Teaching (ELT).

1. Introduction

Teachers have a key role in the education system, serving as the cornerstone for achieving quality
education. The effectiveness of education depends heavily on having well-qualified teachers who
possess a deep understanding of the language they teach, strong knowledge within their field, and high
levels of motivation. To cultivate such qualified professionals, pre-service teacher education systems
must emphasize these essential qualities. Within pre-service teacher education, two critical factors
stand out: students’ academic satisfaction and their beliefs regarding self-efficacy. Lent et al. (2007)
defined academic satisfaction as “the enjoyment of one’s role or experiences as a student” (p.87).
Academic satisfaction encompasses various aspects, including students’ experiences of campus life,
the quality of their adaptation to the academic environment, satisfaction with courses, interactions with
peers, and overall well-being (Chen & Lo, 2012). Kuh et al. (2006) states that schools providing
academic support, opportunities for intellectual development contribute to greater levels of satisfaction.
Academic satisfaction encompasses various aspects, including students’ experiences of campus life,
the quality of their adaptation to the academic environment, satisfaction with courses, interactions with
peers, and overall well-being.

Similarly, self-efficacy has a vital part in shaping prospective teachers’ readiness for their future
careers. Self-efficacy described by Bandura (1982) as the one’s belief in their potential to successfully
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perform tasks and complete them to achieve the desired results. The comprehension of the contrast
between self-efficacy and self-esteem is vital as these two terms are frequently mistaken for one
another. Self-efficacy can be described as one's confidence in their own potential of completing the
task with the desired outcome; whereas, self-esteem is all about one's perception of their own worth
(Yildiz, 2024). Numerous factors shape an individual’s self-efficacy, including past personal
experiences, observations of others, and environmental influences. In the teaching context self-
efficacy can be illustrated as the ability to set realistic objectives and obtaining the desired effect
successfully even in challenging situations. (Tschannen-Moran & Woolfolk Hoy, 2001). Bandura
(1986) stated that self-efficacy affects behaviors as well as thoughts and feelings. Therefore, self-
efficacy affects the teachers’ psychological well-being. Emotions and cognition's can alter teaching
self-efficacy beliefs and in turn, affect the classroom environment and student performance (Goddard
et aal., 2004). Previous research indicates a deep connection between academic satisfaction and self-
efficacy. These factors are interlinked, as they play a crucial part in setting the standards for the
quality of teachers in their field. The comprehension of the interaction between self-efficacy and
academic satisfaction can shed light on the improvement of teacher education and establish new
standards for future educators.

1.1. Research Questions

The main focus of this study is to investigate efficacy and student satisfaction with academic
experience, contributing to a deeper understanding of how self-efficacy influences academic
satisfaction among future language educators. Particularly, the goal of this study is to address these
questions:

1. What are the perceptions of prospective teachers regarding their self-efficacy?
2. What are the academic satisfaction levels of prospective teachers?

3. Is there a link between academic satisfaction and self-efficacy?

4. Does gender influence academic satisfaction and self-efficacy?

2. Literature Review

One of the vital components for the effectiveness of a teacher is self-efficacy. Teacher efficacy is “the
confidence teachers hold about their individual and collective capability to influence student learning”
(Klassen et al., 2010). Numerous studies have explored the various elements that shape teachers’ self-
efficacy, including educational background, field knowledge, personality, and attitudes. Research by
Ustiiner et al. (2009) found that teachers, both male and female, exhibited a "moderate" level of self-
efficacy, suggesting that while teachers may have objective self-assessments of their abilities, there
may also be deficiencies in teacher preparation programs. It was also found that there’s a significant
link between gender roles and self-efficacy levels. Conversely, Klassen and Chiu (2010) discovered
that teachers’ performance, personality, students’ achievements shape the self-efficacy perceptions of
teachers. They noted that female participants reported less confidence in classroom management
compared to their male counterparts. Similarly, Butucha (2013) highlighted gender disparities, with
male participants showing higher self-efficacy levels, particularly in classroom management. These
findings point to potential effect of gender on self-efficacy perceptions between educators and
highlight an unexplored area in the literature on how gender affects self-efficacy perceptions.

There are various strategies to enhance teachers' self-efficacy. One effective approach is encouraging
the development of a growth mindset, which can increase their motivation to expand their professional
expertise (Dweck, 2006). Additionally, strong support from colleagues and supervisors contributes
significantly to teachers’ sense of empowerment. Furthermore, micro-teaching plays a crucial role, as
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it offers opportunities for feedback and collaboration, highlighting the importance of practice-based
approaches in teacher development (Arsal, 2014).

Academic satisfaction is a key factor influencing the effectiveness of prospective teachers. It refers to
students’ overall experiences within their academic institution, including satisfaction with courses,
interpersonal relationships, and campus life. Research suggests that academic satisfaction enhances
students’ self-belief, which in turn contributes to better academic performance and a more fulfilling
learning experience (Zapko et al., 2018). Aitken (1982) suggested that academic satisfaction is
primarily shaoed by factors such as GPA and satisfaction with one’s major, while feelings of isolation
tend to diminish satisfaction. Additionally, research by Pinugu (2013) emphasized that academic stress
and self-efficacy play a significant role in shaping students’ academic satisfaction, highlighting the
complex interaction between personal and academic factors. While Malik et al. (2023) found that
neither faculty type nor gender significantly affected academic satisfaction, Balkis and Duru (2017)
noted that the influence of gender remains inconclusive. Furthermore, Li and Tien (2024)
demonstrated that academic satisfaction mediates the relationship between personal development and
career adaptability among Chinese students. These findings highlight the potential of academic
satisfaction to foster both personal and professional growth among pre-service teachers, thereby
enhancing the overall quality of education. Although meeting students’ expectations regarding
academic satisfaction can be challenging, it is essential, as it significantly impacts their psychological
well-being (Franzen et al., 2021). Moreover, academic satisfaction has been positively linked to both
career adaptability and academic persistence (Wilkins-Yel et al., 2018), underscoring its vital role in
shaping students' success in their academic programs and future careers.

The relationship between academic satisfaction and self-efficacy has been widely explored, though
findings remain mixed. While some studies have found no significant correlation between the two
(Madonna & Philpot, 2013; Wilcox & Nordstokke, 2019), others have observed a positive connection
(Ojeda et al., 2011; Nguyen et al., 2024). Research suggests that academic satisfaction mediates the
link between academic success and perceptions of self-efficacy, underscoring its role in shaping
academic outcomes (Han, 2013). Furthermore, self-efficacy has been found to precede academic
satisfaction, with confidence serving as a foundation for positive academic experiences (Shehadeh et
al., 2020). Mental health is another important factor, influencing both academic satisfaction and self-
efficacy (Yang, 2017). Studies have shown that higher self-efficacy is generally associated with
greater academic satisfaction (Quynh et al., 2024). Talsma et al. (2018) found that students with higher
GPAs tend to experience greater satisfaction, driven by increased confidence, while those with lower
GPAs may struggle with dissatisfaction due to self-doubt. However, Jarada and Ajlouni (2020)
highlighted that even students with high GPAs can feel dissatisfied if their self-efficacy is low.
Conversely, students with high self-efficacy often maintain satisfaction, even when their GPAs are
lower, as they believe in their ability to improve. Lastly, Tian et al. (2024) confirmed that self-efficacy
not only correlates with academic performance and satisfaction but also mediates the relationship
between them.

In summary, existing research suggests that self-efficacy enhances self-confidence, fostering greater
academic satisfaction. Increased satisfaction, in turn, promotes motivation, psychological well-being,
and personal growth, bringing attention to impact self-efficacy and academic satisfaction in academic
experiences and outcomes. Despite these insights, gaps remain in literature.
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3. Methodology

This study utilizes a quantitative approach to explore prospective English teachers’ self-efficacy levels
and their academic satisfaction, as well as to investigate whether a connection exists between self-
efficacy and academic satisfaction. Data was collected and analyzed using validated instruments and
statistical methods to address the research objectives.

3.1. Data Collection Instruments

Two Likert-type scales will be used for the collection of quantitative data. Teacher Sense of Efficacy
Scale Short Form developed by Tschannen-moran, this scale measures teachers' self-efficacy levels.
The scale included items rated on a 9-point Likert scale (1= none at all and 9= a great deal). The scale
consists of 12 items. Academic Life Satisfaction Scale (Akademik Yasam Doyum Olgegi) developed
by Kaya. This scale evaluates academic satisfaction. The scale included items rated on a 5-point Likert
scale (1= completely disagree and 5= completely agree). The scale consists of 8 items. In order to
collect the necessary data online survey distributed via Google Forms is used. This method is used in
order to provide a more convenient access to the survey. Fourth-year prospective English teachers in
Ondokuz Mayis University were participants in this study. Only students enrolled in the teaching
practicum course were selected, as it was assumed that students with no teaching experience would not
provide the necessary data in the context of teaching self-efficacy. A total 64 pre-service teachers
participated in the study, comprising 43 female students (67.2%) and 21 male students (32.8%).

3.2. Data Analysis

The data were analyzed through SPSS (Statistical Package for the Social Sciences). The analysis
involved descriptive and inferential statistical techniques to find answers to the research questions.
Descriptive statistics were used to begin analysis, providing an overview of the participants and key
variables. Percentages, frequencies, and means were calculated through descriptive statistics to
summarize the demographic and variable-related data. Then normality testing is conducted. The
Shapiro-Wilk test was used to examine the distribution of scores, revealing that the gender variable did
not follow a normal distribution. As a result, the Mann-Whitney U test was employed to assess
gender-based differences. This non-parametric test analyzed the significance of differences in self-
efficacy and academic satisfaction according to the gender. Finally, the Spearman Correlation test was
conducted to investigate the relationship between self-efficacy and academic satisfaction.

4. Results and Discussion

Table 1. Gender Distribution of Participants

Pre-service English teachers

Variable
N %
Gender
Female 43 67.2
Male 21 32.8
Total 64 100.0

Table 1 demonstrates the distribution of the gender distribution of the participants in the study. A total
of 64 participants took part in this study. There are 43 (67.2%) female and 21 (32.8%) male pre-
service teachers.
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4.1. Descriptive Statistics for Pre-service Teachers’ Self-Efficacy Perceptions

The descriptive statistics provided an in-depth understanding for pre-service teachers’ self-efficacy
perceptions. The mean scores of the items ranged from 6.41 to 7.28 on a 9-point Likert-type scale.
This indicates high levels of self-efficacy among participants. Pre-service teachers reported the highest
level for the providing alternative explanations or examples item (M = 7.28, SD = 1.408), indicating
that participants feel especially confident with their ability to give varieties of explanations or
examples to students. The lowest scores were observed in assisting families (M = 6.41, SD = 1.488).
Therefore, it suggests that prospective teachers feel less confident in their ability to engage with
families to support student success. The smallest standard deviation was associated with encouraging
students to believe in their ability to succeed (SD= 1.318), suggesting greater consensus among
participants about their ability to instill confidence in students. The largest deviation was found for the
item motivating students with low interest (SD= 1.691), highlighting more diverse perception about
their ability to motivate unmotivated students.

4.2. Descriptive Statistics for Pre-Service Teachers’ Academic Satisfaction Perceptions

The descriptive statistics provided an in-depth understanding of pre-service teachers’ academic
satisfaction perceptions. The mean scores ranged from 2.66 to 6.83 on a 9 point Likert-type scale, with
varying levels of standard deviation showing diverse perceptions among participants. Satisfaction with
the institution (M= 3.14, SD= 1.148), satisfaction with courses (M= 3.56, SD= 0.957), satisfaction
with activities (M=2.66, SD=1.250) suggests moderate levels of academic satisfaction among pre-
service teachers. Satisfaction with academic performance was rated relatively high (M= 3.56, SD=
0.924). Participants expressed moderate satisfaction with their peer relationships (M= 3.61, SD= 1.002)
and moderate satisfaction with their relationship with faculty members (M= 3.34, SD= 1.130).

The normality of the data was tested using the Shapiro-Wilk test, which revealed that the data did not
have a normal distribution, as the p-values were less than 0.05. Spearman's correlation analysis was

utilized to investigate the connection between the two variables.

Table 2. Spearman Correlation Coefficient Between Academic Satisfaction and Self-Efficacy

Variables p-value Correlation Coefficient
(Sig. 2-tailed) (r)
Self-efficacy and academic 64 <0.084 0218

satisfaction

As seen in table 2, coefficient (r= 0.219) indicates a weak positive correlation between academic
satisfaction and self-efficacy. The correlation is not significant statistically (P= 0.088). These findings
imply that there is a slight tendency for self-efficacy to be associated with academic satisfaction;
however, the result is not strong enough to draw definitive conclusions. To investigate the gender
differences in academic satisfaction, the Mann-Whitney U test was conducted.

Table 3. Mann-Whitney U Test: Relationship Between Gender and Academic Satisfaction

Mean Mann-
Z -val ig. 2-tail
Gender N Rank Whitney U p-value (Sig. 2-tailed)
Female 43 35.62 317.500 -1.920 0.055
Male 21 26.12
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As shown in the table 3, the Mann-Whitney U test results indicate that the difference in total academic
satisfaction between female and male participants is not statistically significant at a=0.05 (Sig. =
0.055). However, the results shows a marginal trend towards higher academic satisfaction among
female participants. To investigate the gender differences between self-efficacy the Mann-Whitney U
test was conducted.

Table 4. Mann-Whitney U Test: Relationship Between Gender and Self Efficacy

Mean Mann-

Z -val ig. 2-tail
Gender N Rank Whitney U p-value (Sig. 2-tailed)
Female 43 32.43 448.500 -0.43 0.966
Male 21 32.64

In table 4, the mean rank for perceptions on self-efficacy was nearly identical for females (Mean
Rank= 32.43) and males (Mean Rank= 32.64). The Mann-Whitney U value was 448.500, with an
associated Z value of -0.043. The significance level (p=0.966) was well above the conventional
threshold of 0=0.05, indicating no statistically meaningful difference in self-efficacy scores between
genders.

This research was intended to contribute to the existing deficiency in the literature, this study explored
the prospective English teachers’ efficacy and their satisfaction with academic experience, as well as
the interrelation between these two factors. This study’s results provide deeper knowledge into the
self-efficacy and academic experiences of future educators and their implications for teaching quality.

Strong sense of capability is an essential element for prospective teachers, as it contributes to their
development into confident and capable professionals. Teachers who have a strong sense of efficacy
are better at solving problems, communicate effectively with students, and continually develop the
skills necessary for their Profession (Saka & Hikmet, 2010). Thus, fostering self-efficacy should
remain a priority in teacher education programs.

It was indicated by the findings that in this study prospective teachers generally exhibited a high
amount of self-efficacy. Participants expressed strong confidence especially in providing alternative
explanations and managing classrooms effectively. These results align with Tschannen-Moran and
Woolfolk Hoy’s (1998) research, which highlights a meaningful correlation between higher efficacy
and greater learning environment management. However, participants reported lower confidence in
assisting families, likely due to limited opportunities for such interactions during their internships.
Additionally, many participants indicated challenges in managing disruptive behavior, suggesting a
need for more targeted training in this area. Previous research by Arsal (2014) demonstrated the value
of microteaching in helping pre-service teachers practice specific teaching behaviors. Incorporating
adjustments in microteaching or internships could address these challenges and better prepare pre-
service teachers for real-world scenarios. The lack of confidence in family engagement highlights the
need for exposure to such interactions during internships to solve this problem.

The results showed no meaningful difference in perceptions of self-efficacy levels between female and
male participants, suggesting that gender does not influence confidence in teaching abilities within this
sample. This finding contrasts with prior studies (Butucha, 2013; Klassen & Chiu, 2010), which
reported gender-based differences in self-efficacy. While this study did not observe such differences, it
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is important to recognize that this result is specific to the sample and warrants further investigation
into factors influencing self-efficacy across different demographic groups.

A qualified higher education institution must strive to develop itself to satisfy both students and
faculty members (Zhang & Wang, 2018). Student satisfaction leads to individual and institutional
success. Academic satisfaction is crucial for prospective teachers, as it correlates with increased
motivation, success, and professional fulfillment. In this study, academic satisfaction was examined in
terms of participants' campus experiences, education quality, and academic environment. The findings
align with Wong and Chapman (2022), who suggested that students in higher education require
fulfillment beyond what institutions typically provide. Most participants expressed high satisfaction
with their academic performance, reflecting positive university achievements. However, moderate
satisfaction levels were reported regarding peer relationships and interactions with faculty members.
Wong et al. (2022) emphasized the importance of student interactions in shaping satisfaction levels.
Both peer and faculty relationships contribute to students’ sense of belonging to their institution.
Bjorklund et al. (2020) stated that perceptions of prospective teachers’ self-efficacy are influenced by
their sense of belonging to their school. Therefore, fostering stronger relationships and a sense of
belonging among prospective teachers could enhance both their satisfaction with the institution and
their self-efficacy levels. This study found no meaningful gender differences found in academic
satisfaction levels, although female participants reported slightly higher satisfaction than males. This
finding aligns with Balkis and Duru (2017), who reported inconclusive evidence regarding the
influence of gender on academic satisfaction. For this study, the results suggest that gender does not
influence academic satisfaction, though this finding is specific to the sample and context.

Satisfaction with academic experience can enhance students’ belief about their abilities. Students who
have more positive perceptions of their self-efficacy tend to achieve greater success in the future
(Zapko et al., 2018). This study found a slight positive association between efficacy and satisfaction
among pre-service English teachers. While the relationship was not strong enough to draw definitive
conclusions, there was a slight tendency for higher self-efficacy to be associated with greater academic
satisfaction. These findings contrast with previous studies (Nguyen et al., 2024; Quynh et al., 2024),
which reported a stronger positive correlation between the two factors. The need for further research to
explore the association between two factors in different contexts is indicated by this.

The findings highlight the importance of fostering academic satisfaction and perceptions about self-
efficacy among prospective English teachers. While participants displayed confidence in their teaching
abilities and academic achievements, areas such as family engagement and interpersonal relationships
require further attention. Addressing these gaps can enhance the preparedness and satisfaction of
future educators, ultimately improving the quality of education they provide.

5. Conclusion

In order to provide high-quality education, it is crucial to prepare future teachers who possess strong
subject knowledge, confidence, and psychological well-being. One effective way to achieve this is by
enhancing pre-service teachers’ self-efficacy and academic satisfaction. This study explored the self-
efficacy levels and academic satisfaction of prospective English teachers, as well as the potential
influence of gender on these factors. The findings indicated that participants generally exhibited high
levels of confidence, particularly in their ability to explain ideas and inspire students. However, they
reported lower confidence in engaging families, suggesting an area for further development in their
teaching practices. Additionally, participants showed varying levels of academic satisfaction. While
they expressed high satisfaction with their academic performance, their satisfaction with
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relationships—both with peers and faculty members—was more moderate. This underscores the
importance of fostering stronger interpersonal connections within educational settings to enhance
interpersonal aspects of academic life.

The study revealed a weak positive correlation between self-efficacy and academic satisfaction, with
no significant gender differences observed in either self-efficacy or academic satisfaction. This
suggests that both male and female students feel similarly confident and satisfied in these areas,
warranting further investigation into these factors. Given that this research was limited to a sample of
64 fourth-year English Language Teaching students from Ondokuz Mayis University and employed a
quantitative approach, future studies would benefit from a larger and more diverse sample, a wider
range of measurement tools, and the inclusion of qualitative methods for a more comprehensive
understanding.

In conclusion, this study emphasizes the importance of self-efficacy and academic satisfaction in
preparing future teachers to navigate the challenges of the teaching profession. Addressing the
identified gaps can significantly enhance their readiness and professional effectiveness. These findings
offer valuable insights that can guide teacher training programs in creating more comprehensive and
supportive frameworks that cultivate confident, satisfied, and capable educators. By integrating these
findings into teacher education, future educators can be effectively prepared for the future challenges
of their professional life.
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Abstract

This study aims to examine the teaching strategies developed by English language teachers throughout
their professional careers. The research is designed to understand how teachers implement the theoretical
knowledge they acquire during their education into classroom practices. The study was conducted using
a case study approach, one of the qualitative research methods. Data were collected through semi-
structured interviews with 10 high school English language teachers. Participants were selected through
the convenience sampling method, and data were gathered via online interviews. The collected data
were analyzed using the descriptive content analysis method through MaxQDA software and examined
within the framework of the Miles and Huberman Model (1994). The findings reveal that English
language teachers adopt various strategies in their teaching processes and frequently use student-
centered techniques in the classroom. This study aims to contribute to the development of effective
teaching strategies among teachers.

Keywords: English language teaching, teaching strategies, teacher education, classroom practices

Oz

Bu ¢alisma, Ingilizce 6gretmenlerinin mesleki kariyerleri boyunca gelistirdikleri 6gretim stratejilerini
incelemeyi amaglamaktadir. Arastirma, 6gretmenlerin egitim siirecinde edindikleri teorik bilgileri sinif
ortaminda nasil uyguladiklarini anlamaya yonelik olarak tasarlanmistir. Calisma, nitel arastirma
desenlerinden biri olan durum ¢aligmasi yontemiyle ylriitiilmiistiir. Veriler, lise diizeyinde ¢alisan 10
Ingilizce dgretmeniyle yapilan yari yapilandirilmis gériismeler aracihigiyla toplanmistir. Katilimeilar,
kolayda 6rnekleme yontemiyle sec¢ilmis ve cevrim i¢i goriismeler yoluyla veri toplanmistir. Elde edilen
veriler, MaxQDA programi kullanilarak betimsel igerik analizi yontemiyle incelenmis ve Miles ve
Huberman Modeli (1994) cercevesinde analiz edilmistir. Arastrmanin sonuglari, Ingilizce
Ogretmenlerinin 6gretim siireclerinde farkli stratejiler benimsedigini ve siif icinde 6grenci merkezli
teknikleri sikga kullandigmi gostermektedir. Bu calisma, Ogretmenlerin etkili 6gretim stratejileri
gelistirmelerine katki saglamay1 amaglamaktadir.

Anahtar Kelimeler: Ingilizce 6gretimi, 6gretim stratejileri, 6gretmen egitimi, simf i¢i uygulamalar

1. Introduction

In Tiirkiye, education faculties of universities are responsible for training teachers under the governance
of Higher Education Council (HEC) that deals with the organization, planning, and supervision of all
higher education intuitions (Coskun & Daloglu, 2010). In order to become a teacher, pre-service
education must be taken by prospective teachers; in basic terms, what needs to be done is to graduate
from a bachelor's degree program at a four-year faculty of education. This foundational step in teacher
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training ensures that prospective teachers are equipped with the necessary qualifications to enter the
teaching profession. For this reason, pre-service education can be regarded as the starting point of the
teacher training system, and it can be considered the education and training provided to student teachers
before they begin their teaching careers (Darling-Hammond, 2006). Throughout this process, teacher
candidates gain both theoretical and practical knowledge that forms the basis of their professional
competencies. In fact, education faculties offer vocational knowledge, skills and pedagogical formation
training for prospective teachers and cover programs for various teaching fields. Thanks to vocational
education, it is aimed to develop the required knowledge and abilities of teachers in their own majors
(Saglik & Aykag, 2018), which is necessary for getting teachers ready for the situations that they may
experience in their professional career (Fuller, 2015). General culture courses aim at developing the
wide range of major areas of human knowledge of prospective teachers (Watkins, 2023). With the
content of the general culture courses, education faculties can train intellectual, well-qualified teachers.
On the other hand, field information is the knowledge of the main concepts in the special field. Field
education in ELT (English Language Teaching) programs serves as a critical component of teacher
preparation, bridging the gap between theoretical knowledge and practical application and involving a
series of carefully designed courses and practical experiences aimed at preparing prospective English
language teachers for real-world classroom settings. It involves diverse, hands-on experiences such as
school placements, teaching practicums, and micro-teaching sessions, enabling prospective teachers to
develop essential classroom skills like lesson planning, effective communication, classroom
management, and adaptability to varied learning environments and emphasizes the alignment of
practical training with national curriculum goals and global ELT standards. However, despite its
structured and well-designed nature, the field education may not always fully reflect the complex
realities of actual classrooms, where unpredictable student behavior, institutional constraints, and
contextual challenges often demand more dynamic and situational responses than those practiced during
training. The content of the courses which prospective teachers take, include a variety of methods,
techniques and strategies to teach effectively. However, in addition to the ways which are recommended
throughout the curriculum, teachers can and should develop their own strategies for effective teaching.
Using teaching strategies is highly crucial because they make the teaching process more effective and
support the students’ learning process (Hayati, Afriani, Akbarjano, & 2021). Teachers continuously
encounter new challenges which compel them to integrate innovative teaching strategies to enrich
learning and overcome difficulties (Achieng, 2023). To overcome the factors hindering learning, Toth
and Davin (2016) state that it is teachers’ responsibility to adapt their strategies during the teaching
process (cited in Maliva, 2017). Good language teachers embed diverse techniques to foster their
students’ learning into their teaching processes (Khojastehmehr & Takrimi, 2009). Thanks to these
techniques and strategies, teachers can make the learning permanent (Sarigoban & Saricaoglu, 2008).
Some strategies are preferred widely by EFL teachers for different aims and reasons such as group
discussions to develop speaking skills (Noviyenty, 2018) and to improve their students’ speaking skills
(Razi, Muslim, Fitrisia, & 2021); using smart boards for listening and reading activities (Yenen &
Dursun, 2020); applying role-plays, small group discussions, storytelling and songs to develop their
students’ self-confidence while speaking (Christe & Listyani, 2018); games to address motivational
problems (Ariyanti, Pane, & Fauzan, 2019); questioning, predicting, retelling and visualizing strategies
for practicing reading skills (Nguyen, 2022); identifying vocabulary and grammar items from the text
for listening skills (Kasim & Luwiti, 2019) as well as creating discussion groups, advising taking
dictionaries and keeping a diary to improve writing skills (Nazmieva, Eremeeva and Pershina, 2024).
As it can be seen, there is a diversity of teaching strategies used in ELT, which highlights the multifaceted
nature of language learning and the need for differentiated instruction. This diversity also empowers
teachers to be more flexible and creative in their lesson planning, allowing them to modify and
personalize instruction based on classroom feedback and student progress. Therefore, in order for an
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effective language learning process in classrooms, apart from the techniques and strategies English
Language Teachers learn in education faculties, they can apply different strategies and techniques based
on students’ learning styles, interests, needs, cognitive abilities and difficulties or problems which they
may encounter in the classrooms. In addition, since integrating technology into language teaching has
become increasingly essential in creating engaging and effective learning environments in today’s
world, during the process of teaching language in classrooms, teachers also can benefit from
technological tools, which provides the possibilities for interactive, student-centered, and inclusive
language instruction.

Given the structured and comprehensive nature of teacher education in Tiirkiye, prospective English
language teachers are equipped with both theoretical and practical knowledge. However, the
effectiveness of this training largely depends on how well teachers can apply their skills in real classroom
settings. While teacher education programs offer various strategies, techniques, and methodologies for
effective language teaching, teachers inevitably develop their own approaches to address students’
challenges and enhance learning outcomes. In this context, understanding the priorities of teachers, the
difficulties students face, and the role of theoretical knowledge and technology in teaching practices
becomes essential. Therefore, this study aims to reveal how English language teachers prioritize skills,
address students' learning difficulties, and integrate theoretical knowledge into practice by asking the
following research questions:

1. What are the skills that teachers prioritize? Which skills do students have the most difficulty with?
2. What strategies do teachers use to overcome the difficulties in their language classes?

3. To what extent can teachers use theoretical knowledge in the classroom?

4. Does technology take place in teachers' strategies, and what kind of effects does it have on their
teaching processes?

2. Methodology

2.1. Research Design

The present study aimed to investigate the strategies which are used by English language teachers along
with to what extent language teachers implement their theoretical knowledge in practical areas. Through
qualitative research design, deeper insights and personal experiences of participants are uncovered. To
this end, the study adopted case study design which is one of the qualitative research designs to
investigate thoroughly. Case study is a research methodology which is a comprehensive investigation
that explores the current phenomenon (Harling, 2012). This approach makes it possible to examine a
particular situation or context in-depth, focusing on the participants’ experiences and perspectives within
their natural settings.

2.2. Participants

The purpose of the study is to identify the strategies, techniques, and methods used by English teachers,
making English teachers the target population of the research. However, examining the entire population
would be a time-consuming and challenging process. Therefore, a more accessible group was selected
to represent the population. For this reason, the convenience sampling method, a non-random sampling
technique, was employed, considering the ease of access. The study was conducted with 10 English
language teachers working at the high school level. These teachers were selected based on their
willingness to participate and their availability within the researcher’s network.
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2.3. Data Collection Tool

Qualitative data was collected in this study with a semi-structured interview technique that is an effective
technique for understanding people's feelings, thoughts, attitudes, experiences and complaints
(Sevencan & Cilingiroglu, 2007), which allows for flexibility in the research process and enables
participants to share new ideas that emerge during the interview. The researchers not merely directed
the listed questions but also opened prompt discussions depending on the answers of the participants.

2.4. Data Collection Procedure

Participation was voluntary, and interviews were conducted with participants who indicated their
willingness to take part. Since the interviews were conducted online, participants were able to join from
convenient locations, which facilitated accessibility and flexibility. Each interview lasted approximately
30 to 40 minutes, allowing sufficient time for in-depth discussions while respecting the participants'
schedules. This approach ensured that participants were informed, motivated, and comfortable sharing
their perspectives, contributing to the collection of rich and meaningful data. The interview sessions
were audio recorded.

2.5. Data Analysis Procedure

In contemporary qualitative research, computer-assisted data analysis programs are increasingly used,
and among the most commonly utilized programs for qualitative data analysis are Nvivo, Atlas.ti,
MaxQDA, QDAMiner, and HyperResearch (Silver & Lewins, 2014). These programs provide
researchers with flexibility in data management, offering significant advantages such as organizing,
categorizing, and accelerating the analysis process. In this study, MaxQDA software was utilized to
analyze the research data, which were collected through audio recordings and transcribed. The use of
MaxQDA allowed the interview data to be analyzed in a more systematic and organized manner. The
collected data was divided into subcategories according to the descriptive content analysis through
MaxQDA and rich responses for the presentation of the categories were identified. The Miles and
Huberman Model (1994) which includes data collection, data reduction, data display and verifying the
conclusions (Miles & Huberman, 1994), was employed in the analysis process.

2.6. Ethical Considerations

Before the study was conducted, detailed information about the importance of the research, its
methodology, data collection tools, and the data collection process was provided to the Ethics
Committee. Approval was obtained from the Ondokuz May1s University Ethics Committee (Approval
date: 27.12.2024 — Document Number: 2024-1238). This study involved conducting an interview with
English language teachers. Voluntary participation forms were obtained from the participants. The
participants were informed about the confidentiality of their names and responses. There is no conflict
of interest.

3. Findings

3.1. Findings of Research Question 1: What are the skills that teachers prioritize? Which skills are
the skills that students have the most difficulty with?

Developing four language skills is a fundamental objective for language teachers. Depending on various
reasons, teachers may prioritize certain skills in their language classes. To figure these skills out, the
participants were asked which language skills they considered more important and the interview results
showed that the teachers generally prioritize listening and speaking skills and implement strategies to
develop these skills. The majority of teachers emphasized their preferences for speaking and listening
skills through these statements:
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“Certainly, I place much more emphasis on listening and speaking skills than reading and
writing skills. I believe that after listening and speaking skills, students should be exposed
to reading in English. After they achieve a certain level of proficiency in speaking, listening
and reading, they should start writing.”

“ Four of them are crucial for us, but from a communicative perspective, listening and
speaking skills are the most important ones.”

“ According to their priorities, I rank these skills as speaking, listening, reading and
writing.”

“ Listening is highly important for me because students are not able to learn English
without it.”

“I think listening skill is the most important language skill. After listening skill, speaking
may come.”

“I do not have students who are in the preparation of YDT exam. Therefore, I try to focus
on listening and speaking skills, particularly speaking skills.”

“I generally advise my students to start with listening skills because the process of learning

a foreign language is not different from acquiring a mother tongue.”

However, they may experience difficulties in the enhancement of these skills. In this study, the
participants predominantly stated that their students have difficulty in speaking and writing skills. These
difficulties mainly stem from lack of self-confidence, high level of anxiety and the insufficient
proficiency level in English as the teachers reflected in their following explanations:

“Certainly speaking, as it is a directly observable performance. Speaking can create a
sense of pressure among students. ... Owing to the fear of mispronunciation, they refrain
from using a word even if they want to.”

“I think that they experience the most difficulties in ... writing skill. ... The reason why they
struggle with writing skill is that they have difficulty in producing.”

“I can say that they have difficulty in speaking and writing because students lack
proficiency in using the language productively. Because, they learn language through pen
and paper. In speaking, they struggle due to a lack of confidence and the fear of being
scolded if they make mistakes. In writing, since they already have difficulties with writing
in their native language, when it comes to English, they significantly lack sentence
construction and organization skills.”

“I believe that speaking is the most challenging skill in our country regardless of grade
level. ... The fundamental problems are the students’lack of confidence and their reluctance
to speak with the fear of thinking “Teacher, what if I mispronounce?”

“The most challenging skill for them is writing. This is due to the fact that students do not
have an English foundation in middle school which results in students being unable to
construct accurate sentences at high school level.”

“The most challenging skill for them is writing.... Students need to use grammar correctly,
choose proper vocabulary and use them in the correct context while writing. Furthermore,
writing necessitates creativity...”

“I observe the most difficulty in speaking and writing. ... Students do not practice
sufficiently... they have the anxiety of pronunciation. ... In writing, the reason is that they
lack grammar knowledge.... their lexical knowledge is not sufficient to be able to write.”
“Students mostly struggle with production processes which are speaking and writing skills.
This is due to the students’ lack of confidence which stems from limited knowledge in
English.”

216



Proceedings Book
10th International KTUDELL Conference: Language, Literature, and Translation
29-30 May 2025, Karadeniz Technical University, Trabzon, TURKIYE

English language teachers predominantly focus on the development of speaking and listening skills in
their language classes. This approach aligns with the process of first language acquisition. As the
speaking and listening skills are the crucial components for effective communication, the majority of
teachers prefer to prioritize them. Despite the emphasis placed on the four language skills which include
speaking, listening, reading and writing, students have difficulties in certain of them, particularly
speaking and writing. Speaking and writing skills necessitate being more active compared with the
others. Due to factors such as lack of confidence, limited vocabulary and grammar knowledge, high
levels of anxiety and low motivation, students struggle to put forward their ideas in English. As the
findings suggest, productive skills are both the most significant and problematic skills in the language
teaching and learning process.

3.2. Findings of Research Question 2: What strategies do teachers use to overcome the difficulties
in language classes?

Teaching strategies are a significant component of the language teaching process. In faculties, a wide
range of strategies for classroom implementation are introduced theoretically. However, in practical
teaching contexts, teachers may encounter unforeseen challenges. Therefore, effective language
teaching requires developing strategies based on the difficulties teachers encounter to reach the ultimate
level of language development. Analyzing the needs and difficulties in language classes is significantly
important for implementing appropriate strategies. Teachers should adopt flexible approaches rather
than rigid approaches to address teaching challenges. For this reason, the participants are asked what
strategies they use to overcome the difficulties in their language classes.

“To overcome these difficulties in speaking skill, I assess not only English proficiency of
my students but also their use of body language which encompasses time management, eye
contact, gestures. Thereby, I ensure that students feel they are being assessed solely on their
English-speaking skills and that they are not in an environment that creates excessive
anxiety... In writing....I believe that the most effective method is for students to work in
pairs or groups, collaborating by exchanging ideas, learning from each other, and
compensating for each other's weaknesses while attempting to write a text... by giving
immediate instruction to the students, I ensure that they complete the writing task ”

“I try to simplify what I am going to explain as much as possible and make use of visuals.
In the beginning, I focus on the easier parts with students whose English proficiency is
relatively lower than their peers, encouraging their participation so that they realize they
are capable of contributing... Thanks to group-works, I try to make them realize that they
can do something... In writing, I provide them some templates and encourage them to write
by following these templates”

“I start with the easy content and then, make it more complex... thereby they realize that
they can do it. Their motivation increases, also.”

“I incorporate games and peer-to-peer activities to facilitate the speaking process... In
writing, I expect students to write concise sentences”

“I assign simple tasks that they can accomplish so they can contribute to the class in some
way. Even if they don 't answer the question, I have them read the question aloud and let
another student respond, ensuring their participation.... To encourage them to speak, if |
use a reading passage, I ask students questions related to the text. This allows me to check
their comprehension of the passage. In general, I have students engage in question-and-

’

answer activities with each other in the classroom.’
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“I direct the questions to which students know their answer or which are interesting for
them. I try to involve these students in the process.”

“Since there are students at different proficiency levels in the classroom, I design
worksheets that include exercises suitable for all levels. I follow this approach until lower-
level students reach a point where they can successfully complete the tasks.... I benefit from
pair or group work.”

“I try to employ a student-centered approach... They like video games and I design
teaching materials that reflect them... I try to be interactive... When they make a mistake,
1 try to turn it into something fun... I design lesson plans which are suitable for every
proficiency level... Instead of expecting students to narrate their all day activities, I break
down my questions into pieces. ”

“I try to attract the attention of the students and make the lesson something they can engage
in by writing, reading and speaking.... I try to follow a way from easy to difficult. I start
with simpler resources, thereby developing the feeling of ““Yes, we can understand this” ...
1 try to play word games with the students frequently..... I provide sample phrases to the
students... I provide them sufficient time to organize their ideas instead of expecting
immediate answers. This makes them feel relaxed.... I apply the task by simplifying and

>

helping students to complete.’

As the participants emphasized in their responses, English language teachers face a wide range of
difficulties including low motivation and self-confidence, high anxiety, diverse proficiency levels and
challenges in the development of specific language skills. Various strategies are employed by the
teachers to enhance motivation, reduce anxiety and foster participation in speaking and writing activities
which are often the most challenging skills for students. Gamification, simplification, collaborative
learning and teacher guidance are the most preferred ones by the teachers to address these problems.
These strategies create a supportive learning environment, thereby increasing students’ self-confidence,
motivation and participation. It is clearly evident that the teachers generally employ flexible and student-
centered strategies.

3.3. Findings of Research Question 3: To what extent can teachers use theoretical knowledge in
the classroom?

In education faculties, pre-service teachers are educated with theoretical knowledge for the in-service
period. For English Language Teachers, this theoretical knowledge includes pedagogical knowledge,
linguistic knowledge and vocational knowledge. However, how effectively this theoretical knowledge
can be applied in the real classroom environment is disputable even if it provides a strong academic
basis for teachers. Factors in the real classroom environment such as classroom dynamics, student
diversity, institutional expectations, classroom management dynamics and curriculum requirements may
influence how teachers apply theoretical knowledge in practice. In this context, the extent to which
teachers apply their theoretical knowledge in a real classroom environment or how they apply theoretical
knowledge can enable them to develop new strategies and methods depending on the factors mentioned
above. For this reason, participants are asked how to apply their theoretical knowledge and how to
benefit from it in the real classroom environment in the process of teaching language and the following
responses have been received from them:

“I can't say that I was able to fully implement my undergraduate education on the field, it
would be very utopian because the theoretical knowledge in this undergraduate education
is planned taking into account the ideal classroom environment, the ideal educational
environment. ..."
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“I use theoretical information such as how to approach students pedagogically, how to
manage the classroom successfully. I also prepare daily plans, and while preparing them,
1 use the pre, while, and post stages quite effectively based on my theoretical knowledge.
... However, when I give the input to the students and ask them to produce, I have difficulty
in getting the output, and my theoretical knowledge is insufficient at this point.”

“ ... theoretical knowledge that we learn is based more on communicative language
teaching. I also try to use it in accordance with the level of my own students. But when the
level of students is insufficient for this, I sometimes use traditional teaching methods and
techniques.”

“I think that there is a problem with implementing a general curriculum for us, English
Language Teachers. There is a discrepancy between what we do in real classrooms and
what we learn in education faculties.”

“Since the level of my students is not very low, I can easily apply what I have learned.”

“I can't say I've fully implemented it, but I'm trying to implement most of the things ['ve
learned in reading and writing activities. ..."

“In no way, I can apply the method techniques I learned in my undergraduate education.
That's why, unfortunately, I can't put that theoretical knowledge into practice. ... because
unfortunately, the level of students does not correspond to the methods and techniques
taught to us.”

“Although I have been in the profession for 9 years, I have not used a lot of theoretical
knowledge, I have not used many teaching methods and techniques, I obviously could not
reflect a lot of pedagogical information on the field.”

“... When I started doing my profession, unfortunately, I realized that the theoretical
information given did not reflect the truth. ... ”

“I use grammar, pedagogical methods, theories of language acquisition or, of course,
theoretical knowledge taught at school when preparing appropriate materials for students
when teaching lessons. ... However, the situations I encounter in classroom environments
also require stretching theoretical knowledge a little more and using it a little more
constructively. ...”

“We can only use the theoretical knowledge we have acquired at the university to create a

roadmap in our head. But I can't say that we use this information in all course content.”

The responses from participants highlight the complexities of applying theoretical knowledge in real
classroom environments. While some teachers report successfully integrating pedagogical theories into
their teaching practices, others struggle to implement the methods and techniques they learned during
their undergraduate education. These varying experiences suggest that while theoretical knowledge
provides a foundational understanding of teaching, its practical application requires flexibility,
adaptation, and experience in navigating the dynamic nature of language education.

3.4. Findings of Research Question 4: Does technology take place in teachers' strategies and what
kind of effects does it have on their teaching processes?

Today, the role of technology in education is gradually increasing and occupies an important place in
the classroom practices of teachers. Therefore, the inclusion of technology in teachers' strategies and its
effects on lecture processes can be considered as an important factor in the development of teaching
strategies. The participants, for this reason, are asked how technology and technological tools affect and
develop their lecture strategies, and their answers are unsurprisingly almost the same: Thanks
technology! Teachers stated that they find technology effective and beneficial in the teaching process
regardless of the type of school they work at, the grade level they teach at, or their professional
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experience. In line with this, the majority of teachers emphasized that they use technology actively and
that technology plays an important role in shaping their teaching strategies. Many expressed their
appreciation for the technology, as reflected in their statements:

“Technology definitely affects my lecture process in a positive way, that's why I use it a
lot.”

“l use technology a lot in my classes and I love it.”

“I am definitely trying to use technology in my lecture process. I think it is very useful
because technology offers us many possibilities. Now the focus time of our students has
also decreased significantly due to their close relationship with technology. Therefore, in
order to keep children alive all the time, to be able to adapt to the lesson, or to ensure that
they are not bored, it is necessary to bring a change of innovation, and this is becoming
possible with technology.”

“Usually, the use of web tools or applications offered by technology is really positive for
our course. Because applying these applications and integrating them into the lesson does
not make students feel that they have to learn something.”

“I think it is out of the question that technology should not be used in the classroom, in the

>

classroom, even in English class right now.’

The responses from the participants clearly indicate that technology plays a significant and indispensable
role in their teaching strategies. Teachers emphasized that technological tools not only enhance the
effectiveness of their lessons but also help maintain student engagement by adapting to their learning
needs and attention spans. For this reason, in order to reveal how the participants integrated technology
into their lectures, another question was posed, asking them to provide specific examples of the
technological tools and applications they frequently used in their teaching practices. In this way, both
the types of technology and how these tools contributed to lesson planning, student engagement, and
overall instructional effectiveness are aimed to uncover. The teachers explained their experiences as
follows:

“First of all, I use communication applications such as whatsapp, telegram, signal, which
exist on our phones very often, and I think these applications are very strong in student and
teacher communication. ... Throughout my teaching career, I have used Kahoot and similar
smart board applications in which students can learn English in an interactive environment
with their phones. to gamify the English teaching process. ... There is a mind map app
called Simple mind. We are able to create fully customizable mind maps in the application.
... L use the notion app to take notes. You create various folders inside the application and
you can title them as you want. In short, it is a very organized note-taking application. ...
1 use the application called flash cards especially because it can make word memorization
very efficient in language classes. With this application, students can create their own
groups of cards and memorize them by creating lists by putting together words Decoupled
from each other or belonging to a certain theme. ..."

“The applications I use the most are educational games such as Wordwall, Kahoot. ...
There is an application called wall screen that I use very often. This is an application that
takes sections from animations and movies and directs questions to students in the style of
what it says here in a short time, such as a test. ... Although it is not a method that works
very effectively, I also want students to shoot viogs on topics such as introducing your city

”»

or giving recipes in order to incorporate technology into extracurricular processes. ...
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“If [ want to play games, I use Kahoot. [ use Wordwall a lot when I want to teach Grammar.
1 am preparing interactive presentations from Canva. I'm using artificial intelligence the
most right now. I use Al tools such as Gemini and ChatGPT. ... I don't use technology only
in the course process. For example, when I ask Canva to prepare a presentation, I have
students prepare an invitation and similar things on the subject, and I also apply to the
padlet application very often as an assignment.”

“... The apps I use the most are games. I prefer online games very often to ensure that the
topics and words we process in the unit are more memorable. It creates a desire to
participate in the lesson even for the most reluctant student.”

“I'm trying to apply it to game-style things using web tools. These web tools are a good
source of motivation or interest for the students. ... I use Kahoot, Canva, Wordwall, Quizlet,
Action Bound, Quick Draw applications very often, which increase their motivation too
much since they are more like games for the students. ... From time to time, I also use
technology for homework; for example, I ask students to use Canva. ...”

“The application I use the most are interactive presentations of the Ministry of Education.
... 1 use the dialect app of the Ministry of Education for homework. I use Wordwall for
word study or simple grammar studies to provide reinforcement through interactive
applications or puzzles. I also use a Padlet to prepare exercises or activities.”

“I am trying to bring technology into the classroom through the smart board. ... If we have
a topic, I immediately use a song about it in Lyricstraining. In this way, they learn songs
and the lesson becomes more enjoyable. I give homework to children from the wall screen
app.in addition, with the application called Youenglish, I give assignments to children to
improve the pronunciation of words or to listen to speech.”

English language teachers integrate a wide range of technological tools into their teaching practices,
leveraging them for communication, interactive learning, gamification, and assignment preparation.
Applications such as Kahoot and Wordwall are frequently used to enhance student engagement through
game-based learning, while platforms like Canva and Padlet provide opportunities for creative
assignments and collaborative activities. Additionally, Al-powered tools and ministry-provided
applications support both in-class instruction and homework assignments. Overall, the findings suggest
that technology has become an integral part of English language teaching, shaping both instructional
methods and student engagement. Teachers utilize a variety of technological tools to create dynamic,
interactive, and student-centered learning environments. The widespread use of applications for
gamification, communication, and content creation demonstrates how technology enhances lesson
effectiveness and supports diverse teaching strategies. As technology continues to evolve, its role in
education will likely expand, offering teachers even more opportunities to innovate and adapt their
practices to meet the needs of 21st-century learners.

5. Conclusions

The findings of this study reveal that English language teachers predominantly prioritize listening and
speaking skills, considering them essential for effective communication and aligned with natural
language acquisition processes. Despite this emphasis, students face the greatest challenges with
speaking and writing, largely due to factors such as lack of self-confidence, anxiety, limited vocabulary
and grammar knowledge, and low motivation. The result is consistent with the research of Findikl and
Biiyiikkarc1 (2023) highlighting the effects of anxiety, self- perceived English proficiency and
motivation on students’ foreign language performance. To address these difficulties, teachers employ a
variety of flexible, student-centered strategies including gamification, collaborative learning,
simplification, and the use of visuals, which help reduce anxiety and increase participation. These
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methods aim to create a supportive learning environment that enhances student engagement and
participation. While theoretical knowledge gained during teacher education provides a valuable
foundation, its direct application in real classroom settings is often limited by factors such as diverse
student proficiency levels and classroom dynamics, requiring teachers to adapt and develop practical
methods. The findings reveal the significance of flexibility and adaptability to the innovative strategies
in language teaching to enrich the teaching process. Additionally, technology is widely embraced as a
beneficial tool that enhances teaching strategies and supports language learning, with tools like Kahoot,
Wordwall, Canva, and Al-powered applications such as ChatGPT being integrated into lessons to
increase interactivity and motivation. This aligns with the previous research (Gagic, Gajic, Gavranovic,
Maenza & Michos, 2023) showing that there has been an increase in the integration of technology in
language classes. Overall, effective English language teaching demands a balanced focus on all four
language skills, adaptive strategies tailored to student needs, and the integration of technological
resources to foster a supportive and engaging learning environment.
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Abstract

This research explores the self-efficacy and the use of native language in foreign language (L2)
classroom perspectives of pre-service English teachers. Which language to prefer in classrooms is one
of the most debated issues in the ELT field. Also, the self-efficacy (SE) levels of the language teachers
play a crucial role. Therefore, this research focuses on both self-efficacy and native language use. The
study employed a quantitative approach including two different surveys to assess pre-service English
teachers’ beliefs in their attitudes and instructional abilities and capabilities toward L1 use and their self-
efficacy perceptions. Participants are 89 pre-service English teachers from ELT program. Results of the
study showed that pre-service teachers with lower SE levels generally support native language (L1) use
to aid comprehension and reduce anxiety levels of the students. On the flip side, a high efficacy level of
the teacher results in the preference of immersive L2 environments. In these classrooms, teachers use
L1 in order to enhance language acquisition and comprehension. The findings emphasized that there
should be more focus on self-efficacy to achieve a more balanced attitude. With the help of this balance,
since it can meet different needs in classrooms under different circumstances and provide a supportive,
inclusive learning process, language learning can be optimized and a stimulating language learning
atmosphere can be provided. These insights can offer valuable implications for the development of ELT
practices.

Keywords: Self-efficacy, pre-service English teachers, native language use

1. Introduction

Recently, English has gone far beyond being only a global language. Therefore, English language
competence gains more and more significance day by day. In this sense, English teachers play a crucial
role. As Choi & Lee (2016) stated, not only English teachers but also students, parents, program
administrators, and policymakers, in short, the whole stakeholders of English as L2 education, consider
ELT instructors’ proficiency levels as the most important characteristic. It would be important to mention
that the effectiveness of English language teaching is highly influenced by teachers' self-efficacy and
their perceptions on the the mother tongue use in language classrooms. Self-efficacy (SE) has a very
significant role for achieving expected outcomes and applying instructions in classrooms. When
considering teachers, it can be said that it is about their own beliefs in fulfilling teaching tasks
successfully (Bandura, 1997). According to Bandura (1986), people can change their environment and
cause different effects on it. People’s thoughts about their competencies to complete a mission
successfully. Different factors surrounding human life (such as behavioural, personal and
environmental), have interactions within themselves and it leads to people to have beliefs for performing
tasks in a meaningful way. As it includes too many different factors and circumstances, language
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learning is a multilayered and complex process. Generally, scholars are focusing on learners’ perceptions
in educational settings (Schunk, 2003). On the other hand, instructors’ perceptions should also be
considered. Therefore, SE is an important component for anticipating candidate ELT teachers’ future.
Also, L1 use in L2 classrooms is a debated issue for a long time and there are different opinions and
views on it in terms of its effects and necessity in language acquisition processes (Ekmekei, 2018). This
research aims to examine prospective English teachers’ perspectives on mother tongue use and their
self-efficacy and the relation between these two factors. Provided insights may contribute to the teacher
education processes and development of classroom practices in the field of ELT.

1.1. Research Questions
With the determined purpose of the study, answers to four questions were sought:

1. What are the SE levels of prospective English teachers in ELT?

2. What are prospective English teachers’ perceptions regarding their SE in managing language teaching
settings?

3. Is there a relationship between candidate English teachers' SE levels and their perceptions about L1
use in ELT classrooms?

4. Does gender influence prospective English teachers’ SE levels and their perspectives on mother
tongue use in ELT settings?

2. Literature Review

Self-efficacy is someone’s ideas beliefs about their capacity to efficiently complete a certain mission in
a determined situation. It has a highly important place for motivation and other factors that are valuable
for a person’s experiences. A person’s self-efficacy depends on four sources: their verbal persuasion,
individual mastery experiences, vicarious experiences of the person, and physiological and affective
states of the people (Bandura, 1997). Mastery experiences occur when a person remembers and also
reflect on their past successes in alike situations and tasks. Vicarious experiences mean some
experiences gained when a person hears or sees the successes of other people. Verbal persuasion
indicates the feedback and some other evaluations taken by others. Physiological and affective states are
the understandings and interpretations of knowledge coming from people’s own thoughts and senses
(Waddington, 2023). Being conscious about these factors enables us to understand SE better. As Wyatt
(2018) supposed, teachers with high SE show better successes. Such teachers provide the quality
education that is needed in the 21st century. Teachers with high self-efficacy levels face the challenges
they encounter instead of running away. They are able to find or create necessary solutions for different
situations more easily. However, teachers having low self-efficacy find it hard to keep up with 21st
century requirements. Self-efficacy shows different conclusions in different situations because it is
special for each task. Therefore, also the measurement of it should be special for each task. That is why,
Bandura (1986) underscores that there should be different methods to do it. Therefore, self-efficacy
requires task specific assessment rather than general assessment. When compared with other kinds of
learning, language learning is a way more different experience (Williams,1994). Hence, second
language learners' self-efficacy acquisition processes, and effective factors on it should be more
emphasized. Several scholars indicated in different studies that self-efficacy is a very effective key
component for students because it plays a crucial role in fulfilling a specific task. For instance, their
motivation, tendency, willingness to give effort, and their purposes are affected by their self-efficacy
(Schunk, 2003; Carmichael & Taylor, 2005; Linnenbrink & Pintrich, 2003). So far, conducted studies
focused on self-efficacy but there is not enough number of studies relating self-efficacy with different
kinds of variables. Thoughts and beliefs of the candidate language teachers have a significant role in
this sense. Thus, more research should be conducted about prospective English teachers' understandings
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of self-efficacy and their SE levels and its relationship with other variables. Such investigations will
contribute to the educational settings in the field of ELT. Raoofi et al. (2012) in their intervention-based
studies showed that learners’ self-efficacy could be significantly enhanced through targeted strategies,
while self-efficacy was identified as a critical factor influencing performance and achievement.
Contextual factors such as classroom interaction and teacher efficacy were also found to motivate
students, particularly after prior successes. In addition, while in studies without interventions
correlations between self-efficacy and other variables were found, causal relationships were not
established. Most studies in this context highlighted short-term effects, showing limited exploration of
long-term impacts. In his study, Gahungu (2009), investigated the tie between strategies for language
learning and SE. He found that being aware of these strategies and also possessing a good SE level lead
to achievements. Learners’ self-efficacy levels rise up as much as they deal with language learning
strategies. He emphasized that in this situation, the more self-efficacy will bring more success in
language learning. Pratt et al. (2021) in their research discovered a positive relation between language
teachers’ self-efficacy perceptions and their students’ attitudes towards learning L2. The more teachers
have high level of SE, the more students engage in language learning processes. These findings align
with previous studies emphasizing a positive relation between the high level of SE and positive
outcomes in terms of language learning (Bandura, 1986). Goudarz Alibakhshi et al. (2020) in their study
which is applied on language teachers as participants found that high SE is noteworthy in their
professional life in terms of different aspects. For example, it affects their mental status, job satisfaction,
their decisions about teaching practices, and also their motivation. Which language the language teacher
should prefer in the L2 classroom has long been an important topic of debate. There are quite different
approaches to this issue. While many researchers support the use of the native language, there are also
those who advocate the opposite. For this reason, different approaches have emerged, and methods have
diversified. Studies focusing on this issue have investigated different aspects. Teachers’ and learners’
perceptions were the most focused topics. Effects and the ideal amount of first language use in language
teaching environments are also some of the most studied issues before. Reviewed literature displayed
that scholars’ findings differ from each other. For instance, while some of them support L1 use, some
others especially emphasize that it should be used only in some specific situations when it is really
needed. On the other hand, some more strict approaches are suggested such as banning the L1 usage in
language learning settings. Karimian & Behjat (2018), explored Iranian English learners' perceptions
about using mother tongue in L2 settings. They also investigated the relation between their English
proficiency levels and their tendency to use L1 in L2 environments. They studied with 170 participants
and used qualitative and quantitative methods. Therefore, they implemented different tests. Results
exposed that the participants have a positive approach to use L1. Almost all the participants indicated
that mother tongue is a very supportive tool for their L2 learning processes. Even though this finding,
their perceptions to the use of native language highly differs from each other. In another study, Al
Sharaeai (2012) concluded that language learners have several different purposes while utilizing from
their native language. For example, they use it to ask questions and comprehend the newly learnt
complex concepts. He especially emphasized that students want to continue to be attached to their own
cultures while learning a new language. These students feel worried when they cannot find the
equivalents of the concepts in their L1. Khati (2011) studied the place and the reasons to use L1 in the
field of EFL. In his study, he focused on global perceptions and Nepali students’ perceptions. Findings
showed that excessive use prevents the development of new language since exposure remains under the
desired levels. Thus, he suggested a moderate use of the native language. Similarly, Voicu (2012)
investigated the overuse of L1 in L2 contexts in terms of several different aspects. She found that overuse
of the mother tongue leads to negative effects on language learning processes for both instructors and
students. Thus, she suggested a flexible and balanced approach to use native language in ELT
classrooms. She encouraged language teachers to prefer L2 as an medium of instruction and L1 only
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when it is necessary. She also emphasized the importance of learners’ errors since they are also parts of
language learning. She stated that .1 can be a facilitator for learners to better understand the complex
issues. In Tirkiye, too many studies explored the functions and roles of students' mother tongue use in
English classes. These studies generally focused on questions about whether the native language should
be used, the appropriate times to use it and reasons for its use. According to the conclusion in the
literature conducted so far, it is observed that the number of studies on the relation between mother
tongue use and SE in English language classes is limited. This study had the purpose to cover this gap
existing in literature.

3. Methodology

3.1. Research Design

A quantitative research design was employed to explore the SE levels of candidate teachers, their
perspectives about mother language use in English classrooms, and potential relationships among these
variables. To gather data from participants, a survey method was utilized. It allowed for the analysis of
correlations and group differences within the study sample.

3.2. Participants
The study included 89 prospective English teachers studying in the English Language Education
program. The sample included both male and female participants from third and fourth grades.

3.3. Data Collection Instruments

Demographic Information: In this section, necessary data is collected about participants' gender. The
purpose was to demonstrate the demographic characteristics of the participants included. Self-Efficacy
Scale: The scale was implemented to assess participants’ SE in teaching English as L2. The scale
involved items about different in-class implementations. Responses were calculated on a 5-point Likert
scale, ranging from 1 (“Strongly Disagree”) to 5 (“Strongly Agree”). Native Language Use Scale: A
separate scale was implemented to evaluate participants' thoughts and ideas on the use of the native
language in English teaching classrooms. The scale includes items measuring their attitudes toward
native language use for some specific circumstances such as managing class and giving instruction. A
S-point Likert scale is utilized for measurement.

3.4. Data Collection Procedure

The data collection period lasted one month. Through online platforms, the questionnaire was distributed
to the participants. In this way, accessibility was ensured. Participants had the knowledge about the
purpose of the study before they completed the surveys. Anonymity was also provided. Participation in
the surveys was voluntary.

3.5. Data Analysis

The collected data were analysed with SPSS software. Statistical methods implemented are: Descriptive
Statistics: frequency distributions, standard deviations, and means were evaluated to measure
participants’ self-efficacy levels and their perspectives on native language use. Normality Testing:
Shapiro-Wilk test and Kolmogorov-Smirnov test were assessed to measure the normality. Results are
detailed under the Normality section. The rest of the data analysis steps are decided in the view of results
of the normality tests. Correlation Analysis: For the purpose of investigating the relationship between
mother language use perspectives and SE levels, Pearson correlation coefficients were computed.
Gender-Based Comparisons: Descriptive statistics are measured for self-efficacy levels and perspectives
on L1 use by gender. To explore gender differences in these variables, Mann-Whitney U tests were
implemented because of the non-normality in some data distributions.
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4. Results and Discussion

Table 1. The demographic characteristics of the prospective English language teachers participating in

the study

Variable N %
Gender
Female 51 57,3
Male 38 42,7

Table 1 demonstrates that the study involved 89 participants, including 51 women (57,3%) and 38 men
(42,7%).

Table 2. Descriptive statistics for self-efficacy levels of pre-service English teachers

ean Standard
Variable N Minimum Maximum Deviation
(M)
(SD)
1. Communicate effectively with
parents under difficult 89 1 5 3,74 0,995
circumstances.
2. Teach essential topics to
1 4

students with difficulties. 89 . 343 0,976

. fi in handli '
.3 Con. ident in handling students 20 1 5 3.97 0.971
issues in the future.
4. Maintain c.omposure when 2 9 5 3.87 0.842
lessons are disrupted.
5. Handle personal challenges
without neglecting students' 89 2 5 3,93 0,998
needs.
6. Devel ti lutions f
; eve op crea 1ve. solutions for o, 5 4.15 0.833
inappropriate teaching structures.

.E ith
7 .ngage students with new 29 2 5 411 0.832
projects.
8. Apply new developments 20 1 5 3.98 0.941

despite colleagues' scepticism.

Table 2 presents descriptive statistics for various aspects of self-efficacy among participants. In terms
of confidence in managing classroom tasks, the high mean scores ranged from 3.74 to 4.15 across all
variables. It indicates that prospective English teachers are generally more confident about managing
different tasks in classes. The standard deviations ranged from 0.832 to 0.995. This indicates some
variability, but in general, there is a consistent level of confidence among the respondents. In terms of
the variables related to innovation, engaging students with new projects, (Mean =4.15, SD =0.893) and
developing solutions for innovative teaching structures (Mean = 4.03, SD = 0.876) high mean scores
were observed. It highlights a strong self-efficacy in these areas. It suggests that pre-service teachers are
confident in traditional teaching tasks and they are willing to be in more creative and dynamic aspects
of teaching. Compared to other variables, the variables about handling personal challenges without
neglecting students' needs (Mean = 3.74, SD = 0.995) and managing students' issues (Mean = 3.84, SD
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= 0.927) presented slightly lower mean scores. It indicates that participants are generally confident,
however, they may consider these particular aspects more challenging.

Table 3. Descriptive statistics of pre-service English teachers' perspectives on native language use in
foreign language classrooms

Standard
. . . . Mean ..
Variable N Minimum Maximum ™) Deviation
(SD)
1. Teach hould Turkish t
eachers should use Turkish to 20 1 5 3.35 1,188

explain grammar rules.

2. Teachers should use Turkish for

classroom management (e.g., 89 1 5 3,16 1,176
instructions, grouping).

3. Turkish should be used to

. . 89 1 5 3,28 1,187
explain new vocabulary meanings.
4. Us1pg Turkl.sh 1pcreases students 29 1 5 4.11 1,060
speaking Turkish in class.
5. More Turkish use by teachers
decreases students’ effort to 89 1 5 4,03 1,102
understand English.
6. English should be used for
simple grammar; Turkish for 89 1 5 3,39 1,154
complex terms.
7. Turkish reduce.s students 29 1 5 3.94 1122
exposure to English.
8. .Tl.lrk.lsh use in class should be 20 1 5 413 1,013
minimized.
9. Knowing the Turkish meaning
helps fully understand English 89 1 5 2,54 1,207
words.
10. Translating into Turkish as a

. . 89 1 5 3,17 1,141

comprehension check is helpful.
-11. I hk.e tea.chers g%vmg homework 0 1 5 4,04 0.999
instructions in English.
1%. T1.1rk1.sh prevF:nts me from 20 1 5 3.46 1,098
thinking in English.
13. I sometimes u§e Tl?.l‘kls'h with 20 1 5 3.54 1,098
classmates to clarify directions.
14. Stu'dents s'peaklng Turkish in 20 1 5 2.96 1177
class disappoints me.
'15. I feel l%nsure when only English 20 1 5 234 1,196
is spoken in class.
16. Turkish use reduces anxiety in 0 1 5 3.58 0.986
class.
17. Not understanding English in 0 1 5 3.06 1,181

class frightens me.
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18. English should be the medium

. . 89 1 5 4,03 1,016
of instruction.
19. I feel more comfortable

1 1,1

speaking to teachers in Turkish. 89 > 3,35 159
29. Less01T1s are easier to understand 29 1 5 3.00 1215
with Turkish use.
21. Turklsh helps e?(press Tfeehngs 20 1 5 3.60 1,052
and ideas I cannot in English.
22. I.prefer asking questions in 29 1 5 2.99 1211
Turkish.
2'3. Explalnling Turkish-English 0 1 5 3.90 0.966
differences is necessary.
24. 1 prefer bilingual dictionaries. 89 1 5 3,62 1,133

Table 3 shows descriptive statistics of pre-service English teachers' perspectives on native language use.
The table provides the mean scores, which shows an understanding of participants' attitudes across
different scenarios where Turkish may or may not be used in ELT classrooms. The highest mean scores
were observed for the items: "Turkish should be minimized in the classroom" (Mean=4.13, SD=1.013)
and "English should be the medium of instruction in the classroom" (Mean = 4.03, SD = 1.016). It
indicates that participants strongly prefer focusing on English exposure for language learning. On the
other hand, they are aware of the value of using Turkish in a limited and purposeful manner. Another
important finding was that the item "Using Turkish in the classroom reduces students' anxiety" (Mean
=3.58, SD = 0.986) was moderately agreed by participants. This highlights the belief that Turkish can
be used as a tool to create a less frightening environment, especially for complex concepts or
instructions.

Items such as "I feel disappointed when students speak Turkish in class" (Mean =2.96, SD = 1.177) and
"I avoid using Turkish because it hinders my thinking in English" (Mean = 2.54, SD = 1.207) presented
a lower level of agreement by participants. According to these results, it is seen that the participants have
mixed feelings about the consequences of students using Turkish in foreign language teaching classes.
Participants showed moderate agreement with items like "I like when teachers use Turkish to explain
difficult grammar terms and concepts" (Mean = 3.39, SD = 1.154) and "I prefer when the teacher
translates a word or sentence into Turkish for clarification" (Mean = 3.17, SD = 1.141). It demonstrates
that the participants recognize Turkish as a resource that improves and facilitates comprehension in
classroom. Despite some acceptance of using Turkish is seen in the results, the participants agreed that
minimizing Turkish use in the classroom (Mean =4.13, SD = 1.013), encouraging more English use and
more exposure would be beneficial for better experiences.

Normality Results

For two variables (Total Self-Efficacy and Total Language Use), Kolmogorov-Smirnov and Shapiro-
Wilk tests were applied and it was evaluated whether the data followed a normal distribution. The
analysis for Total Self-Efficacy showed that both the Kolmogorov-Smirnov test (Sig. = 0.021) and the
Shapiro-Wilk test (Sig. = 0.036) gave significance values below 0.05. Therefore, it can be said that the
data do not follow a normal distribution. For Total Language Use, the Kolmogorov-Smirnov test (Sig.
=0.155) showed a significance value greater than 0.05 which indicates a normal distribution. However,
the Shapiro-Wilk test (Sig. = 0.002) showed a significance value below 0.05, indicating a non-normal
distribution. This discrepancy suggests that more research could be done on Total Language Use. In
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short, while the Total Self-Efficacy data do not show a normal distribution, the normality of Total
Language Use remains uncertain.

Table 4. Correlation between self-efficacy and native language use perspectives

p-value

(Sig. 2-tailed) Correlation Coefficient

Variables

Total Self-efficacy and Total

2 234
Language Use 89 0,027 0.23

Table 4 presents the correlation between self-efficacy and native language use perspectives of pre-
service English teachers. The table shows a sample size of 89 respondents, which provides an adequate
data set for the analysis. The p-value (Sig. 2-tailed) is 0.027, which is lower than the traditional threshold
of 0.05. Accordingly, the correlation between self-efficacy and mother tongue use can be said to be
statistically significant. That is, there is a significant relationship between these two variables. The
correlation coefficient (r) is 0.234, indicating a positive but weak correlation. According to this result,
as pre-service teachers' self-efficacy increases, their tendency to use their mother tongue in the
classroom increases slightly. Even though the statistically significant correlation is a weak correlation,
it shows that pre-service teachers who are more confident in their teaching skills are slightly more likely
to use their mother tongue. This finding could mean that pre-service English teachers with high self-
efficacy level perceive their mother tongue as a useful tool to support and enhance language learning.
These results underscore the importance of encouraging self-efficacy in teacher training programmes.
In short, this correlation indicates there is a need for educators and policymakers to balance developing
self-efficacy with implementing teaching strategies that optimize language learning outcomes.

Table 5. Descriptive statistics for comparison of self-efficacy and perspectives on native language use
by gender

Gender N  Mean Rank Mann-Whitney U Z p-value (Sig. 2-tailed)
Female 51 46,23 906,500 -0,520 0,603
Male 38 43,36

Table 5 demonstrates the results of a Mann-Whitney U test that is implemented to compare the self-
efficacy and perspectives on native language use between female and male pre-service English teachers.
The sample consists of 51 female and 38 male pre-service English teachers. The p-value of 0.603 is
greater than the conventional threshold of 0.05. It indicates that there is no statistically significant
difference between female and male pre-service English teachers concerning their self-efficacy and
perspectives on mother tongue use in foreign language classrooms. The mean ranks show that female
pre-service teachers have a higher self-efficacy and positive perspective about native language use
compared to male pre-service teachers. These findings showed that gender is not an important factor in
influencing self-efficacy levels and perspectives on native language use among pre-service English
teachers. This insight is valuable for teacher education programs because it indicates that interventions
to enhance self-efficacy and perspectives on native language use can be designed without needing to
differentiate between genders. The data obviously support a gender-neutral approach to training and
development in these areas.

Table 6. Mann-Whitney U test statistics for self-efficacy and perspectives on native language use by
gender
Gender N  Mean Rank Mann-Whitney U Z p-value (Sig. 2-tailed)
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Female 51 44,86 962,000 -0,058 0,954
Male 38 45,18

Table 6 demonstrates Mann-Whitney U Test statistics for Self-Efficacy and Perspectives on Native
Language Use by Gender. 51 female and 38 male pre-service English teachers are included in the
sample. The mean rank for male participants is 45.18, and it is 44.86 for female participants in the study.
This result displays a small difference in SE and L1 usage between genders. Male participants revealed
a slightly higher mean rank. However, this difference can be considered trivial. The Z value is computed
and the result is -0.058. The Mann-Whitney U value is also computed and the result is 962.000. The
conclusions of these com constitute the basis for the comparison of the two groups. The p-value of 0.954
is significantly greater than the conventional threshold of 0.05. This shows that there is a statistically
quite minimal difference between the self-efficacy levels and native language use perspectives of male
and female pre-service English teachers. Considering these findings, the p-value of 0.954 indicates that
gender does not significantly affect English pre-service teachers' self-efficacy levels and perspectives
on native language use. There is a minimal difference between the mean ranks. And this result supports
the finding by showing that participants from both gender groups have similar views and confidence
levels regarding the use of native language in foreign language classrooms. These findings suggest that
when interventions are designed to improve SE of the future English teachers’ and in this way develop
their attitudes about L1 use in their training programs before professional life, a gender-neutral approach
can be embraced. Strategies that will be used in ELT classrooms should be suitable for both genders.

5. Conclusions

The results of this study revealed the bond between candidate English Teachers’ perceptions on usage
of L1 in EFL classes and their self-efficacy. Significant findings revealed recognition into SE levels,
approaches toward L1 use and the interaction between these crucial variables in the field of ELT. The
descriptive statistics demonstrated that prospective English teachers’ SE levels with mean scores ranged
from 3.74 to 4.15. It means that they generally have a high level of SE in different in-class tasks. This
result generally aligns with the results of the previous studies. For instance, also Durdukoca & Atalay
(2019) found in their study that prospective teachers have high SE levels. According to the answers of
the participants, it is seen that they have high scores in situations such as creating new projects, finding
new solutions or keeping students active suggests that candidate ELT teachers feel ready to be able to
adapt innovative teaching. In another research conducted, Deregézii & Giindogar (2020) found
prospective English teachers' SE at high levels. Gahungu (2009) emphasized in his study that high SE
results in better achievements since teachers feel more confident. This confidence reflects that there will
be more evolution in the field. Since 21 century requires skills such as being able to be a good problem-
solver, creative thinker, flexible and decision maker, this evolution will cover important gaps. Yenen &
Dursun (2018) also emphasized in their exploration that candidate teachers' adaptation beliefs for
innovative teaching methods are inevitably related to their high SE level. Ozer & Basarir (2020) in their
study revealed the positive and significant correlations between English SE opinions, language learning
and achievement. These previous studies align with the current study’s findings. However, marginally
lower mean scores observed in terms of dealing with students’ personal challenges and managing with
other student-related problems. This result leads to the discussions about the requirement to focus more
on these issues in teacher preparation. This observation also aligns with previous studies because they
accept classroom management and keeping mental statuses positive as the most difficult aspects for
candidate teachers. With the help of interventions such as workshops focusing on stress management,
creating solutions in the classroom, and coping strategies can radically enhance teacher training
processes especially for authentic teaching. In one of the previous studies Raoofi et al. (2012)
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underscored the significant effects of implementing interventions to foster SE of the teachers in such
concerns. The same findings emphasize the actual need to focus on this area. On top of that, such
weaknesses may also influence their authority skills in class and the ability to create a stress-free and
safe environment. In this sense, teacher training curricula should be altered to a more comprehensive
one. The participants of this research revealed that they feel confused but also have balanced opinions
about the use of L1 and its impacts on L2 learning environments and processes. Prospective English
teachers do not simply view L1 use but they consider all possible difficulties, misleadings and other
factors. At the same time, they continue to utilize advantages and disavantages of using L.1 in a balanced
way. So, it can be said that they are not thinking completely negative or positive. Their approach depends
on the existing circumstances, their various purposes, and different contexts. This finding aligns with
the study conducted by Yildiz & Yesilyurt (2017). They also reached complex findings because some of
their prospective teacher participants indicated that they are totally against the use of L1, some others
perceived it as a beneficial facilitator. It is seen that complexity in this concept is still an ongoing issue
today. In the perspective of minimizing Turkish language use with the mean score 4.13 and accepting
English as the primary language with the mean score 4.03, showed high results. This finding exposes
that most of the participants are in line with Communicative Language Teaching principles. In such
teachers’ classrooms, English is the primarily preferred language, and they believe in the great effects
of L2 exposure to create an authentic atmosphere. Similarly, Khati (2011) in his study before,
emphasized the hindrance of L1 use and supported target language use in language teaching settings.
Moreover, participants accepted the benefits of L1 use in some specific contexts such as reducing
learners’ anxiety (Mean= 3.58) and simplifying complex concepts (Mean= 3.39). These findings mean
that prospective English teachers do not have strict opinions for using L1 but instead they tend to
approach it as a tool for supporting teaching for learners. For instance, L1 might be used scaffold
understanding of complicated topics. It can be done especially if students' proficiency levels vary.
According to his study, Simsek (2010) stated that L1 use in foreign language teaching lessons is
inevitable no matter what circumstances exist. He also found that especially in complex and challenging
situations such as grammar teaching and teaching abstract concepts in target languagae, mother tongue
is preferred and actually it should be preferred. Voicu (2012) also emphasized in her study that L1 can
be a guide when learners face challenges in comprehending a complex concept and they can feel stress-
free. Interestingly, while candidates showed a moderate attitude for the use of L1 for explanation and
clarification, they showed low attitude with the items such as "I feel unsure when only English is spoken
in class" (Mean = 2.34). These conclusions mean that participants with higher SE feel more relaxed in
L2 setttings. This finding has a crucial point because it can be said that confident teachers both accept
the use of L1 strategically when it is needed and they also they more likely tend to use only English in
their practices without any hesitation. A previous study conducted Sahin & Sahin (2019) found in their
study that 61,7% of the English teacher participants support the use of native language which supports
this side of the current research’s finding. The primary purpose of this study was to delve into L1 and
SE relation and a weak but statistically significant positive correlation (r = 0.234, p = 0.027) provided
an interesting insight into the influence of confidence in language practices. English teachers with higher
SE do not perceive L1 as a barrier but a supportive tool. It is because they can recognize its potential
aid to enhance comprehension of the language learners. So, teachers with self-efficacy are open to use
of L1 in different contexts while they support the exposure of L2. They are not strictly bonded to a single
L1 banning approach. When previous studies are reviewed, a significant gap is seen because the relation
between these two variables is underestimated. Additionally, this relation encourages prospective
teachers to get prepared in line with a balance. In these preparations there should be a moderate approach
to the use of L1 for getting help while keeping L2 exposure at the highest levels. When the role of gender
is investigated, it is seen that there were no significant differences between men and women in their SE
levels or their perceptions on L1 use. Gender does not have an important impact on these factors. So,
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for the future of the prospective English teachers, training processes should focus on individual features,
interests, needs and expectations rather than their genders. Yet, this study had a small sample size, and
it might have overlooked for gender differences. In the future studies, larger and more diverse groups
can be included to the studies for exploring how cultural factors may impact the relation among SE,
teacher perspectives and gender. This study provides contributions to the comprehension of how SE and
L1 perspectives interrelate in prospective English teachers. If these factors are addressed holistically,
teacher preparation programs can help candidate teachers to be more well-qualified for L2 teaching.
These findings and conclusions can be extended in future research when participants become actual
teachers and by explore changes in self-efficacy and L1 attitudes. Such development may offer chances
to recognize evolving of these variables over time.
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Abstract

This article explores key concepts and methodologies in the teaching of listening, emphasising its
complexity and the need for thoughtful planning to ensure effective instruction. Listening is regarded as
one of the most challenging skills to teach, requiring a deep understanding of its underlying processes
and instructional strategies. The paper is structured into two main sections. The first section provides a
comprehensive background on the teaching of listening, including an overview of the two fundamental
listening processes: bottom-up processing, which focuses on decoding sounds and words, and top-down
processing, which involves interpreting meaning using prior knowledge and context. It also examines
the principles and goals of listening instruction within the broader framework of language education.
The second section focuses on practical approaches to enhancing the teaching of listening. It outlines
various evidence-based strategies, tools, and resources for improving learners' listening abilities and
highlights the significance of creating an engaging and supportive learning environment. Furthermore,
it discusses a range of listening activities tailored to different proficiency levels, offering insights into
how these activities can be effectively integrated into classroom practice. This paper emphasises the
importance of creating an engaging and supportive learning environment through tailored activities for
different proficiency levels. It suggested that educators integrate these strategies to foster students'
comprehension, confidence, and communicative competence. This study aims to provide both
theoretical and practical guidance for optimizing listening instruction in advanced language learning
contexts.

Keywords: Listening practice, teaching listening, listening skill, bottom-up processing, top-down
processing

1. Introduction

Listening comprehension is often regarded by the students as one of the most challenging of all the
language skills. However, it is a very important skill as, according to Ahmed (2015), it “occupies about
40-50 % of the time adults spend in communication”, which is more than any other skill, considering
speaking (25-30%), reading (11-16%) and writing (9%) (Ahmed, 2015) (Gilakjani & Ahmadi, 2011, p.
977).

There are many definitions of listening. For instance, Underwood, as mentioned in Gilakjani & Ahmadi,
defines it as “the activity of paying attention to and trying to get meaning from something we hear" (p.
1). On the other hand, Mendelsohn views it from another perspective and gives a simple definition to it
by regarding listening comprehension as “the ability to understand the spoken language of native
speakers.” (Mendelsohn, 2006, p. 80). A further explanation of the listening is provided by (Purdy 1997,
p- 8) considers it a dynamic process “to the expressed (verbal and nonverbal), needs, concerns, and
information offered by other human beings”. It requires listening to understand thoughts, feelings, and
intentions. In addition, McLafferty views listening comprehension as “an active process in which the
listener digests aural information into relatable chunks that contain meaning” (McLafferty, 2015, p. 11).
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These studies emphasize the complex nature of listening, which requires both linguistic and cognitive
resources.

This study is conducted using a qualitative research approach to explore theoretical frameworks and
practical strategies for teaching listening to advanced language learners through these methods:

Theoretical framework and Literature Review: A careful analysis of journals, books, and educational
reports on listening instruction

Analysis of Practical Strategies: A synthesis of evidence-based practices and classroom activities
designed to improve listening skills.

Discussion of the Educational Implication: It discusses how these strategies can be applied in real-
world teaching contexts to encourage comprehension, confidence, and communicative competence

2. Theoretical Framework and Literature Review

Historically, listening was considered a passive skill and often neglected in language instruction
overshadowed by other skills: reading, speaking and writing. However, contemporary research
highlights its active nature, involving cognitive processes such as attention, memory and inference.
According to (Rivers,1983), listening involves active cognitive processing and involves the construction
of a message from the sound source as mentioned in Chang (2012, p. 167). Being a multidimensional
process, the learning of listening requires comprehension and interpretation of a variety of linguistic and
non-linguistic knowledge and resources (Mendelsohn, 2006, p. 75). According to Chang, “Listening
involves a sound text, and the nature of sound text often entails difficulty of comprehension.” Therefore,
to understand a listening part, the listener must comprehend and digest a complex of elements namely
the different sounds, vocabulary comprehension, grammatical structures, stress and intonation. To
complete the process, the listener must interpret the knowledge in the given context or the larger
sociocultural one (Chang, 2012, p. 169). Due to the neglect in its teaching, Nunan and others have
considered it as the “Cinderella skill in second language learning” (p.238).

When it comes to teaching listening to advanced learners, scholars agree that proficient language
learners are more likely to undertake a conscious learning of listening skills. Graham suggests that
“better listeners were more likely to focus on relevant or key information ('selective attention'), maintain
concentration (‘directed attention'), monitor their understanding and remedy lapses in comprehension
and attention to the text.” (Graham, 2003, p. 65). The advanced users of language are those that can
understand with little or not at all difficulty any given spoken language and “can understand television
programs and films without too much effort” (White, 2006). This shows the level of progression of
advanced students in L2 listening skills according to the Council of Europe as mentioned by
(White,2006).

Bottom-up Processing

Bottom-up processing is concerned with the meaning derived from individual components of lexis,
grammar, and pronunciation. It encompasses the grammatical relationships between sounds and words
and the sentences that contribute to general understanding. Bottom-up processing involves “perceiving
and parsing the speech stream at increasingly larger levels beginning with auditory-phonetic, phonemic,
syllabic, lexical, syntactic, semantic, propositional, pragmatic and interpretive” (Field, 2003, p. 326).
According to (Li & Renandya, 2012, p. 80), “listeners use their knowledge of the language and their
ability to process acoustic signals to make sense of the aural discourse”.

Through bottom-up processing, students focus directly on the words and sentences of the language.
Therefore, Nemtchinova, a TESOL trainer, suggests that these types of activities and exercises are more
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level-appropriate and beneficial for lower-level students to the more advanced ones because they
provide them with the tools that help them “expand their language repertoire” (Nemtchinova, 2020, p.
16). She also lists what students could be asked to do to develop the bottom-up processing. It includes:
distinguishing individual sounds, word boundaries, and stressed syllables, identifying thought groups,
listening for intonation patterns in utterances, identifying grammatical forms and functions, recognizing
contractions and connected speech and recognizing linking words (Nemtchinova, 2020, p. 16). The
activities that boost bottom-up processing are related to grammar and lexical structures.

Top-Down Processing

Top-down processing, on the other hand, deals more with the content, ideas and meaning. It also
considers the existing linguistic schemata and prior knowledge of the language (Nemtchinova, 2020, p.
8) (Gilakjani & Ahmadi, 2011, pp. 979-980). The language learners, while listening, instead of relying
on discrete segments, let themselves be guided by the understanding they get from the context and what
their prior knowledge dictates from what they hear. Li & Renandya cite Hedge (2003) when they state
that “in top-down processing, listeners infer meaning from contextual clues and from making links
between the spoken message and various types of prior knowledge which listeners possess” (Li &
Renandya, 2012, p. 80)

In addition, there are several skills included in top-down listening according to Nemtchinova. Those
skills are listening for the gist, main ideas, topic, and setting of the text, listening for specific information,
sequencing the information, prediction, guessing, and inferencing (Nemtchinova, 2020, pp. 14-16)
Nevertheless, both processes need to be integrated so that the learners benefit from both structural,
lexical and grammatical aspects and contextual and semantical aspects.

Listening instruction is a very important aspect. It does not involve only the teaching of listening in the
classroom, but it involves careful planning and follow-up of the whole process. When Rost (2006, pp.
47-48) explains the definition of instruction, he explains it as a pedagogical plan that focuses on any of
four goals: 1) improving learners’ comprehension of spoken language, 2) increasing the quality of
learners’ intake from spoken input, 3) developing learners’ strategies for better understanding of spoken
discourse, or 4) engendering more active participation in face-to-face communication.

Therefore, listening instruction does not take place only in the teaching process with a recorded input,
but in any other context where the target language is spoken. According to (Mendelsohn,2006) most of
the listening we do is in a dialogic, interactional setting and not a monologue (Mendelsohn, 2006, p.
79).

From another perspective, Nemtchinova emphasizes that listening is “a complex interaction of cognitive,
affective, and social variables to ensure reception, processing, and understanding of a spoken message”
as she cites Vandergrift & Goh (2012). Hence, she explains that the emphasis that was put to the practice
to achieve comprehension in the listening instruction needs to be revised. It limits the students’
comprehension to only the correct answers that they will give in the class, without further considering
whether the student truly comprehended the text or not (Nemtchinova, 2020, pp. 9-10). The process
view of listening “highlights the fact that, rather than simply taking the information in and getting the
meaning out, listeners process input to create meaning from the incoming sounds and their knowledge
of the world” (Nemtchinova, 2020, p. 10).
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3. Methodology

This study employs a qualitative research approach through the examinatio of pedagogical strategies
that support the development of listening skills in advanced language learners. The methodology is
grounded in a literature-based analytical review, which integrates theoretical insights and practical
classroom applications.

3.1. Research Design

The study applies a descriptive and analytical review design, focusing on the examination of existing
scholarly literature, classroom-based case examples, and educational reports. With this approach we aim
to explore the theoretical foundations of listening instruction, particularly the integration of bottom-up
and top-down processing models, analyze practical strategies and classroom activities that enhance
learners’ listening comprehension and discuss the pedagogical implications of these practices for the
development of communicative competence among advanced learners.

3.2. Data Sources

The data analyzed in this study were collected through an extensive review of:

Peer-reviewed journals and academic articles (e.g., Graham, 2003; Field, 2003; Gilakjani & Ahmadi,
2011).

Books and theoretical works on second language acquisition and listening pedagogy (e.g., Mendelsohn,
2006; Nemtchinova, 2020; Rost, 2006).

Educational technology reports related to AI, AR/VR, and podcast integration in language instruction
(e.g., Chapelle & Jamieson, 2020; Blake, 2020).

3.3. Data Analysis
The data were subjected to qualitative content analysis, focusing on the identification of recurring
themes, strategies, and instructional principles. Thematic coding was used to group insights into three
primary categories:

Theoretical foundations (e.g., cognitive processes in listening, bottom-up/top-down models).
Instructional strategies (e.g., pre-listening, while-listening, and post-listening activities).
Technological and practical applications (e.g., Al tools, podcasts, authentic listening tasks).

These themes informed the development of the synthesized framework presented in the paper, which
links theory to practice in listening instruction.

3.4. Scope and Limitations

This study is limited to advanced language learners, as defined by the CEFR C1/C2 levels, and does not
include empirical testing or classroom-based experiments. While the activities and strategies presented
are drawn from reliable pedagogical sources, the study does not include primary data collection such as
classroom observations or learner feedback.

4. Analysis of Practical Strategies

The second component focuses on analysing practical strategies and activities for teaching listening.
This involves synthesizing evidence-based practices from research studies, case studies, and expert
recommendations. The study identifies tools, techniques, and classroom activities designed to enhance
learners’ listening skills, considering factors such as learner proficiency, engagement, and context-
specific challenges.
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There are three main types of listening activities, same as in all the other three skills, pre-listening
activities, while listening activities, and post-listening activities. They differ from each other in terms of
goals that they have. Gilakjani & Ahmadi state that “pre-listening activities [...] have two primary goals:
(a) to help to activate students’ prior knowledge, build up their expectations for the coming information;
and (b) to provide the necessary context for the specific listening task™ (Gilakjani & Ahmadi, 2011, p.
982).

While-listening activities

These activities focus on “students’ comprehension of the speaker’s language and ideas; students’
attention on such things as the speaker‘s organizational patterns; and encourage students‘ critical
reactions and personal responses to the speaker‘s ideas and use of language” (Gilakjani & Ahmadi,
2011, p. 982).

The last pair of activities, the post-listening activities’ focus changes as it permits the teachers to assess
and check students’ comprehension and clarify their understandings (Gilakjani & Ahmadi, 2011, p.
982). Chang, on the other hand, divides the types of listening activities into reading renditions, followed
by a discussion and then the writing of a summary (Chang, 2012, p. 174). Therefore, according to Chang,
before the learners begin listening, they are given a reading text as a pre-listening activity, which is
followed by a listening activity with guiding questions provided and ends with a short discussion and
summary writing as a post-listening activity (Chang, 2012, p. 174). Nevertheless, they both maintain the
idea that there is coherence in the activities provided in a listening class.

The future of the Listening Instruction: Technology in the classroom

Language Learning Tools Powered by Al

Listening instruction is certainly revolutionized by the integration of artificial intelligence (Al) in
language learning. Al-powered tools, such as speech recognition software and adaptive learning
platforms, offer listening exercises suitable for all types and levels of learners. These tools provide
immediate feedback, enabling learners to identify and address areas of difficulty in real time. According
to Chapelle and Jamieson (2020), computer-assisted language learning tools offer practical strategies
for teaching listening skills." they suggest incorporating Al and VR, into the language teaching process.

Podcast-Based Learning

Podcasts have emerged as a valuable resource for listening practice, offering authentic and engaging
content. Advanced learners can benefit from exposure to a variety of accents, speech rates, and topics,
which enhances their ability to comprehend diverse spoken language contexts. Blake, R. J. (2020)
highlights the role of technology, including Al, VR, and podcasts, in transforming the development of
listening, speaking, reading, and writing skills.

Virtual and Augmented Reality

Other forms of technologies, such as virtual reality (VR) and augmented reality (AR), offer learners
realistic listening environments. These technologies simulate real-world interactions, allowing learners
to practice listening in contextually rich settings. For example, learners can engage in virtual
conversations or explore immersive scenarios that require active listening and comprehension. (Shadiev
& Huang, 2022) explores the use of AR in language education, highlighting its application in creating
intense listening environments.
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Practical Applications: Classroom Activities

Activity 1: Out of the room

One of the class volunteers goes out of the classroom for a few minutes. The rest of the class decides on
a topic which the volunteer is going to talk about for 2-3 minutes when s/he comes back into the
classroom. Each member of the class then notes down 6 words which they predict the volunteer will say
about the topic (it could be 4 words for lower-level students). The words have to be content, i.e., nouns,
lexical verbs, adjectives and adverbs. The teacher should make it clear that function words such as “the”
and “is” are not allowed! While the students are writing down their words, the teacher can go outside to
tell the volunteer what topic has been chosen, so that the volunteer gets a little time to think about what
s’he is going to say. The volunteer then comes back into the room and starts talking about the topic
which has been chosen. The other students listen intently to hear whether the words they have predicted
are mentioned. The first student to “cross off” all their words, or the student who has had the largest
number of their predicted words mentioned after the volunteer has spoken for 2-3 minutes is the winner.
The winning student should then read out the words they have heard, and the rest of the class, including
the speaker, should agree that they were said'.

Activity 1: Out of the room is a useful activity that is easy to be applied in many different contexts. Apart
from being easy in the context of not needing extra materials such as video tape cards or smartboards or
other, it enhances the development of listening and speaking skills and makes the learning process a fun
one. The teachers can use this form of activities to develop students’ listening skills. The role of the
teacher 1s that of a monitor, instructor and facilitator, while the student takes the most active role.

This means of teaching gives the students the chance to get involved in the decision-making process
within the classroom context, making this activity an enjoyable activity for the students. However, these
kinds of activities are more appropriate for high school students rather those of middle school. Still,
these activities are very helpful as they give the students enough room to reflect on their problems in
listening because they can interact with the speaker and ask questions whenever they find it difficult to
follow up. Furthermore, these types of activities in English classes would make the lesson more
attractive for both, the learners and the teacher.

Activity 2: A tour around our town

Students could make a guided tour of the school or educational institution in which they are being taught,
of the town they live in, or a special place in that town, such as a zoo, a historical site, or a famous
shopping area. The first stage is for the teacher to accompany some of the students to take photos of
places which have been decided on by the rest of the class. If that is not possible, the teacher could
alternatively bring some postcards into the class. Pairs of students choose a photo or postcard to describe
and discuss what they think tourists would like to hear about the place which is depicted. Lower-level
students could make notes or even fully prepare a “script.” The class then decide on the order in which
these places would be visited by a tourist on foot, although they can also incorporate using taxis or public
transport if some of the places are rather far apart. The class then make an audio or video recording of
their tour, with pairs taking turns to describe their point in the tour. The class then send the recording to
either another class in the same educational institution, or a class in another institution, together with

! Retrieved from

White, G. (2006). Teaching listening: Time for a change in methodology. In A. Martinez-Flor, & E. Us6-Juan,
Current Trends in the Development and Teaching of the Four Language Skills (pp. 111-138). Berlin: Mouton de
Gruyter.
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some listening tasks which they have designed; possible tasks include true/false questions, deliberate
errors, or a quiz which asks the recipients to listen for details. If they send an audio recording, they
should also send the postcards or photos which accompany it. The receiving class do the tasks, and also
comments on the quality of the recording and perhaps suggests how they would improve it. The
receiving class could also make and send back their recording of a tour to the other class?.

Activity 2: A tour around our town is another activity that provides a number of the aspects that help the
teachers make their listening classes more enjoyable and, at the same time, more productive in terms of
comprehension. One of the features that make this activity helpful is that it provides the students with
different choices, which means, the student feels responsible in the learning process. Moreover, they are
the ones who will prepare the material and they will have control of the equipment involved in the
recording. It gives them the freedom to control the times they want to listen to the recording as well as
to design their listening tasks. Hence, they have a lot of listening practice. Similar to the previous
activity, this activity also reduces the teacher's talking time to a fair amount and allows more student
talking time being that, even the feedback is given by the other students in the class. However, it requires
persistent and good preparation from the students before the class takes place.

Activity 3: Serial story

The teacher could use any short text for this activity. It could be one the students have recently covered
or are about to cover in their course book a story they are familiar with, a short description of an item
which has been in the news, or an anecdote or joke.

The teacher writes the text down as 6 to 7 short separate sentences and asks for a group of volunteers,
as many as there are sentences. The volunteers get together in a quiet corner of the classroom or go
outside, while the rest of the class does another activity. The volunteers rehearse and then record their
sentences but in a jumbled order. This should take about 5-10 minutes, and the teacher can help with
pronunciation or any other problems. The tape is then played to the rest of the class, who have to write
down exactly what was said. One of the volunteers can control the replaying of the tape, and the tape
can be replayed as many times as the class needs. When the class have written down the sentences, they
decide on the correct order’.

Activity 3: Serial story provides many ways for the teachers to improve th