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Foreword

Welcome to the new issue of Journal of Language and Linguistic Studies, Volume 9 — Issue 2,
October 2013.

As the editorial team, we once again would like to extend our personal gratitude to those without
whose valuable help and support, it would become impossible to complete this issue. Each day our team
is making tremendous effort to reach the perfect in our services for our authors and readers.

In this new issue we have included eight research papers, each of which is considered highly
prestigious study. Arslan, in his article entitled “An integrated approach to enhancing prospective
English language teachers’ writing skills,” investigates to what extent the writing course contributes to
the acquisition of basic conventions of written discourse in English when prospective teachers of English
are involved in an extensive writing practice. In doing so, he uses an analytic assessment rubric to
evaluate participants’ pre-study and post-study essays and a pre-study and a post-study self-perception
questionnaire. The results of his study reveal that exposing pre-service teachers of English to various
genres by means of an extensive writing practice contributes to their writing competency.

In her article “L2 motivation in foreign language learning,” Sung tests Dérnyei’s L2 Motivation Self
System and the seven motivational constructs in Chinese as a foreign language classrooms by
investigating whether the constructs found in this study differ based on the following differences: (a)
gender, (b) grade level, and (c) starting age of learning a foreign language. As a result, she found four
motivational constructs: instrumentality-dominant, attitudes toward the L2 speaker/community-
dominant, learners’ perception of their parents’ proficiency in Chinese, and milieu.

Acknowledging that the use of literary texts in language classes does not find enough space in English
as a Foreign Language (EFL) settings, Kumral has conducted a study on “Semiotic analysis of textual
communication in Snow by Julia Alvarez” in which he discusses the effectiveness of using semiotic
analysis in exposing learners to literary texts and hence, in improving language teaching programs. He
argues that the reader not only develops the interpretative skills by acquiring the accepted strategies of
semiotic analysis, but also enhances awareness of life, for literary studies help develop a thorough
perception of life.

Another interesting article by Osam, Marfo and Agyekum is on “The morphophonology of the Akan
reduplicated verb-form” in which they discuss the interaction between constituent formation and
alteration of sounds (i.e., morphophonology) in Akan reduplicated verb-forms.

In the article “The effect of dialog journal writing on EFL learners’ grammar knowledge” Rokni and
Seifi investigate the impact of dialog journal writing on learners’ grammar development and their
confidence and the results of their study reveal that journal writing has a significant positive effect on
students’ grammar knowledge and enhance their confidence in writing.

In another article titled “The status of /r/ in the pronunciation of Turkish PhD candidates and its
rehabilitation by computer and audacity programs”, Demirezen explores the general situation of /r/
phoneme and special existence of retroflex-r of North American English in the pronunciation of PhD
candidates, who took an oral exam. In this research, he investigates the existence of /r/ phoneme by
using the Error Hunt Approach and a diagnostic test in listening comprehension, and presents a 50-
minute lesson plan as a remedial rehabilitation refinement by Audio-articulation Model by computer
and audacity program.

Copyright © Journal of Language and Linguistic Studies & The Author(s)
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In their research on language assessment, Akpinar and Cakildere conducted a study on “Washback
effects of high-stakes language tests of Turkey (KPDS and UDS) on productive and receptive skills of
academic personnel”. Using a self-report questionnaire for data collection and conducting required
statistical analyses, they found that there are significant differences between reading and writing; reading
and listening, but reading and speaking provided insignificant results.

Lastly, Bayraktar explores linguistic potential of Turkish colour terms in onomastique and their
function in giving proper names in Turkish. She documents 17 different colour terms with varying
frequency, and semantic and conceptual fields. Bayraktar’s study shows how functional colour terms
are in coining new words Turkish.

Last but not least we are happy to work with those who would like to publish their papers in our
journal. Therefore, I am pleased to announce a “call for papers” for our future issues.

On behalf of the editorial board,

Best regards,

Assoc. Prof. Dr. Arif SARICOBAN
Editor-in-Chief

Copyright © Journal of Language and Linguistic Studies & The Author(s)
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Abstract

This study reports on the experience of a group of pre-service teachers of English in a compulsory writing course
in the preparatory program of an English language teaching department in the Turkish context. This study
specifically attempts to investigate to what extent the writing course contributes to the acquisition of basic
conventions of written discourse in English when prospective teachers of English are involved in an extensive
writing practice which is based upon integration of product, process and genre based approaches to writing. The
study lasted for a period of 28 weeks with fifty-nine pre-service teachers of English who participated in the
study. The participants studied the basic genre types which included expository writing such as classification,
process, argumentation, opinion, cause and effect, compare and contrast, and narrative paragraphs and essays.
The participants specifically received instruction as to the basic constituents of paragraph and essays writing;
namely, organization, process, unity, coherence, word choice, language use, grammar, and mechanics which
were further put into 49 observable competencies. Data were collected through an analytic assessment rubric
applied to participants’ pre-study and post-study essays. In addition, participants were distributed a pre-study and
a post-study self-perception questionnaire in order to evaluate any possible improvements in their writing
competence. The results of the study suggest that exposing pre-service teachers of English to various genres by
involving them in an extensive writing practice adds to their writing competency positively in learning the
process of writing practice, organizing the text, including relevant content in the text, using language
appropriately, producing correct grammar, coming up with relevant vocabulary, and following correct
mechanical conventions.

© 2013 The Authors and JLLS. Published by JLLS.

Keywords: Writing skill; pre-service English teachers; English language teaching

1. Introduction

Producing an effective piece of written work in English may be relatively a weak language skill on
the part of prospective teachers of English in Turkey when compared with the acquisition of grammar
and vocabulary knowledge in English (Aydin & Bagdz, 2010). One of the major reasons for failing to
produce an effective piece of written work in English may be closely related to student teachers’
background education. Since central foreign language university entrance exams in Turkey focus on
testing grammar, vocabulary, translation and reading skill, especially writing skills may get ignored in
English language teaching programs in state schools in Turkey as ‘a backwash effect’ of this exam
(Hughes, 2003). Hence, high school graduates who are aiming at majoring in English at tertiary level
ELT program are likely to commence English departments with major weaknesses in writing in
English. However, competency in writing is a requirement for prospective language teachers for their
academic and future professional lives as English language teachers and this particular study aims to

* Recep Sahin Arslan Tel.: +90-258-296-1030
E-mail address: receparslan@hotmail.com
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investigate and also seek ways to improve prospective English language teachers’ writing in English
through an intensive writing program based on integration of product, process and genre approaches.

1.1. Literature review

Basically three common views have shaped the nature of writing in English: writing which is
viewed as product, as process or as genre or writing with “focus on form, focus on the writer, and focus
on the reader” (Tribble, 1996, p. 5), respectively. Emergence of a new way of teaching writing does
not necessarily mean ignorance or disappearance of the early ones (Kroll, 2001). In fact, writing
simply defined as “clear, fluent, and effective communication of ideas” (Raimes, 1983, p. 6) or
composing “a coherent, fluent, extended piece of writing” (Nunan, 1999, p. 271) requires “learning a
new set of cognitive and social relations” and entails writers to consider such “questions of social role,
power, and the appropriate use of language” (Tribble, 1996, pp. 12-14). Writing practices that merely
focus on production of grammatically well-formed texts may not reflect the exact nature of writing as
a communicative event. It has also to be kept in mind that producing an effective piece of writing
takes time and goes through several stages. To this end all these varying views can be integrated in a
writing course, complementing each other rather than replacing each one.

A closer look at the basic features which are contained in these varying views can illuminate how
the nature of writing practice can change. In a product-based view of writing, due emphasis is given to
correctness in the finished product and the main focus is on the end product with correct language and
mechanics. Therefore writing practice with such a view will attempt to “instill notions of correctness
and conformity” (Tribble, 1996, p. 37). In such an approach, writing skill requires knowledge of the
target language structures or learner’s grammatical knowledge and students also develop their writing
through the study of texts offered by the writing teacher through controlled or guided writing activities
and transfer these patterns to their written work (Hyland, 2003). Additionally, product-based approach
puts special emphasis on the end product with special emphasis to correctness in writing; namely,
using verbs, articles, prepositions, pronouns, tenses, simple and complex grammatical structures
correctly, as well as using spelling, punctuation, and capitalization correctly (Tribble, 1996; Badger &
White, 2000; Hyland, 2003). However, such a view ignores reader(s), the process of writing, coherent
or relevant content in the text, and also writers’ personal knowledge as well as text’s social context
(Badger & White, 2000), all of which receive due attention in a process view or a genre-based view.

A process approach to writing attempts to make up the limitations inherent in a product-based
approach, focusing “on the writer as an independent producer of texts” and puts emphasis “on a cycle
of writing activities which move learners from the generation of ideas and the collection of data to the
publication of a finished text” (Tribble, 1996, p. 37; Grabe & Kaplan, 1996; Harmer, 2004). In a
process approach emphasis is on the ‘process’ rather than the ‘product’ (Matsuda, 2003) and writing
seen as process is not fixed to a limited time but takes time and involves brainstorming, getting
ideas, getting started, narrowing a topic, making an outline/plan of writing drafts, receiving and giving
feedback, revising, and editing until the text is complete or published (Tribble, 1996; Hyland, 2003;
Harmer, 2004). There is also a need to focus on “the ways in which writers and texts need to
interact with readers” (Tribble, 1996, p. 37) and the purpose and social context of writing need to
be considered when writing (Badger & White, 2000), which a process approach to writing may
ignore but a genre based view considers.

A genre based approach follows the conventions of genre as the writer produces the text for a
specific reader(s) in order to achieve a purpose to communicate her message (Swales, 1990). In a



Recep Sahin Arslan / Journal of Language and Linguistic Studies, 9(2) (2013) 1-17 3

genre based writing, focus is on ‘discourse’ and ‘context’ of language in a text and writing is viewed
“as an essentially social activity in which texts are written to do things, the assumption being that
if the reader cannot recognize the purpose of a text, communication will not be successful”
(Tribble, 1996, p. 37). Therefore, the focus in genre approaches to writing is on the ‘reader’. Tribble
(1996, p. 46) argues that “... approaches which focus on the reader emphasize the constraints of form
and content that have to be recognized when a writer attempts to match a text to a social purpose,
and have come to be associated with the notion of genre.” According to Swales (1990, p. 58) “[a]
genre comprises a class of communicative events, the members of which share some set of
communicative purposes.” In genre approaches to writing students improve their writing skill through
sample texts as they analyze common genre and then produce similar texts by following the
conventions of specific text types (Hyland, 2003). Effective writing encompasses consideration of the
purpose (the reason for writing) of writing and also the audience (the reader (s) for this piece of
writing as genre-based writing requires student writers to ask questions as to why they are writing
and also who will read their writing). Furthermore, effective writing entails effective
organization of texts in line with a specific genre; namely, organization of paragraphs and essays with
relevant topic and support and also with cohesion and coherence (Harmer, 2004). The organization of a
written text is therefore related to “the layout, or physical organization on the page, of conventional
texts ... the ways in which texts are organized as a result of the social functions they fulfill ...
relationships between clauses and clause complexes within written texts, irrespective of the purpose
for which they were written” (Tribble, 1996, p. 23). As these clements are closely linked to
organization, having a clear purpose for writing, writing with an awareness of the reader, focusing on
the main idea throughout writing, presenting new ideas that make up of content (relevance, clarity,
originality, logic, etc.) are also of high importance. Word choice is also linked to relevant content and
requires using appropriate word forms and making accurate and powerful word choice. In addition,
student writers need to use language appropriately as well: they need to consider sentence structures,
sentence boundaries, and stylistic choices by avoiding sentence fragments, comma splices and fused
sentences, but using subordination, sentence variety, parallelism, misused modifiers, dangling
modifiers, subject-verb agreement, etc. correctly. Student writers also need to use relevant language
style (e.g. formal, informal) and a variety of sentence types. A writing practice in a non-native setting
can incorporate the basic elements contained in all these varying views so that student writers involved
in such a practice learn to produce effective written texts.

Production of an effective piece of writing depends upon careful consideration of a number of basic
constituents of writing; namely, content, organization, language use, vocabulary, grammar and
mechanics which need to be integrated into writing basic paragraph and essay types (Harmer, 2004;
Raimes, 1983).When student teachers are offered practice opportunities to write by considering such
basic elements in their writing, they will not be able to produce only grammatically well-formed texts
but they will also compose coherent written texts in line with social conventions. A pre-service
English teacher is to develop skills in transferring these basic constituents into their writing since any
one component that is missing in the text affects the total quality of writing. Student writers, therefore,
need mastery in basic rhetoric; namely, such types of paragraphs and essays as exposition, examples,
contrast, narration, description, process, cause and effect, comparison and contrast, argumentation,
persuasion, classification, definition, etc. (Smalley, Ruetten & Kozyrev, 2001). Each type has its own
genre which student writers need to be conversant with. Martin (1989) cited in Tribble (1996, p.48)
uses the term “communicative purpose” and gives “REPORT (impersonal account of facts),
DESCRIPTION (personal account of imagined or factual events and phenomena, which are largely
unchallengeable), RECOUNT (stories about the writer’s own experiences), and PROCEDURE
(objective accounts of processes taking place in the world around the writer which generalize
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experience” (p. 48) as the core or factual genres (Hyland, 1996). Tribble (1996, p.85) also provides a
list of rhetorical modes such as exposition, examples, process, cause and effect, comparison and
contrast, definition, division and classification, description, narration, argumentation and persuasion
student writers are expected to develop mastery in learning to relate “language system knowledge to
context knowledge.” Assuming an ‘intellectual/rhetorical approach’, writing courses can be based
upon imitation of basic conventions of specific texts (Tribble, 1996). However, Tribble (1996, p.85)
points out that according to “the social/genre approach” students can be encouraged “to discover how
their own specific discourse communities function and how this affects the way in which members of
that community write” through analysis of academic journals, textbooks and students’ examinations
which can be “analysed, imitated, and, as the learner becomes more proficient, may well be challenged
and transformed.” Similarly, Hyland (1996) stresses the importance of genre study as “it incorporates
discourse and contextual aspects of language use that may be neglected when attending to structures,
functions, or processes alone” (p. 18). Textbooks, journals, magazines and newspapers offer a large
sample of paragraphs and essays written in line with certain genres which student writers can study in
regard to style (organisation and typical structure), purpose (context), content included and language
used in each text type as Swales (1990, p. 58) states “[iJn addition to purpose, exemplars of genre
exhibit various patterns of similarity in terms of structure, style, content and intended audience.”
Integrating the features of both ‘intellectual/rhetorical approach’ and ‘social/genre approach’ (Tribble,
1996, p.84) into process and product approaches, student writers can be encouraged to produce well-
formed texts considering the features of a specific genre, which takes place along a process after
having analyzed a specific genre.

As part of the process of writing, written work is likely to be more effective provided that it
receives feedback and assessment. Holistic and analytic assessment techniques can be used to this end.
While holistic assessment can offer writers general ideas about their writing performance under
general categories, analytic assessment can offer deeper insights into specifics of the basic categories
based upon “... separate qualitative judgments on a limited number of properties or criteria ... usually
preset, that is, they are nominated in advance. Each criterion is used for appraising each student’s
work” (Sadler, 2009, p. 1). Analytic assessment is common among writing specialists since Weigle
(2002, p. 114) states that this form of assessment offers “more detailed information about a test taker’s
performance in different aspects of writing”. Specialists like Jacobs, Zinkgraf, Wormuth, Hartfiel, &
Hughey (1981) and Tribble (1996), and also Northwest Regional Educational Laboratory (2011)
developed and used analytic assessment scales. Jacobs, et al. (1981, p. 30) came up with five aspects
of writing in the field of L2 writing: (Content (13-30 points), organization (7-20 points), vocabulary
(7-20 points), language use (5-25 points) and mechanics (2-5 points) in terms of such band scales as
‘very poor, fair to poor, good to average and excellent to very good’. Tribble (1996:130-1) offered five
major categories for the evaluation of a piece of written work; namely, “Task Fulfillment/Content 0-
20; Organization 0-20; Vocabulary 0-20; Language 0-30; and Mechanics 0-10.” In terms of such band
scales as ‘inadequate, very poor, fair to poor, good to average and excellent to very good’. The
Northwest Regional Educational Laboratory (2011) 6+1 Traits of Analytic Writing Assessment
Scoring Guide (Rubric) included ‘ideas/content; organization; voice; word choice; sentence fluency;
conventions; and presentation” in terms of band scales such as ‘wow (exceeds expectations); strong
(shows control and skill in this trait; many strengths present); competent (on balance, the strengths
outweigh the weaknesses; a small amount of revision is needed); developing (strengths and need for
revision are about equal; about half-way home); emerging (need for revision outweighs strengths;
isolated moments hint at what the writer has in mind); not yet (a bare beginning; writer not yet
showing any control). Adopting and applying an analytical assessment rubric can teach prospective
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teachers of English the basic conventions of writing which they can also transfer to their future
professional lives.

1.2. Research questions

With a major focus on the interaction between the reader and the text and also on the process of
writing, integrating product, process and genre approaches can serve towards production of an
effective piece of written text. Thus, the study seeks to answer two research questions: 1) What are the
basic constituents of an integrated writing program in an ELT department and 2) To what extent can
student teachers acquire the basic constituents of writing through an integrated writing program?

2. Method
2.1. Research setting and participants

The study setting is an English language preparatory program in an English Language Teaching
Department in Turkey. A convenience sampling method was used to select the participants of the
study since fifty-nine prospective teachers of English (41 females and 18 males) were enrolled in the
course and all were selected for research purposes. The participants had similar characteristics: they
had similar background in English as all came to the department through a central university entrance
exam and also all failed in the English proficiency exam administered by the ELT department and they
were to attend a compulsory English language program for a period of 28 weeks. The preparatory
program focused on the development of four language skills such as reading, speaking, listening and
writing as well as grammar and vocabulary. As part of the compulsory English program, the writing
course had a four hour schedule each week. The course aimed at teaching expository writing with
special focus on expository paragraph and essay types, mainly classification, process, argumentation,
opinion, cause and effect, compare, contrast and narration as well as such basic constituents of writing
skill as organization, process, unity, coherence, word choice, language use, grammar, and mechanics.

2.2. Instruments

One-group pretest-posttest quasi-experimental research design was applied in the study in order to
reveal whether the integrated product-process-genre based writing instruction contributed to the
development of student teachers’ writing skill. Data were collected through a self-assessment
questionnaire and also through an analytical assessment rubric applied to participants’ essays prior to
and also after the program.

In the study two main data collection instruments were used: an analytic assessment scale which
was applied to participants’ pre-study and post-study essays and a questionnaire which was
administered at the beginning and also at the end of the program. Both the pre-study and post-study
questionnaires and analytic assessment of essays aimed to investigate the participants’ development of
writing skill in terms of the basic constituents of writing. The self-assessment questionnaire and the
analytic assessment scale were based upon the specific constituents of writing developed from the
studies of Tribble (1996), Jacobs, et al. (1981), and Northwest Regional Educational Laboratory
(2011).

The analytic assessment scale was adapted from the works of Tribble (1996), Jacobs, et al. (1981)
and Northwest Regional Educational Laboratory (2011) and included “Content/Ideas, Organization,
Vocabulary/ Word Choice, Language Use, and Mechanics/Conventions” as general categories. Essays
which were produced by the participants were assessed using an Analytic Assessment Scale for
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Written Work (see Appendix A) that displays all the basic constituents and the related scoring for each
category.

As another data collection instrument, the questionnaire included 49 items of elements of writing
under the basic constituents of writing such as ‘Organization, Content/Ideas, Vocabulary/Word choice,
Language Use (Style-Syntax), Grammar, and Conventions (Mechanics) as can be seen in Appendix B.
The questionnaire was piloted with a group of 19 freshman students who had passed the screening
exam and were exempt from the compulsory preparatory program. The alpha co-efficiency of the pilot
questionnaire was .968 (Number of Items 46). The number of items increased from 46 to 49 in the
main study. The pre and post questionnaires were distributed to the same 59 students. Alpha reliability
test showed that the questionnaire distributed as the pre and post study was highly reliable since the
pre-questionnaire had Cronbach's Alpha value of .944 (Number of items: 49) and the post-
questionnaire had Cronbach's Alpha co-efficiency of .946 (Number of items: 49). Items in
questionnaire were developed in line with the related literature and were later checked by ELT writing
specialists for validity purposes.

2.3. Procedure

The study adopted a process approach to producing written texts, integrated with genre and product
approaches. This study was also based upon integration of both ‘the intellectual/rhetorical approach’
and ‘the social/genre approach’ (Tribble, 1996) as the specific texts were not imitated only but
analyzed in order to produce similar texts in line with social conventions. The participants first learned
the basic constituents of paragraph writing for a period of 14 weeks (the fall term) and then the second
term (spring term) courses focused on essay writing for another 14 weeks. The courses started with an
analysis of authentic texts written in line with specific genres, followed by teaching the participants
basic conventions of that piece of genre and then asking them to produce similar texts on their own.
The first stage of the study included analysis of different paragraphs and essays such as giving
instructions, description of operations or technical processes, narration of events, argumentative
writing or opinion essays taken from textbooks, newspapers and magazines. First, the course instructor
offered sample paragraphs and essays which were analyzed by the participants in the classroom.
Further, the participants were encouraged to get and study similar paragraphs and essays on their own,
some of which were presented by the participants in the classroom as well. Having learned the basic
conventions of a specific type of paragraph or essay such as classification, process, argumentation,
opinion, cause and effect, compare, contrast and narration as well as such basic constituents of writing
skill as organization, process, unity, coherence, word choice, language use, grammar, and mechanics
through classroom instruction and analysis of sample texts, the participants were asked to produce
their own texts. Writing a text took place along a process as they had to write several drafts until the
text was composed in line with the basic elements of writing. Each draft was reviewed by the course
instructor and also by another peer. It was compulsory to pair up with another peer and each
participant was to give and get feedback from each other. Peer feedback was based upon a rubric (see
Appendix A) developed and used by the course instructor to evaluate student writers’ written text. The
course instructor informed the participants of the basic conventions of genres and asked them to
consider these while giving feedback. In some cases each text had to be written and revised several
times based upon teacher and peer feedback. Table 1 shows the basic elements writing courses
included in the study and Table 2 displays the basic stages the study was based upon.
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Table 1. Basic constituents of an integrated approach to writing

GEN < Purpose-Reader-Context-Discourse-Social Conventions-Style
PROCESS <> Drafts-Feedback-Revision-Editing-Publisht

PRODU <—=>  Content-Organization-Language Use-Vocabulary-Grammar-Mechanics

Table 2. Basic stages of an integrated approach to writing

Stage 1-Pre-writing Stage: Modelling (GENRE STUDY)
Analysis of sample genres collected from textbooks, newspapers and magazine
Stage 2-Writing Stage: (WRITING PROCESS)
Writing drafts-teacher and peer feedback-revision-editing
according to basic conventions of specific genres
Stage 3-Post-writing Stage (PRODUCT)
Publishing texts according to basic conventions of genres

2.4. Data analysis

All quantitative data obtained through an analytic assessment scale were compared and contrasted
using statistical analyses. There was no normal distribution for any of the items (p<0.05)) and data
were analyzed using 2 independent Mann-Whitney-U test and also Wilcoxon sign test (two related
samples) as non-parametric tests. On the other hand, questionnaire data were evaluated descriptively
in order to see participants’ views of the effect of writing practices.

3. Results and discussion

The participants of this particular study attended the writing courses without much prior skill in
writing in English due to heavy emphasis of state level English courses on English grammar and
vocabulary rather than on productive skills. However, producing an effective piece of written work in
English was not far from reality. It took time and was realized along a process; however, all pre-
service students were able to achieve a certain writing competency when they were offered chances to
write in and outside the classroom. 59 participants who took part in the study compared their writing
competency before and after the study and the majority reported poor writing competency before the
study while they significantly improved their writing competency at the end of the study: only 10.2 %
had reported “good” writing competence before the study but this increased to 61.0 % “good” and 10.2
% “very good” competence after the study while no participant reported ‘poor’ or ‘very poor’ writing
skill at the end of the study (see Table 3).

Table 3. Self-evaluation of writing competency: pre-study and post-study

F %
Pre-study Post-study Pre-study Post-study
Very Good 0 6 0 10.2
Good 6 36 10.2 61.0
Average 22 17 373 28.8
Weak 21 0 35,6 0
Very poor 10 0 16.9 0

Total 59 59 100.0 100.0
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It is important to consider that the writing process may start with a broad topic and end up with
publishing or sharing a written work based upon the agreed conventions of writing. The quality of a
written work depends upon the time and effort writers put into their written work and also on the
realization of the basic conventions of writing along the writing process. When the participants’ pre-
study and post-study essays were evaluated by writing specialists as to the general components of
writing such as organization, content, vocabulary, grammar, and mechanics, it was seen that the
participants were able to improve their writing concerning all of these components as the results of
Wilcoxon Signed Ranks Test show in Table 4.

Table 4. Essay evaluation: pre-study and post-study- Wilcoxon Signed Ranks test

Mean (x) value Z Asymp.Sig. (2-tailed)
(P)
Pre-study Post-tudy
Organisation 10.05 15.64 -5.485% .000
Content 14.27 21.44 -5.779% .000
Vocabulary 9.59 15.98 -6.504* .000
Grammar 8.74 15.16 -6.289* .000
Mechanics 5.01 8.33 -6.283* .000
Total 47.61 76.59 -6.620° .000

Further, the participants were asked to evaluate the basic constituents of each basic category. The
participants reported significant changes as to the specific constituents related to the process of
writing. As Table 5 displays the participants were significantly better in brainstorming, narrowing a
topic, making an outline of writing, writing the first draft, getting feedback, revising, preparing the
final draft, and editing as the basic stages of writing process.

Table 5. Constituents of process- Wilcoxon Signed Ranks test

Z Asymp.Sig. (2-tailed)

(P)
Brainstorming -6.749° .000
Narrowing a topic -6.579* .000
Making an outline of writing -5.8002 .000
Writing the first draft -6.078* .000
Getting feedback -6.360* .000
Revising -6.402* .000
Preparing the final draft -6.408* .000
Editing -6.123% .000

In terms of ‘content’ the participants also improved their writing. There was a significant change in
having a clear purpose for writing, writing with an awareness of the reader, focusing on the main idea,
and presenting ideas creatively as the specific constituents of ‘content’ of their writing (see Table 6).

Table 6. Constituents of content- Wilcoxon Signed Ranks test

Z (2-tailed)
Asymp.Sig. P)
Having a clear purpose for writing -5.825% .000
Awareness of the reader -5.651* .000
Focusing on the main idea -5.718* .000

Presenting creatively ideas -5.763* .000




Recep Sahin Arslan / Journal of Language and Linguistic Studies, 9(2) (2013) 1-17 9

As to ‘organization’ the participants were better at organizing their writing including all the related
constituents as can be seen in Table 7. The participants all learned how to organize a text with
effective titles, an introduction, support and conclusion for different paragraph and essay types. They
were also able to produce coherent texts by presenting unified ideas, connecting ideas logically,
providing support with relevant details, and using reminders effectively.

Table 7. Constituents of organisation- Wilcoxon Signed Ranks test

V4 (2-tailed)
Asymp.Sig. P)
Organizing writing -6.576° .000
Effective titles -3.765% .000
Paragraph topic sentence -6.4152 .000
Paragraph support sentences -6.494* .000
Paragraph conclusion -6.4122 .000
Thesis statement for an essay -6.581° .000
Introduction for an essay -6.691° .000
Essay conclusion -6.747* .000
Presenting unified ideas -6.367* .000
Presenting ideas logically connected -5.653* .000
Supporting with relevant details -6.260? .000
Presenting ideas coherently -6.412° .000
Using transitions effectively -5.2122 .000
Using reminders effectively -5.6502 .000

The participants also reported significant improvement in their use of correct, accurate and
powerful vocabulary as is seen in Table 8.

Table 8. Constituents of vocabulary- Wilcoxon Signed Ranks test

Z (2-tailed)
Asymp.Sig. P)
Using correct word form -4.825% .000
Making accurate word choice -5.025% .000
Making powerful word choice -4.467* .000

In terms of language use the participants also improved their writing skills significantly. As can be
seen in Table 9, the participants reported that by the end of the study they were able to use relevant
language style and produce sentences of various types by writing complex and compound sentences as
well as simple sentences. Concerning language use the participants also learnt how to use parallel
structures and avoid sentence fragments, run-on sentences and dangling expressions.
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Table 9. Constituents of language use- Wilcoxon Signed Ranks Test

Z (2-tailed)

Asymp.Sig. (P)
Using relevant language style -5.3222 .000
Using a variety of sentence types -5.706* .000
Writing simple sentences -4.863* .000
Using parallel structures -5.580* .000
Avoiding sentence fragments -5.851* .000
Avoiding run-on sentences -5.5232 .000
Avoiding dangling expressions -5.607* .000
Writing compound sentences -3.961* .000
Writing complex sentences -4.228* .000
Avoiding comma splices -4.517* .000

The study results also show a significant difference between the pre-study and post-study results of
the participants in terms of specific constituents of ‘grammar’ such as using verbs, articles,
prepositions, pronouns, tenses and simple and complex structures, as is displayed in Table 10.

Table 10. Constituents of grammar- Wilcoxon Signed Ranks test

4 (2-tailed)

Asymp.Sig P)
Using verbs -2.9332 .003
Using articles -3.1172 .002
Using prepositions -3.610* .000
Using pronouns -4.213* .000
Using tenses -3.144* .002
Using simple structures -4.222% .000
Using complex structures -4.094* .000

Concerning ‘mechanics’ the participants reported significant changes in correct punctuation,
spelling and use of correct punctuation as well (see Table 11).

Table 11. Constituents of mechanics- Wilcoxon Signed Ranks test

Z (2-tailed)
Asymp.Sig. P)
Correct Punctuation -4.8412 .000
Correct Spelling -3.899* .000
Correct Capitalization -3.1452 .002

The study findings may indicate that pre-service teachers of English in non-native teaching settings
of English needed support in learning how to teach writing before they commenced their professional
lives (Nguyen & Hudson, 2010). This study may also show that non-native student teachers of English
can learn how to write in English through an integrated approach to writing. To this end, all the
varying views needed to be included in this particular writing course. It should be borne in mind that
product-based approaches may contribute to student writers in producing correct grammatical
sentences and mechanics of writing by analyzing and imitating sample texts; however, they need to
keep in mind that “the examples they read are examples rather than models to be slavishly followed”
(Harmer, 2004, p. 29). Harmer (2007) therefore pinpoints that student writers need “knowledge of the
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topic, the conventions and style of the genre, and the context in which their writing will be read, as
well as by whom” (p. 327). The genre approach included in this particular study had such a purpose
and proved to be strong in introducing writers to different discourses through authentic texts. The
genre approach may sound strong in considering the social contexts in which different discourses
occur; whereas, it may fail to reflect the true nature of writing as writing is a process. With a purpose
to alleviate such a possible limitation of genre-based writing, a process approach was also
incorporated in the study by engaging the learners actively in the writing process from the beginning
to the end similar to Matsuda’s study (2003) with an emphasis on “teaching writing not as product but
as process; helping students discover their own voice; allowing students to choose their own topic;
providing teacher and peer feedback; encouraging revision and using student writing as the primary
text of the course” (p. 67). Our study showed very positive results as the participants were able to
improve their writing competency significantly, which was largely due to the process-based view
integrated in the study. Several other studies have also shown the positive contribution of a process-
based writing. Atay & Kurt (2006, p. 112) advocate a process-based view of writing and defend that
students should be given chances “to express their ideas and knowledge in writing from the early
stages of education on” to build up their self-confidence. In another process-based study conducted by
Akyel and Kamigli (1997) in Turkey students were able to increase their composition grades
significantly by devoting time to pre-writing, planning, pausing and reorganization as a result of a 1.5
semester process-oriented instruction. Archibald’s (2001) study also showed that students improved in
discourse organization and argument as a result of an eight week writing program. A process-based
writing program can produce more fruitful results if integrated with a genre view of writing. In
addition to a process-based orientation this particular study also adopted a genre-based view of
writing, since student writers needed to learn basic genre types in order to write better paragraphs and
essay. Cumming (2001, p. 8) proposes that writing instruction “should include not only modeling of
text forms but also modeling of composing processes and of the socio-cultural purposes and functions
that writing in the second language serves.” Flowerdew (2000, p. 375) highlighted the importance of
genre study as part of a process of writing since “knowledge of a genre is not an end in itself, but
should be regarded as the starting point for helping students to acquire competence in a particular
genre.” Similarly, study of basic genres formed the basis of our study along the process of writing,
helping the participants to analyze and understand how specific texts are organized, how relevant
content is included in the text and also what specific language is used. In a study similar to this study,
Weber (2001, p. 20) concluded that genre work can be helpful for student writers “to explore at least
some structural characteristics of academic essays and their possible lexical correlates.” All in all, all
these varying views seem to contribute to student writers’ competency to a large extent,
complementing each other instead of being alternatives as Badger & White (2000, pp. 157-8) defend:

writing involves knowledge about language (as in product and genre approaches), knowledge of the
context in which writing happens and especially the purpose for the writing (as in genre approaches),
and skills in using language (as in process approaches),

writing development happens by drawing out the learners’ potential (as in process approaches) and by
providing input to which the learners respond (as in product and genre approaches).

This particular study attempted to highlight and utilize all the benefits of these approaches to the
teaching of writing. The courses started with analysis of authentic texts written in line with a specific
genre, followed by teaching the participants basic conventions in producing a certain piece of text and
then asking them to produce similar texts on their own, which required several drafts, revision, and
editing in and outside the classroom. Such an integrated approach was effective in introducing the
participants to the basic conventions of writing, in involving them actively in the writing process, and
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also in helping them to produce well-organized texts with relevant content, language use, and powerful
vocabulary in line with specific genres.

4. Conclusions

Learning to compose an effective piece of writing can be rather difficult unless students are given
instruction as to what effective writing involves and also offered practice chances to apply the basic
conventions of writing. Any writing program which is merely based upon a certain view may not
reflect the true nature of writing. Hence, a writing program that views writing as a production of a
piece of text that is realized along a process and that reflects the social conventions expected from a
specific genre is likely to secure better success. In this particular study student writers, prospective
teachers of English, showed major improvements in all the basic components of writing, producing
similar texts on their own as a result of the study of a variety of genres along a process. A major focus
on specific genre types may therefore teach student writers how to write in line with the basic
conventions of writing. In fact, a prospective teacher of English as well as any student writer can
compose socially recognized, coherent and well organized texts through an intensive writing program
that attempts to integrate product, process and genre approaches. After graduation these prospective
teachers are likely to transfer such competency to their academic and professional lives ready to
produce written texts in academic courses and also ready to teach their possible students how to write
effective texts as well. In addition, all teachers of English, teacher trainers and materials writers can
also consider the basic elements of integrated approach to writing in the language classroom, in
teaching how to teach writing, and also in producing writing materials, respectively.
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Appendix A. Analytic assessment scale for written work: Adapted from Tribble (1996), Jacobs, et al.
(1981), Northwest Regional Educational Laboratory (2011)

Area Criteria Score
EXCELLENT TO VERY GOOD: Excellent to very good treatment of the subject 30
or topic; topic narrow enough; considerable variety of ideas; independent and -24

Content/ thorough interpretation of the topic; content relevant to the topic; accurate details;

Ideas original ideas; clear purpose for writing.
GOOD TO AVERAGE: Adequate treatment of topic; some variety of ideas or 23
argument; some independence of interpretation of the topic; most content relevant -18
to the topic; reasonably accurate detail.
FAIR TO POOR: Treatment of the topic is hardly adequate; little variety of ideas; 17
some irrelevant content; lacking detail. -10

VERY POOR: Inadequate treatment of the topic; very broad topic; no purpose for 9-
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writing; no variety of ideas or argument; content irrelevant; almost no useful detail. 6
INADEQUATE: Fails to address the task with any effectiveness. NOT ENOUGH 5-
FOR ASSESSMENT 0
Organization EXCELLENT TO VERY GOOD: Fluent expression, ideas clearly stated and 20
supported; appropriately organized paragraph(s) or sections; effective introduction, -17
strong support and effective conclusion; logically sequenced (coherence);
connectives appropriately used (cohesion).
GOOD TO AVERAGE: Uneven expression, but main ideas stand out; 16
paragraphing or section organization evident; logically sequenced (coherence); -12
some connectives used (cohesion).
FAIR TO POOR: Very uneven expression, ideas difficult to follow; organization 11
does not help reader; logical sequence difficult to follow (coherence); connectives -8
largely absent (cohesion).
VERY POOR: Lacks fluent expression; ideas very difficult to follow; little sense of 7-
organization; ineffective introduction, weak support and poor conclusion; no sense 5
of logical sequence (coherence); connectives not used (cohesion).
INADEQUATE: Fails to address this aspect of the task with any effectiveness. 4-
NOT ENOUGH FOR ASSESSMENT 0
EXCELLENT TO VERY GOOD: Wide range of vocabulary; accurate word/idiom 20
Vocabulary/ choice and usage; appropriate selection to match register. -17
Word Choice
GOOD TO AVERAGE: Adequate range of vocabulary; occasional mistakes in 16
word/idiom choice and usage; register not always appropriate. -12
FAIR TO POOR: Limited range of vocabulary; a noticeable number of mistakes in 11
word/idiom choice and usage; register not always appropriate. -8
VERY POOR: No range of vocabulary; uncomfortably frequent word/idiom choice 7-
and usage; no apparent sense of register. 5
INADEQUATE: Fails to address this aspect of the task with any effectiveness. 4-
NOT ENOUGH FOR ASSESSMENT 0
EXCELLENT TO VERY GOOD: Confident handling of appropriate structures, 20
Language Use  sentences well-built and structures strong and varied; hardly any errors of -17
agreement, tense, number, word order, articles, pronouns, prepositions; meaning
never obscured.
GOOD TO AVERAGE: Acceptable grammar- but problems with more complex 16
structures; mostly appropriate structures; some errors on agreement, tense, number, -12
word order, articles.
FAIR TO POOR: Insufficient range of structures with control only shown in 11
simple constructions; frequent errors on agreement, tense, number, word order, -8
articles, pronouns, prepositions; meaning sometimes obscured.
VERY POOR: Major problems with structures- even simple ones; sentences and 7-
structures poor, incomplete or awkward; frequent errors of negation, agreement, 5
tense, number, word order/function, articles, pronouns, prepositions; meaning often
obscured.
INADEQUATE: Fails to address this aspect of the task with any effectiveness. 4-
NOT ENOUGH FOR ASSESSMENT 0
EXCELLENT TO VERY GOOD: Demonstrates full command of writing 10
Mechanics/ conventions such as spelling, punctuation, capitalization, and layout. -8
Conventions
GOOD TO AVERAGE: Occasional errors in spelling, punctuation, capitalization, 7-
and layout. 5
FAIR TO POOR: Frequent errors in spelling, punctuation, capitalization, and 4-
layout. 2
VERY POOR: Very poor mastery of conventions; full of errors of spelling, 1-
punctuation, and capitalization; layout is distracting. Fails to address this aspect of 0

the task with any effectiveness. NOT ENOUGH FOR ASSESSMENT
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Appendix B. Questionnaire on basic constituents of writing

15

The purpose of this questionnaire is to evaluate your writing skill in English.
Would you please tick (V) the best option that fits you for each item below?

1. Gender:
O Male O Female

2. How would you evaluate your personal competence in writing in English?
Very Good Good Average Poor Very Poor

Writing skill o o o o o

3. How would you evaluate your personal competence in writing in English in the following components of

writing skill?

Very Good Unsure Poor Very
Good Poor
A) Process:
1) Brainstorming 0] @) 0) 0) O
2) Narrowing a topic 0] 0] 0) 0) O
3) Making an outline/plan of writing O (@) O O O
4) Writing the first draft @) 0] O O 0]
5) Receiving and giving feedback @) (@) O O O
6) Revising 0] 0] (0] 0) O
7) Preparing the final draft o 0] (0) O O
8) Editing 0] @) 0) 0] O
B) Content:
9) Having a clear purpose for writing (@) O (@) @) O
10) Writing with an awareness of the reader @) @) ) @) @)
11) Focusing on the main idea throughout writing O @) O O O
12) Presenting creatively/new ideas @) O O @) @)
C) Organization:
13) Organizing writing @) O O O O
14) Writing effective titles; 0] 0] (0] @) 0]
15) Writing an effective topic sentence for a @) O O O
paragraph
16) Writing effective support sentences in a () O O @) @)
paragraph
17) Writing effective conclusion for a paragraph @) ) O @) @)
18) Writing an effective thesis statement for an @) 0] @) @)
essay
19) Writing an effective introduction for an essay @) O O (@) @)
20) Writing an effective essay conclusion ) O O O O
21) Presenting unified ideas (unity) 9] e O 0] O
22) Presenting ideas logically connected O O @) @) O
23) Supporting the topic with relevant details @) @) ) @) @)
24) Presenting ideas coherently @) ) O (@) @)
25) Using transitions effectively O O O O O
26) Using reminders effectively 0] 0] O O O

D) Word Choice:
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27) Using correct word forms

28) Making accurate word choice

29) Making powerful word choice

elle)le)

elle)le)

elle)le)

E) Language Use

30) Using relevant language style (e.g. formal,
informal)

31) Using a variety of sentence types

32) Writing simple sentences

33) Writing compound sentences by using and, but,
so, nor, for, or

34) Writing complex sentences using therefore,
hence, however, etc.

35) Using parallel structures

36) Avoiding sentence fragments

37) Avoiding run-on sentences

38) Avoiding dangling expressions

39) Avoiding comma splices

O|I0|I0I0|0] O] OO0 O

O|I0|I0I0|0] O] 0|00 O

O|I0|I0I0|0] O] OO0 O

F) Grammar:

40) Using verbs correctly

41) Using articles correctly

42) Using prepositions correctly

43) Using pronouns correctly

44) Using tenses correctly

45) Using simple grammatical structures correctly

46) Using complex grammatical structures correctly

O|0|0|0|0|0|0

O|0|0|0|0 0|0

O|0|0|0|0|0|0

G) Mechanics:

47) Using spelling correctly

48) Using punctuation correctly

49) Using capitalization correctly

ellelle)

O|OO| [O|O|I0|0O0|0|0] [O0|0|0|0|0] O] OO0 O |O|0|0

O|OO| [O|O|0|0|0|0|0] [O0|0|0|0|0] O] OO0 O |O|0|0

ellelle)

ellelle)
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Ingilizce 6gretmen adaylarmin ingilizce yazma becerilerinin gelistirilmesinde bir karma
yaklasim uygulamasi

Oz

Ingilizce yazma becerisi edinimi Ingilizce 6gretmen adaylarinin hem lisans hem de mezuniyetleri sonrasi
mesleki yasantilarinda énemli bir yer tutmaktadir. Iyi bir yazma becerisi bir metnin kurgusunu, igerigini, dil
kullanimini, kelime se¢imini ve noktalama igaretlerinin etkin kullanimini igeren belirli unsurlarm edinimini
gerekli kilmaktadir. Ingilizce 6gretmen adaylarinin bu unsurlar1 edinebilmeleri farkli yaklagimlardan olusan
karma bir Ingilizce programmin izlenmesi ve bu dogrultuda yogun bir yazma uygulamasi ile miimkiin
olabilecektir. Bu calismada bir grup Ingilizce 6gretmen adaymin iiretim (product), siire¢ (process) ve tiirsel
(genre) odakli yazma yaklagimlart ile olusturulan bir yazma programi sonucu yazma yetilerinin ne kadar gelistigi
incelenmektedir. Bir iiniversitenin Ingiliz Dili Egitimi ingilizce hazirlik programinin zorunlu Ingilizce Yazma
dersinde 59 6gretmen aday1 28 hafta boyunca siireg, tartigma, sebep, sonug, karsilagtirma, zitlik, anlati (Sykii)
odakli yazma tiirlerinin nasil yazilacagi konusunda uygulamali ders almislardir. Katilimcilar dzellikle bu
tiirlerde nasil yazilacag: ile ilgili kurgu, siireg, bitiinliik, icerik, dil kullanimi, kelime se¢imi, dogru yap1 ve
noktalama isaretlerinin kullanim ile ilgili ayrintili ¢alisgma yapmuslardir. Katilimeilarin baglangic ve sonug
makaleleri belirlenen bu unsurlar agisindan degerlendirilmis ve ayrica katilimcilardan caligmaya baslamadan
once ve ¢alisma sonrasi kendi yazma becerilerini belirlenen alt unsurlar agisindan degerlendirmeleri istenmistir.
Calisma sonuglar1 uygulanan programla 6gretmen adaylarinin yazmanin temel unsurlarindan olan metnin dogru
kurgusu, uygun icerigin olusturulmasi, dilin uygun kullanimi, dogru dilbilgisi kurallarinin uygulanmasi, etkin
kelime secimi ve dogru noktalama isaretlerinin kullanimi gibi unsurlarda belirgin bir yeterlilige ulastiklarini
gostermistir. Bu ¢aligma ayrica yazma becerisinde belirgin bir yeterlilige ulagsan katilimcilarin hem daha sonraki
yillarda akademik yasantilarinda yazma konusunda daha basarili olacaklarint hem de yazma becerisinin ana
unsurlarmin neler oldugu ve nasil dgretilecegi konusunda belirgin bir bilgi ve beceri edineceklerini gdstermistir.
Bu c¢alisma yazmay1 bir siire¢ olarak kabul eden ve belirli bir toplulugun beklentileri dogrultusunda metin
olusturmay1 hedefleyen karma yaklasim odakli yazma programu ile Ingilizce dgretmen adaylarinin Ingilizce
paragraf ve makale yazmanin temel unsurlarini edinmede basar1 gosterebileceklerini ortaya koymustur. Tek bir
yaklagim yerine yazma {iretimini siiregsel ve tiirsel yaklagimlardan yaralanarak olusturmay1 temel edinen karma
yazma programlari bu ¢alismaya benzer sekilde Ingilizce yazma 6gretimi programlarinda uygulanabilir.

Anahtar sézciikler: Ingiliz dili egitimi; Ingilizce dgretmen adaylari; yazma becerisi
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Abstract

This study, which involved 130 US fourth to ninth graders enrolled in Chinese as a foreign language classrooms,
intended to test Dornyei’s L2 Motivation Self System and the seven motivational constructs identified in his
previous study, and investigate whether the constructs found in this study differ based on the following differences:
(a) gender, (b) grade level, and (c) starting age of learning a foreign language. This study found four motivational
constructs: instrumentality-dominant, attitudes toward the L2 speaker/community-dominant, learners’ perception
of their parents’ proficiency in Chinese, and milieu. In addition, this study found a significant interactive effect
between grade level and starting age of learning a foreign language. The younger learners in the foreign language
late starter group perceived their parents as having higher proficiency in Chinese than how the older learners in
the late starter group perceived their parents.

© 2013 The Authors and JLLS - Published by JLLS.
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1. Introduction

Among the many individual learner factors, motivation is acknowledged as one of the determinant
factors in L2 attainment. As Dornyei and Csizér (1998) stated, “Without sufficient motivation, even
individuals with the most remarkable abilities cannot accomplish long-term goals, and neither are
appropriate curricular and good teaching enough to ensure student achievement” (p. 203). After
conducting several empirical studies, Dornyei (2005) proposed a L2 motivation paradigm, the L2
Motivational Self System. This new paradigm is adopted in the current study to explain the L2
motivation of fourth to ninth graders who were enrolled in Chinese as a foreign language courses in a
charter school in the United States.

The L2 Motivational Self System, which integrates several prominent theoretical language learning
constructs, such as Gardner’s (1985) model and Higgins’s (1987) self-discrepancy theory, consists of
three main components: Ideal L2 Self, Ought-to L2 Self, and L2 Learning Experience (Kormos &
Csizér, 2008). Ideal L2 Self, which is seen as integrativeness/integrative motivation with the Ideal L2
Self, refers to the learner’s wish to master the L2 as his or her ideal self-image and is the primary
constituent of L2 motivation (Ddrnyei, Csizér, & Németh 2006). The second component, Ought-to L2
Self, refers to the “attributes that one believes one ought to possess” (Dornyei et al., 2006, p. 17). L2
Learning Experience is related to the learners’ learning environment and experience.

In a large-scale motivational study conducted by Dornyei et al. (2006) in Hungary from 1993 to
2004, Dornyei designed a questionnaire in which seven main motivational components were
conceptualized and later validated by the study results. The researchers then used the seven components

* Ko-Yin Sung. Tel.: +1-435-797-9182
E-mail address: koyin.sung@usu.edu
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and the relationships among them to explain the L2 Motivational Self System. The definitions of the
seven components explained by Dornyei et al. (2006) are listed below:

(1) Integrativeness refers to the learner’s desire to integrate into the target language culture.
(2) Instrumentality refers to the learner’s belief in the usefulness of gaining L2 proficiency.

(3) Attitudes toward the L2 speakers/community refers to the learner’s attitudes toward contact with
L2 speakers and visiting the L2 country.

(4) Milieu refers to the perception of the learner’s significant others such as family and friends
toward the target language.

(5) Linguistic self-confidence refers to the learner’s confidence level in L2 learning.
(6) Cultural interest refers to the learner’s appreciation of the L2 cultural products.

(7) Ethnolinguistic vitality refers to the learner’s perception of the L2 community such as status and
demographic factors.

Dornyei et al. (2006) stressed that their study did not investigate “situation-specific”, but “stable and
generalized” L2 motivation of ages 13 and 14 Hungarian learners toward five target languages (p. 89).
The researchers also stated that the seven motivational components found in their study are “amongst
the most common dimensions investigated in past L2 motivation research” (Dérnyei et al., 2006, p. 10).
It seems that the researchers believed the seven motivational components could be generally applied to
at least Hungarian, if not all language learners. In a later study, Kormos and Csizér (2008) empirically
tested the seven motivational constructs in the Hungarian context with learners of three different age
groups: secondary, university, and adult learners. The results showed that a few components such as
ethnolinguistic vitality, instrumentality and linguistic self-confidence, had to be excluded from the
analysis because too few items loaded onto these components. The researchers expressed their surprise
that instrumentality did not load adequately as expected, which shows the newly developed motivational
constructs needs further empirical testing and verification. However, to the best of the researcher’s
knowledge, no further quantitative study in a Hungarian or other learning context has been done to verify
the level of generality of the seven motivational constructs. That is the purpose of the current study.

2. L2 motivation and gender differences

Gender is one of the variables commonly researched in relation to language learning. Most studies
which investigated the relationship between gender and L2 motivation suggested that there are
differences between males and females in L2 motivation. For example, Williams, Burden, and
Lanvers (2002) found that female British schoolchildren aged seven to nine had a higher level of L2
motivation than males. Sung and Padilla’s (1998) study on elementary and secondary learners of
Chinese, Japanese, and Korean also reported female learners having significantly higher motivation to
learn the languages than male learners. Dornyei et al.’s (2006) study on Hungarian schoolchildren
showed a consistent tendency for females to score significantly higher on various motivational variables
than males. Ghazvini and Khajehpour’s (2011) study showed that high school Iranian female learners
were more positive toward learning English than male learners.

In terms of motivation types, Ghazvini and Khajehpour (2011) reported that the female learners in
their study were more integratively motivated while the male learners were more instrumentally
motivated. A similar result in terms of gender and motivation types was found in Japanese college
learners of English in Mori and Gobel’s (2006) study. The female learners were more integratively
motivated in learning English than the male learners.
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Despite the frequently found study results which indicate female superiority in L2 motivation and
gender differences in motivation types, a few studies showed opposite results. In Polat’s (2011) study
on middle and high school Kurdish learners of Turkish, the researcher reported that the male participants
scored significantly higher on two motivational orientations, identification and integrated orientations,
which were defined by Polat (2011) as demonstrating “more autonomy in determining and manipulating
their own actions” (p. 21). In the study of Kuwaiti learners’ attitudes toward learning English, Al-Bustan
and Al-Bustan (2009) reported a relationship between the negative past high school English learning
with the negative attitude of female students towards learning English. Interestingly, such negative
attitudes were not found within the male sample population in the study.

Gender differences in L2 motivation is a complex phenomenon. Researchers used the learner’s
immediate learning and social environment to explain these differences. For example, Kobayashi (2002)
explained that Japanese female learners’ high motivation in learning English was affected by Japanese
society, which perceives learning English as a woman-dominant choice at schools and a tool to help
women depart from a society which marginalizes them. In his large-scale nationwide study on the
motivation of learners of English in Japan, Ryan (2009) confirmed the social factor identified by
Kobabyashi (2002). Ryan’s (2009) study results illustrated that a reason female Japanese learners are
positive in learning English is due to the belief that using English to express oneself illustrates more
freedom than using Japanese, a language which has restrictive features for female speakers. A similar
social factor on people’s perception of languages which might cause gender difference in motivation
was found in Dérnyei et al.’s (2006) and Williams et al.’s (2002) studies. The researchers in both studies
explained that a reason the male schoolchildren in their studies scored lower than the females on the
motivation toward learning French was due to the general societal perception that French was seen as a
feminine language.

If the cause of gender differences in L2 motivation is not mainly neurobiological, but socially
constructed as implied in the literature, it would be worthwhile to investigate whether there is a gender
difference in L2 motivation toward learning Chinese, a target language not commonly investigated in
relation to gender and L2 motivation in the United States learning context. If the finding is significant,
it will give directions to future studies on examining the possible social factors influencing the gender
differences in L2 motivation toward Chinese language learning.

3. L2 motivation and age differences

Another factor which might influence learners’ L2 motivation levels is age. Although only a few
studies examined the relationship between age and L2 motivation, the results of most of the studies seem
to indicate that motivation declined with age. In Williams et al.’s (2002) study, seventh graders scored
significantly higher on the need for the language, integrative orientation, positive attitude toward their
teachers, and perceived self-ability and success than ninth graders. Sung and Padilla (1998) found
similar results in their study which showed that elementary students were more motivated than
secondary students toward learning Chinese, Japanese, and Korean. Baker and Maclntyre (2000) also
reported that the younger learners in their study were more motivated than the older learners. In Sung’s
(2010) study of college learners of Chinese, age was found to be a factor influencing the learners, with
younger learners being more positive toward Chinese language learning due to friends’ opinions about
the classes and professors at school and the desire to study in a Chinese-speaking country.

On the other hand, a few studies on age and L2 motivation reported contradictory results. For
example, Wong (2008) found that Chinese immigrant learners of English older than 20 in Hong Kong
displayed higher motivation to learn English than those younger than 15. Kormos and Csizér (2008)
compared three different age groups of Hungarian learners of English and concluded that the youngest
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group, the secondary school students, had a lower motivation level than the university students and adult
learners. The researchers of the aforementioned studies offered possible reasons for their findings on
age differences in L2 motivation. For example, Williams et al. (2002) suspected that the reason they
found younger learners to be more motivational may be that there was a general tendency for motivation
in school-based learning to decrease when learners started secondary school. Kormos and Csizér (2008)
interpreted the finding of the secondary learners having lower motivation than older learners as a result
of the compulsory nature of learning English in school where the learners were required to choose a
language available to learn and continue learning the language until the secondary school years end.
Wong (2008) believed that the older Chinese immigrant learners had a higher motivation than younger
ones as the older ones needed to pass a public university entrance examination which had English as a
test subject. All of these reasons seem to be context-specific, which means research is needed to study
learning populations distinctive from the ones mentioned in the literature to verify how generalizable
the study results are.

Another aspect regarding age difference in language learning often discussed is the critical period
hypothesis, which claims that there is a critical period to acquire a language, after which language
learning becomes more difficult. A few studies found that children seem to learn languages better than
adults (Polat, 2011). If age, in terms of when one starts learning a language, is a factor influencing L2
acquisition, then it is reasonable to assume that the same factor might influence learners’ L2 motivation.
To the best of the researcher’s knowledge, there are no studies about the relationship between L2
motivation and the age learners start to learn the L2; hence, the current study included this factor to test
the researcher’s hypothesis.

4. Research questions

The studies in the literature section have shown that there is limited understanding and inconsistent
results about the seven motivational constructs originally found in Ddrnyei et al.’s (2006) study. The
constructs need more empirical testing. The current study intended to fill this gap. Moreover, the current
literature seems to suggest that gender and age differences in L2 motivation tend to be socially
constructed; that is, the specific learning and social environments the learners are in have certain effects
on their L2 motivation levels and types of motivation. If this is true, the results of the previous studies
cannot be generalized. Investigating gender and age differences in L2 motivation in different learning
and social contexts is necessary in order to gain a broader understanding of various learner groups’ L2
motivation. The current study had a focus on the group of US learners of Chinese as a foreign language
ranged between fourth and ninth grades, which is a learner population infrequently examined. This study
attempted to answer the following research questions:

(1) What motivational constructs toward learning Chinese do US learners between fourth and ninth
grades have?

(2) Do US fourth to ninth graders’ L2 motivational constructs toward learning Chinese as a foreign
language differ based on the following differences: (a) gender, (b) grade level, and (c) starting
age of learning a foreign language?

5. Method
5.1. Participants

All 134 fourth to ninth graders in the Chinese classes in a charter school in the United States and
their parents were informed about the purpose of the study and asked for the learners’ willingness and
parents’ agreement to participate in the study. Four learners decided not to participate, hence, the present



Ko-Yin Sung / Journal of Language and Linguistic Studies, 9(2) (2013) 19-30 23

study involved 130 learners. This study used a non-probability sample, which was the population to
whom the researcher had easy access. There were 73 males and 57 females in the study.

5.2. Questionnaire

In order to test the motivational constructs found by Dornyei et al. (2006), this study adopted the
questionnaire, Language Disposition Questionnaire, from the researchers with minor wording revisions
to fit the Chinese language learning context in the US. Items 1 to 21 concerned the learners’ reasons for
learning the target language, their attitudes towards the L2 and the L2 community, their contact with the
L2 and its speakers, the amount of effort willingly invested to learn the target language, and their
perception of their parents’ language proficiency in Chinese. Items 22 to 29 were related to the learners’
general views regarding their learning milieu and linguistic self-confidence. The 29 questionnaire items
were placed on a five-point Likert scale. The participants had five choices for items 1-21: 5 being “very
much”, 4 being “quite a lot”, 3 being “so-s0”, 2 being “not really”, and 1 being “not at all”. The five
choices for items 22-29 are: 5 being “absolutely true”, 4 being “mostly true”, 3 being “partly true partly
untrue”, 2 being “not really true”, and 1 being “not at all”. The last section of the questionnaire contained
seven items about the learners’ background such as gender, and previous language learning experience.

5.3. Data analysis

The questionnaire data was analyzed through SPSS statistical software. For the first research
question, “What motivational constructs toward learning Chinese do US learners between fourth and
ninth grades have?”, the use of factor analysis was necessary to see whether the participants in this study
had similar motivational constructs as the ones found in Ddrnyei et al.’s (2006) study. A total of two
factor analysis tests were run as in Dornyei et al.’s (2006) study. The first one involved questionnaire
items 1-21 concerning the L2 and L2 communities. The second one included items 22-29 concerning
the learners’ views related to the learning milieu and their linguistic self-confidence. Similar to the
analysis done in Dornyei et al.’s (2006) study, items 8 and 9, which concern learners’ perception of their
parents’ proficiency levels in Chinese were added to the factor analysis. The reason to add these two
items, as Dornyei et al. (2006) explained, was that the parents’ proficiency may be related to the milieu
factor. The only difference between the current and the previous studies was that Dornyei et al. (2006)
used the mean of items 8 and 9 while the present study simply added both items to the factor analysis.
The reason of adding both items instead of the mean of the items is the assumption that each parent
might have individual influence on the learner; hence, averaging the parents’ proficiency would not be
reasonable. The sample size to run factor analysis in this study was justifiable, which exceeded the
recommended minimum of 100 subjects by Gorsuch (1983) in order to yield reliable results. In addition,
Chronbach’s alpha of each test was calculated by SPSS in order to determine the internal consistency of
the items and factors in the questionnaire. Moreover, reliability tests were run for the questionnaire and
each single factor.

In order to answer the second research question, “Do US fourth to ninth graders’ L2 motivational
constructs toward learning Chinese as a foreign language differ based on the following differences: (a)
gender, (b) grade level, and (c) starting age of learning a foreign language? “, MANOVA was run. In
this study, the dependent variables were the motivational constructs found in the factor analysis tests.
The independent variables were gender, age, and starting age of learning a foreign language. The test
run had a minimum conventional level of significance, p = .05. In addition, the null hypothesis was
assumed.

The participants were divided in groups in the following ways. The gender factor consisted of a male
and a female group. The grade level factor consisted of a group of fourth to sixth graders and a group of
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seventh to ninth graders. The factor, starting age of learning a foreign language, had a group of
participants who started learning a foreign language at age eight or younger and a group of participants
who started learning a foreign language at age nine or older. Table 1 illustrates the descriptive statistics
of the divided groups for each factor.

Table 1. Descriptive statistics of the groups in the MANOVA test

Learner Factors Categories N %
Gender male 73 56%
female 57 44%
Grade Level fourth to sixth graders 73 56%
seventh to ninth graders 57 44%
Starting Age of Learning a 72 55%
Foreign Language age eight or younger
age nine or older 58 45%
6. Results

5.4. Factor analysis

The analysis of the internal consistency reliability of the 29 questionnaire items showed that the
Cronbach’s alpha was .75 with F(129, 28) = 132.583, p < .000 indicating that there was an acceptable
internal consistency of the items being assessed. The results of the first factor analysis showed that the
Kaiser-Meyer-Olkin measure of sampling adequacy was 0.77, which supported the factorability of these
data. The significance level of Bartlett test of sphericity = .000 indicated that these data were thus
approximately multivariate normal and acceptable for factor analysis. The output of the first factor
analysis on items 1-21 revealed six components with eigenvalues exceeding one. After applying
Cattell’s (1966) scree test as did Dornyei et al. (2006), the screeplot revealed that two components were
on the steep portion of the graph. These two components were retained for further investigation. A
Varimax rotation was performed in order to aid in the interpretation of the two components. The rotated
result showed that 11 items moderately or strongly loaded on one of the two components. The
subsequent two-component solution explained 33.5% of the variance, with Component 1 contributing
24.2% and Component 2 contributing 9.3%. Following the factor analysis, the analysis of internal
consistency reliability was conducted. Table 2 illustrates that the Cronbach’s alpha in Component 1 is
.81 and in Component 2 is .66 indicating fair to reliable degree of reliability.

Table 2. Principal components analysis with Varimax rotation of two-factor solution for questionnaire items 1-

21
Factor M(SD)
loading
Component 1: Instrumentality-dominant
Cronbach’s alpha = .81
6. How much do you think knowing Chinese language would
help you when traveling abroad in the future? 74 4.18(0.93)
7. How much do you think knowing Chinese language would 749 3.40(1.17)

help your future career?
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2. How much do you think knowing Chinese language would
help you to become a more knowledgeable person? 7136 3.97(0.97)

1. How much do you like Chinese language? 554 3.63(1.09)

3. How important do you think Chinese language is in the

world these days? 547 3.92(0.92)

5. How much effort are you prepared to expend in learning

Chinese language? 431 3.82(0.97)

Component 2: Attitudes towards the L2 speakers/community-dominant
Cronbach’s alpha = .66

14. How much do you like meeting Chinese people?

736 4.12(0.91)
10. How much would you like to travel to China?

.687 3.16(1.006)
17. How much do you like the people who live in China?

.636 3.99(0.99)
11. How much would you like to travel to China?

.595 4.13(1.11)
21. How much do you like Chinese pop music?

.527 2.02(1.70)

As shown in Table 2, Component 1, which included six items, was loaded heavily on the
instrumentality motive (items 6, 7, 2, 3); therefore, it is called the instrumentality-dominant factor. The
four instrumentality items found in this study are identical with the instrumentality items found in the
English and German target languages in Ddrnyei et al.’s (2006) study. One (item 1) of the remaining
two items in the component is related to integrativeness while the other (item 5) is related to learning
effort.

Component 2 consisted of three items (items 14, 17, 11) related to attitudes towards the L2
speakers/community, one item (item 10) related to integrativeness, and one item (item 21) related to
cultural interest, therefore, this component is called attitudes towards the L2 speakers/community-
dominant factor.

The results of the second factor analysis showed that the Kaiser-Meyer-Olkin measure of sampling
adequacy was 0.54, which indicated that the factor analysis test was appropriate. The significance level
of Bartlett test of sphericity =.000 indicated that these data were thus approximately multivariate normal
and acceptable for factor analysis. The output of the second factor analysis (items 8-9 and 22-29)
revealed four components with eigenvalues exceeding one. An inspection of the screeplot revealed that
two components were on the steep portion of the graph. Therefore, these two components were retained.
The Varimax rotation result showed that nine items moderately or strongly loaded on one of the two
components. The subsequent two-component solution explained 36% of the variance, with Component
1 contributing 18.6%, and Component 2 contributing 17.4%. Table 3 illustrates that the Cronbach’s
alpha in Component 1 is .74, which is considered reliable. However, the Cronbach’s alpha in Component
2 is .46 indicating unreliability. This result suggests that revising the items in the second factor analysis
should be considered to increase its reliability.
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Table 3. Principal components analysis with Varimax rotation of two-factor solution for questionnaire items 8-9
and 22-29

Factor M(SD)
loading

Component 1 Learners’ perception of their parents’ proficiency in Chinese
Cronbach’s alpha = .74

8. How well does your mother speak Chinese? 876 1.36(0.85)

9. How well does your father speak Chinese? .868 1.40(0.88)
Component 2 Milieu
Cronbach’s alpha = .46

25. 1 don’t think that foreign languages are important school

subjects. 729 2.00(1.21)
28. Learning foreign languages makes me fear that I will feel
less American because of it. 679 1.50(1.02)
27. My parents do not consider foreign languages important

- £n fangtiages b 603 1.68(1.14)

school subjects.

As shown in Table 3, Component 1 considered two items (items 8-9) related to the participants’
perception of their parents’ proficiency in Chinese. In Doryei et al.’s (2006) study, parents’ proficiency
was not loaded on any factors, but the present study had a contradictory finding.

Component 2, named milieu, consisted of three items (items 25, 28, 27) related to the views of the
participants and their parents toward learning foreign languages. In Dornyei et al.’s (2006) study, the
items (items 25, 27, 24, 28) found in the milieu factor were very similar to the current finding (items 25,
28, 27). However, the low Cronbach’s alpha shown in the present study indicates that the items related
to milieu and linguistic self-confidence run in the second factor analysis may not be suitable for the
Chinese language learning context in the present study. More research will be needed to find better ways
to ask this target population to find more accurate L2 motive constructs.

5.5. MANOVA

The results of the MANOVA test indicated that there was no main effect on each of the three
independent variables: gender, grade level, and starting age of learning a foreign language; that is, the
participants’ gender, their grade level, or the age they started learning a foreign language, had little or
no influence on the four L2 motivational constructs. However, the results demonstrated that there was a
significant interactive effect between grade level and starting age of learning a foreign language, F(4,
119) =2.537, p < .05, n? =.079; Power = .704. The value of the n2 indicated that there was a medium
association between the interactive effect of the two factors and L2 motivation. The observed power
was fairly strong. The null hypothesis was rejected and one can conclude that the interaction of learners’
grade level and starting age of learning a foreign language mediated the motivational constructs.

The between-subjects effects table shown in Table 4 indicated that there was an interactive effect
between grade level and starting age of learning a foreign language on the motivational component,
learners’ perception of their parents’ proficiency in Chinese. For the between-subjects test, the partial
eta squared (1?) was close to medium and the observed power was fairly strong.
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Table 4. Multivariate analysis of variance: Between-subjects interactive effects

Between-subjects Interactive F df  Sig. Partial Eta Squared Observed Power
Effects
Grade Level x Starting Age of 6.627 1 .01 .052 124

Learning a Foreign Language

Motivational Component:
Parents’ Proficiency in Chinese

The descriptive data shown in Table 5 indicated that the major contrast is within the group of learners
who started learning a foreign language at age 9 or older. The learners in this group who were fourth to
sixth graders perceived their parents to have higher proficiency in Chinese than the seventh to ninth
graders’ perception of their parents’ Chinese proficiency.

Table 5. Between-subjects interactive effects on learners’ perception of parents’ proficiency in Chinese

Starting Age of Learning a Foreign

Language Grade Level Mean SD

age 8 or younger 4th-6th 1.3725 52767

age 8 or younger 7th-9th 1.5000 1.24499

age 9 or older 4th-6th 1.7500 1.02062

age 9 or older 7th-9th 1.0972 31212
6. Discussion

In response to the first research question, “What motivational constructs toward learning Chinese do
US learners between fourth and ninth grades have?”, the present study found four constructs:
Instrumentality-dominant, attitudes toward the L2 speakers/community-dominant, learners’ perception
of their parents’ proficiency in Chinese, and milieu. The instrumentality-dominant construct consisted
of two items categorized as other types of motives: integrativeness and learning effort. The second
construct, attitudes towards the L2 speakers/community-dominant also consisted of an integrative item.
It seems integrativeness was interwoven with other types of motives. This finding can be explained by
applying Dornyei’s (2005) L2 Motivation Self System. The central theme of the system, the Ideal L2
Self, which has been described as integrativeness/integrative motivation, has two immediate
antecedents: instrumentality and attitudes towards the L2 speakers/community. Dornyei et al. (2006)
explained that the Ideal L2 Self is an image of a competent or native speaker of the target language;
hence, the more positive a learner is toward the L2 speakers/community, the more attractive the learner’s
Ideal L2 Self is. With respect to the relationship to instrumentality, the researchers believed that
professional successfulness would enhance the image of the Ideal L2 Self; therefore, the higher a learner
is on his or her instrumental motive, the more desirable the learner’s Ideal L2 Self is. Doérnyei et al.
(2006) stated, “We would argue that instrumentality and the attitudes towards the L2 speakers constitute
two complementary aspects of the Ideal Language Self: Its general agreeableness and its achievement-
related effectiveness/competence” (p. 93). This explained why integrativeness emerged in the
instrumentality-dominant and attitudes towards the L2 speakers/community-dominant constructs. The
third construct, learners’ perception of their parents’ proficiency in Chinese found in the present study,
was not found in Dornyei et al.’s (2006) study. This finding could be attributed to the different social
contexts in the two studies in terms of how people judge one’s language proficiency without using a
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proficiency test and how much influence parents have on their children’s study in a particular society.
Dornyei et al. (2006) explained that in certain cultures family expectations are strong motives. It could
be that the family expectations in the current study were stronger than the ones in the Hungarian study.
The fourth construct in the present study, milieu, consisted of similar items to the ones in Ddrnyei et
al.’s (2006) study. However, the low reliability in this construct requires more examination on these
items when used in a Chinese language learning context.

In sum, Dornyei’s (2005) L2 Motivation Self System and the seven motivational constructs were
only partially supported by the results of the present study. The three motives: Vitality of L2 community,
self-confidence, and cultural interest, were not found in the factor analysis tests in this study. This means
the items in the Language Disposition Questionnaire are not general enough for all language learning
contexts and need to be revised to better fit the US context of Chinese language learning. In addition,
Dornyei et al. (2006) stated that the questionnaire did not include items addressing the Ought to L2 Self
and L2 Learning Experience mentioned in Dornyei’s (2005) L2 Motivation Self System, which means
more questionnaire items will need to be developed to test the system proposed by Ddrnyei (2005). In
conclusion, Dornyei’s (2005) L2 Motivation Self System needs to be re-visited and tested in order to
make it a more thorough system which consists of all motivational constructs one can find in a given
language learning context.

In responding to the second research question, “Do US fourth to ninth graders’ L2 motivational
constructs toward learning Chinese as a foreign language differ based on the following differences: (a)
gender, (b) grade level, and (c) starting age of learning a foreign language?”, the current study found
no motivational difference based on the three variables; however, there was a significant interactive
effect of learners’ grade level and starting age of learning a foreign language on the motivational
construct, learners’ perception of parents’ proficiency in Chinese. Furthermore, the major difference
found was that the younger learners (4th to 6th grades) in the foreign language late starter group (started
atage 9 or later) perceived their parents to have higher proficiency in Chinese than how the older learners
(7th to 9th grades) in the late starter group perceived their parents.

The researcher suspects that the difference might not be the actual Chinese proficiency level of the
parents, but how different groups of learners perceive language proficiency of their parents differently.
First, the mean of the parents’ proficiency factor for older learners is 1.09, which was very close to 1,
“not at all” on the Likert scale, while the younger group has the mean of 1.75, which was close to 2,
“not really” on the Likert scale. These two answers do not appear to be very different. Both tend to
indicate that the parents do not know Chinese, but the wordings of the answers might have shown that
people who choose 2 might be more optimistic than people who choose 1. As discussed in the L2
Motivation and Age Differences section, Williams et al.’s (2002) study found that younger learners
tended to be more positive about their perceived self-ability and success, which could have been
extended to their family members, such as their parents, as this study shows. In addition, the younger
learners (4th to 6th grades) who started learning a foreign language at or after age 9 means that they
started this new experience of language learning fairly recently. If being positive and optimistic are
characteristics of the younger learners, such characteristics could apply in a new language learning
experience. If the assumption is true, it seems that optimism could be the reason the younger learners
in the foreign language late starter group had a significantly different responses on their perceived
parents’ proficiency in Chinese than the older group.

7. Conclusions

The present study showed several directions future research on L2 motivation and its factors can
take. First, this study confirmed the central theme, the L2 Ideal Self (formerly interpreted as
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integrativeness) and its immediate antecedents, instrumentality and attitudes toward L2 speakers,
identified in Dornyei’s (2005) L2 Motivation Self System. However, the other factors identified in
Dornyei et al.’s (2006) study were not found in this study, which might indicate that the questionnaire
instrument adopted from Dornyei et al. (2006) was not suitable to the participants in this study and that
the L2 Motivation Self System did not include all possible factors that explain the learning context in
the present study. Future research will be needed to confirm these assumptions. Second, contradictory
to most studies, this study did not find any L2 motivation difference based on gender or age. As this
study did not have a design which allowed the participants to give insights in the learning contexts for
explaining the findings, future research will be needed to explore the reasons for the lack of difference
based on gender, grade level, and starting age of learning a foreign language. Third, this study found a
significant interactive effect of learners’ grade level and starting age of learning a foreign language on
learners’ perception of parents’ proficiency in Chinese. Based on the current literature, the researcher
suspects that the younger learners’ characteristic of optimism could be the reason the younger learners
who started learning a foreign language late perceived their parents to have higher proficiency in
Chinese than the older group. This assumption needs more empirical testing for proof.
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Yabanci dil 6grenmede ikinci dil motivasyonu

Oz

Amerika’da Cincenin yabanci dil olarak dgretildigi siniflara devam eden ve seviyeleri 4-9. sinif arasinda degisen
130 dgrencinin katildig: bu galisma, Dérnyei’nin Ikinci Dil Ogrenme Motivasyonu Benlik Sistemini ve daha
onceki calismasinda belirledigi giidiisel yedi yapiy test etmeyi ve de galisma neticesinde saptanan yapilarin a)
cinsiyet, b) smif ve c¢) yabanci dil 6grenmeye baslama yasi agisindan degisiklik gosterip gostermedigini aragtirmayi
amaclamaktadir. Calisma, gilidiisel dort yap1 saptamustir: aragsal agirlikly, ikinci dil konusan kisilere ya da topluma
kars1 tutumlara dayanan, 6grencilerin ebeveynlerinin Cincedeki yeterlilikleri ile ilgili diisiinceleri ve sosyal ¢evre.
Bununla birlikte, sinif diizeyi ile yabanci dil 6grenmeye baglama yasi arasinda manidar bir etkilesim oldugunu
ortaya ¢ikarmustir. Nitekim, yabanci dil 6grenmeye geg baslayan gruptaki yasi kiiciik olan 6grenciler, yasi bitylik
ogrencilere kiyasla, ebeveynlerinin Cincedeki yeterliliklerinin daha yiiksek oldugu kanisindadirlar.

Anahtar sozcikler: ikinci Dil Ogrenme Motivasyonu; ikinci Dil Ogreneme Motivasyonu Benlik Sistemi; Yas
Farkliliklari; Yabanci Dil Ogrenme; Cince.
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Abstract

The use of literary texts in language classes does not find enough space within the scope of English language
teaching programs in English as a Foreign Language (EFL) settings, where direct exposure to second language
(L2) is considerably limited due to pseudo communicative language teaching environment. Literary texts provide
ample opportunity for the learner to study the target language in a natural way with all the necessary corpora rich
in powerful textual communication where linguistic, pragmatic and literary studies are presented in the same
medium concurrently. The whole idea behind this article is not to substitute criticism for literature, but to make it
the object of study in an inter-textual system of relations by connecting one text to the already existing ones
created in the same literary tradition. The relation between semiotic analysis and textual communication with
reference to the seven standards of textuality is provided within a mellifluent blend for the sake of
comprehensive understanding of the semiotic analysis of textual communication in the story. Textual analysis of
the story by considering all the standards of textuality is displayed with all the necessary input in order for the
learner to move on to semiotic analysis of textual communication in the short story. Semiotic analysis of the
story is presented in line with the accepted strategies of the reading activity developed in consecutive steps.
Having provided with the phases of the approach the reader is expected to develop a comprehensive view of how
to become autonomous learner responsible for his own learning. The reader not only develops the interpretative
skills by acquiring the accepted strategies of semiotic analysis, but also enhances awareness of life, for literary
studies help develop a thorough perception of life by going through the private psychological experience of the
protagonist. The reader is expected to appreciate and acquire the sort of wisdom lying behind the moral lesson of
the story to understand life better, and in turn to appreciate the unalienable human rights that guarantee freedom
of the mankind in this world.

© 2013 The Authors and JLLS. Published by JLLS.

Keywords: standards of textuality; semiotic analysis; literary studies; critical reading

1. Introduction

Semiotic reading as a comprehensive approach to the reading of literary texts consists of three
stages that follow one another in a complementary sequence (Scholes, 1982/1985). First the reader
simply reads to understand what is communicated literarily. This sort of reading requires first-order
signification process, or mimesis, as the verbal signs mean what they say, referring to what they
signify in the natural domain. The surface meaning that is reached by deconstructing the syntax and
the grammatical patterns formed with the verbal signs, namely words, is the sense of the whole text
(Sless, 1986). The deeper layer of meaning lying behind the text is the value that can only be reached
by interpreting what is said literally. The effort required for the value, the theme of the text, is the most
challenging part of the whole process since it requires intellectual awareness of the cultural
background of the text. This interpretative reading skill calls for second-order signification process, or
semiosis, as the verbal signs gain symbolic dimension referring to what they possibly mean in the
cultural domain other than what they literally say in the natural domain (Barthes, 1994). According to
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Queiroz and Merrell (2006, p. 60) semiosis is “a triadic (sign, object and interpretant) [italics added],
context-dependent (situated), interpreter-dependent [...] dynamic process. It is a social-cognitive
process, not merely static symbolic system.”

The reader is to consider all the context features, textual or non-textual, when he tries to reconstruct
a text around his own values by creating his symbolic system (Derrida, 1997). Interpretation is, in
fact, the process of creating a new text that is based on the reader’s understanding of the text.
Semiotics, therefore, puts premium on the effective reading of the literary texts because the reader is
not simply a passive agent already conditioned to accept whatever he receives through the text (Eco,
1985). In the process of textual communication a text is often interpreted against the background of
codes that are different from those used by the author (Eco, 1985). Finally, feeling confident in his
efforts to create a new text around the values, he makes an intellectual move by reading against the
author in order to present a counter argument in response to the original text. This third higher order
signification process is absolutely reader-centred as the reader raises his own critique to present a
coherent counter argument. In the reading process, all the standards of textuality play key roles in
reaching the sense; therefore, comprehension is based on how well the reader can do discourse
analysis considering all the pragmatic functions of a given text. Doing discourse analysis certainly
involves cognitive processes considering all aspects of language function in the interpretation of the
text (Brown & Yule, 1985). Cultural background of the text and the intellectual competence of the
reader play the most important key role in the act of criticism, because “semiotics studies all cultural
processes as processes of communication” (Eco, 1979, p. 8).

1.1. Semiotics and language teaching

Semiotics, if broadly defined, is the interdisciplinary study of communication, comprising all sorts
of communication. Language is a virtual communication system composed of verbal signs, namely
words, already stored in long term memory of the members speaking the language concerned. When
words are considered as verbal signs with their arbitrarily assigned meanings used for any purpose of
communication in any setting, semiotics becomes the main focus of the whole issue, concerning itself
with all the domains of language use ranging from semantics to pragmatics, literary studies, social and
scientific studies, and the like. Even one word in any social setting with all its context features already
in place can be treated as a sentence communicating across whatsoever intended to convey the verbal
message.

Semiotics concerns itself with all domains of language use and semiotics and language teaching are
so much related to each other that it is impossible to put them apart whenever it is used as an
internalised system for communication. Language teachers may not be aware of the fact that they act
in accordance with the principles of semiotics when they use second/foreign language (L2) and try to
teach it in their settings. All the words with their lexical meanings are verbal signs that have their
forms conveying the assigned sense as they have no one-to-one correspondence between the form
(sound-image) and the content (idea), or else signifier and the signified respectively. Any word by
itself is a sign represented by symbols (alphabetic signs) that come together to form the semantic unit
already stored in the collective mind of the interlocutors as mental representations of ideas creating the
verbal medium for any communication to take place whenever and wherever possible. If one ever calls
to mind how diversified and complicated language use is, considering different pronunciations of the
same word uttered with specific stress patterns, semiotics reflects this fact by providing a wide
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spectrum to survey all the related fields of scientific study of language and human communication
(Figure 1).

Semiotics

Literature
Sociology  Psychology  Philosophy  Anthropology

Figure 1. Semiotics and related fields of study

Phonetics, phonology, lexicology, semantics, pragmatics, psychology, philosophy, anthropology,
sociology and the study of telecommunications constitute a wide range of fields of study for language
teachers to consider when they are involved in the teaching of a language for any purpose. Language
teaching requires one to consider two different fields of study: linguistics and psychology. TEFL is a
field-specific jargon that stands for the teaching profession based on linguistic knowledge of English,
psychology of human communication and linguistic behaviours that learners display in different
settings. EFL pedagogy and semiotics share quite a wide range of phenomena, from acculturation to
language acquisition, from L1 and L2 connection to the significance of language learning settings and
specific language teaching methods (Erton, 2006; Sert, 2006; Senel, 2007). Language as a social
resource provides a medium for verbal interaction and communication; however, semiotics not only
takes language as its province but also considers all other sign systems of communication: verbal, non-
verbal, visual and also multi-modal.

1.2. The use of literature in language teaching

Language as a virtual sign system of communication is not adequate to help explain intricate
human thought processes no matter how sophisticated intellectual system of communication it may
ever be. Private psychological experience of human beings can only be communicated by literary
devices, figures of speech and symbolic use of language used in literary works. Literature provides a
long established tradition of immense sources allowing teachers ample opportunity to design effective
teaching materials. Even in language learning classes, linguistic competence and performance, no
matter how properly developed, cannot help understand what goes on in the inner psyche of
characters. Tapping deeper sources of human consciousness requires deeper understanding of private
psychological experience of the characters in order to develop a deep awareness of life. Literature,
regarding the language use in all the works of art already in print, takes a deeper look into all sorts of
communication between and among people probing deeper into private thought processes rankling in
the mind of the speakers and working silently behind the outward speech acts (Figure 2).
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Figure 2. Literary works and semiotic communication

Language learning experience offers ample opportunity to make choices just as characters make
their moral choices to help widen and sharpen their awareness of life. Wide range of vocabulary use in
literary texts helps develop deeper understanding of human relations in social contexts. Learners as
individuals with their distinctive personalities are also members of their speech community sharing the
same cultural heritage and taking responsibility for their social roles. “We are, says Schirer (1985, p.
12), in danger of losing—in fact we may have already lost—an important element quite beyond the
presentation of a specific cultural heritage. It is the dimension of depth that must be emphasized over
the fictional pseudo facts of communicative methodology, which make little connection with the
underlying emotions and needs of the students.” This dimension of depth is to be tapped for the sake
of pedagogical effectiveness of teaching. Literature provides a long established tradition of immense
sources allowing teachers ample opportunity to design effective teaching materials focusing not only
vocabulary teaching but also how these linguistic signs take effect in social interactions, daily
conversations, business transactions, communications and private psychological experiences of
learners.

Even in language learning classes, linguistic competence and performance, no matter how properly
developed, cannot help understand what goes on in the inner psyche of characters. Literary
competence is directly associated with the proper use of vocabulary and how those linguistic signs
gain symbolic dimension to mean more than what they literally say in the text. Learners develop this
sort of competence as they move from sense to value and to the critique of the text if they can properly
raise counter arguments and develop their own centre against that of the author. Sense is the literal
meaning reached through the first order signification process in the natural domain, while value is the
theme of the text reached in the aftermath of the second order signification process in the cultural
domain as they move from the said to the unsaid. Critique, saying something against the author, is
developed around learners’ own standpoint while they move from particular to universal through
semiotic higher order signification process in the symbolic domain. If literary competence is
developed in an incessant fashion by means of in depth study of limited number of literary texts rather
than superficial study of many texts, learners will have the opportunity to develop a dimension of
depth in order to sharpen their awareness of life for deeper understanding of human experience on
earth (Kumral, 2006). Snow, as simple as it looks, becomes the symbol of irreplaceable beauty since
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each member signifies a different individual that deserves unalienable human rights endowed at birth
to live and pursue their own happiness on earth just like anyone in any society represented by
snowflakes. The consistent use of literary works helps develop a deeper understanding of human
consciousness without imposing an interpreter’s role upon learners. Regarding the practical use of
literary texts in EFL classes the following points prove to be of high interests to language teachers
because they

e provide useful materials for in-class discussions to increase communication in L2 if they can be
developed into more communicative teaching materials

e help develop both linguistic and literary competence, which enhances acquisition of L2 as an
internalised system of communication

e promote intuitive knowledge of L2 through authentic language use

e increase exposure to L2 in EFL classes where direct exposure is considerably limited, which in turn
paves the way for more mastery over the language in the process of time

e foster cultural awareness of L2 as learners enjoy greater opportunity for meeting culture-specific
input within the scope of works studied at the time

¢ help increase effectiveness of corpus teaching as wide range of vocabulary use increases in time
with due effort

In this article, a step by step schema is proposed. First the reader will follow a consistent approach
to the analysis of the text for the proper textual communication, and then move on to the semiotic
reading of the story presented in three consecutive stages: (1) reading within the text for the sense, (2)
reading upon the text for the value, and (3) reading against the text for the critique. All the numbers
placed in parentheses refer to the numbers of the end notes given at the end of the article before the
‘references’ section.

2. Semiotics of textuality: So much snowed under

There seems to be so much to do in order to understand what goes on in the mind of the writer
while writing all about the issue as precisely as possible, and also in the mind of the reader while
reading, since both writing and reading are complex and complicated intellectual activities.
Communication occurs if intentionality—the attitude of the text producer—can be inferred from the
text, understood and accepted by the reader. When Julia Alvarez put pen to this short story (1), she
had that sort of ‘intentional’ activity in the back of her mind. If what the author (text producer) tries to
communicate does not mean anything to the reader (the addressee) at all, the text is then meaningless
or non-communicative no matter how syntactically well-formed it is. Figure 3 displays the relationship
between the writer and the reader roles considering the standards of textuality in the context of textual
analysis of the story.



36 Necat Kumral / Journal of Language and Linguistic Studies, 9(2) (2013) 31-44

S1= subject Ol=objectl O2=object2 S2=subject2 S3= subject 3 S4= Subject 4
Writer (S1=producer) Story (O1=text) ---Reader (O2=receiver; S2=reader; S3=interpreter; S4= critic)

Julia Alvarez—p S! Object]= Narrative Objet> —p S>— S°—p S*

(writer-oriented) intentionality acceptability (reader-oriented)
NN al— A

coherence
informativity
situationality
intertextuality

(Text-oriented standards)

Figure 3. Schematic display of textual communication of the story SNOW on discourse plane

The attitude of the text-receiver, namely the prospective reader, towards the text is known as
acceptability. If it really makes sense without violating the world knowledge of the reader, it is this
characteristic of the text that makes it acceptable on the part of the reader, who takes active reader
roles moving from simply being a passive agent as the receiver to the reader, interpreter and critic able
to raise counter argument forming a new centre, a semiotic vantage point, for a thorough synthesis of
all the points discussed in the semiotic reading process. As far as the information the text conveys is
concerned, informativity is an important or rather crucial standard, making reading meaningful and
interesting enough on the part of the prospective readers by providing necessary information about the
fierce political conflict behind the war that could break out any minute. The sort of information needed
for the clarity of the text is adequate for the reader to follow through in order to reach a thorough
understanding of the intended message. Political condition of the country of the protagonist, military
and political turmoil causing terror because of the probable war between Cuba and her new country
provide background information for the reader to understand the extreme terror in her tiny heart as her
inner psyche is depicted with the visual reminders of nuclear war and snow covering everything
beneath as the symbol of death, cold strife and human heart without love. Figure 4 illustrates the
emotional impact of the outer world upon the protagonist, Yolanda.

Tyranny, suppression
Strife, oppression
Conflict, war
Nuclear weapons,
Radio- active fallout

lonely,
anxious

timid but happier
stranger | than before
afraid

outer world: the setting inner world: inner psyche

Figure 4. Textual standard of informativity regarding the outer and the inner worlds in the story
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The intended message given in the story concerned must be relevant to a situation of occurrence,
often referred to as situationality, which is when and where it all happens just the same way as it is
recounted in the text, or rather presented, which enables the reader to figure out the context of the
story and accordingly comprehend the theme developed around all the relevant vocabulary describing
the possible and probable results of the imminent nuclear war. What makes the story, or any literary
text, meaningful has to do with all the relevant data regarding the given situation since the intended
use of the text becomes clear through the situation aggravating the psychological anxiety and terror
people have been under. If the reader can see a sort of connection between what the author says
regarding the setting of the story both in time and in place, the text is then said to be comprehensible
and relevant to what truthfully happens in man’s world. The outer world represented by two different
settings is given in contrast to the inner world of the protagonist to complete the whole picture in the
mind of the reader. Dominic Republic is given as a macrocosm governed under the totalitarian regime
developed around purely modernist thoughts for the sake of man’s own happiness on earth, which
creates a highly paradoxical situation, for the narrator finds bliss in a God-centred universe (a catholic
school), depicting a religious microcosm, rather than in a man-centred modern society—her own
country—where she is supposed to be leading a life not larger than a life under the tyranny of Trujillo.

Setting in time: winter as the months grow cold and she follows her breath on her way to school.
She watches the snowflakes falling and dusting the cars below. She likens the flakes to dusty fallout
of the atomic bomb Sister Zoo depicted with flurry chalk marks she dotted on the board for the dusty
fallout while teaching all the relevant vocabulary to the wide-eyed classroom.

Setting in place: A nearby Catholic school in New York run by Sisters of charity Yolanda
describes them as she enjoys herself seeing them in peculiar garments and describing their physical
look and warm attitude towards the children particularly Yolanda, the immigrant representing total
ignorance as she is the one who understands that the holocaust is in the air.

Dominic Republie———»  New York » anearby Catholic School
(macrocosm) immigration personal choice (microcosm)

Characters: Yolanda as the central character, and also the narrator narrating the whole event
through innocent eyes using first person limited narration technique. Flat characters are represented
by all the other mentioned people.

Yolanda is the youngest of the family who narrates the story during the days of Cuban war crisis.

Sister Zoo is a 4™ Grade teacher who describes the holocaust by depicting what is likely to happen
in the aftermath of the explosion of the atomic bomb.

President Kennedy looks worried while giving a talk on TV and explaining the delicate situation
while Russia is placing nuclear missiles in Cuba supposedly trained on New York.

Trujillo is the president of Dominic Republic ruling the country under his everlasting tyranny. He
appears to be a powerful figure exercising tyranny under his absolute authority.

A literary text follows a particular literary tradition formed diachronically through previously
encountered texts of the same genre representing typical characteristic patterns. A specific tradition
requires knowledge with reference to all the works already in print. Intertextuality as a standard of
textuality refers to all the related texts that create a formidable background for the reader to understand
and interpret the text better. Familiarity with the previously published texts, or rather works, helps
probe deeper into the text for a sound interpretation of what is being read. If the reader has read
enough before and knows about the probable war between the countries concerned, he will come up
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with a sound interpretation of the story. The Fog of War, a documentary movie released in 1993 by
Errol Morris, for instance, gives some accounts of the highly critical moments of 1960s supplying
enough information as to the background of the story. Rita Dove’s poem entitled Parsley provides
information about the dictator. In this study semiotic reading of the story and the textual analysis of
the text will be provided for the reader to have a comprehensive view of semiotic analysis of textual
communication within the scope of the narrative. The Story (2) is about a girl fleeing the tyrant
Trujillo (3), ruling Dominican Republic at the time, with her family to enjoy more freedom in New
York in pursuit of their happiness.

3. Semiotic reading and semiotics of textual communication

Readers take all of these characteristics of texts for granted; however, the text at hand cannot be
understood properly if it does not meet the standards mentioned earlier. It is these standards that
make a text meaningful and communicative in the first place. If the text does not make any sense,
then the reader cannot make head or tail of what the text is intended to communicate across; then the
text is treated as a non-communicative one since it needs “the interaction of text-presented knowledge
with the reader’s stored knowledge of the world” (Beaugrande & Dressler, 1982, p. 6), because
“meaning cannot exist on its own” unless it is presented “with a specific form of language content” in
a verbal medium (Kurtul, 2013, p. 81). Figure 5 below shows the relationship between semiotic
reading and textual communication.

Semiotic Reading Process

Reading within the text Reading upon the text Reading against the text
for the sense (mimesis) for the value (semiosis) for the critique (synthesis)
COMPREHENSION INTERPRETATION CRITICISM
DECONSTRUCTION RECONSTRUCTING A RAISING A CRICISM

OF THE TEXT BASED TEXT AROUND A NEW AGAINST THE AUTHOR
ON THE SENSE CENTRE, THE VALUE BY COUNTER ARGUMENT
TEXT-ORIENTED READER-ORIENTED CRITIC-ORIENTED
READING READING READING
FIRST-ORDER SECOND-ORDER HIGHER-ORDER
SIGNIFICATION SIGNIFICATION SIGNIFICATION
DENOTATION CONNOTATION EVALUATION
(Context-free literal (Context-dependent (Culture specific textual
meaning) symbolic meaning) assessment by the critique)

-

Semiotics of textual
communication

Figure 5. Semiotic reading and semiotics of textual communication
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Comprehension does not require much effort as the reader deconstructs the text to reach the sense,
and then reconstructs a new text with a new centre based on his interpretation if he has not already
met any difficulty as to the semantic and syntactic unity of the text (Derrida, 1997). Syntactic unity
(cohesion) and semantic unity of the text (coherence) are of great help to the reader in order for him to
form a sound base so as to move from sense to value, the theme of the text. In the first order
signification process, what verbal signs, namely words, refer to within the text is taken into
consideration, as it is basically text-oriented reading. If the reader wishes to move further for the sake
of developing literary competence in consecutive stages through systematic reading against the texts,
situationality of the text can be of great help to them, as it gives a microcosm depicting the setting
with its social environment in terms of both space and time. The reader tries to see how the value of
the text stands firm by testing it in relation to those existing in a greater context comprising the whole
universe. The reader moves from particular to universal while he moves from microcosm to
macrocosm, putting the value out of context as if it could exist regardless of time, place, and speech
community, foregrounding the idea that it can turn into a universal truth.

4. Semiotic reading of Snow

As a reader-centred intellectual activity, this process approach to the reading of literary texts
foregrounds the significance of cognitive learning since the reader goes through a process of becoming
a competent reader by following a well-planned schema based on comprehension, interpretation and
evaluation in that order (Kumral, 2009).

4.1. Reading for the sense of the text

A summary of the literary text is generally considered to be an effective way to indicate that the
text is read and understood to the extent the reader is expected to.

snowflake (sign) snowflake (sign)
death radioactive fallout irreplaceable beauty \ difference
(signified) ———— (signifier) (signified) < (signifier)
Figure 6. Yolanda’s signification processes Figure 7. Sister Zoe’s signification process

Yolanda, a primary school student, flees the tyrant Trujillo, ruling Dominican Republic at the time,
and immigrates with her family to the United States in 1960. She goes to a Catholic school nearby,
taught by sisters of Charity. She enjoys sitting in the first row while being taught by Sister Zoe, her
grandmotherly fourth-grade teacher. One day Zoe explains what is happening in Cuba while Russian
missiles are being assembled and trained supposedly on New York. She learns new vocabulary about
nuclear war such as nuclear bomb, ‘radioactive fallout, bomb shelter, and so on. Zoe draws a picture
of a mushroom on the board with flurry chalk marks for the dusty fallout that will bring death. As
time goes by, winter comes and Yolanda suddenly sees dots falling, random at first then lots and lots.
She screams, “Bomb! Bomb!” Zoe turns around and goes to her side with a shocked look on her face.
When she sees it snowing at the moment, she smiles and says, “It is snow, Yolanda. Snow!” Then
Yolanda watches the white crystals, dusting the sidewalk and the parked cars below. She is lost in
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thought, remembering what Sister Zoe said. “Fach flake is different, like a person, irreplaceable and
beautiful.”

4.2. Reading upon the text for the value: A semiotic interpretation

The second step requires the reader to go beyond the text to find out what is communicated behind
the words selected to help the reader to move from the said to the unsaid to reach the theme of the
text. Interpretation is a highly challenging and demanding reading activity based on literary, linguistic
and intellectual competence of the reader. The reader reconstructs a new text around his values to
form and present a vantage point to survey the world and view it a fresh (Sless, 1986)

Yolanda makes her choice in accordance with her family’s combined opinion, which appears to be
a great shift from a world of tyranny backed up by totalitarian regime to a world of democracy
guaranteeing life, freedom of speech and pursuit of happiness by providing equal opportunity for
everybody, as they believe that men are created equal and endowed with unalienable rights. The
concept of equality in such a monolithic society transforms itself into inequality creating an immense
gap between the governing and the governed as people fall prey to the political and economic interests
of the mighty powers.

The whole story is simply a challenging escape from totalitarian regime to a more democratic one
to enjoy more freedom secured by the Constitution exercised in courts proclaiming Equal Justice
under Law, engraved on the porch of the Supreme Court. Here lies a paradox as Yolanda finds bliss in
a school run by sisters of charity, a God-centred community ruled by chance denoting no perfect
design, while she is supposed to have found it in a man-made universe as in Dominican Republic ruled
by Trujillo, representing the authority supposed to be creating a benevolent universal design for man’s
own happiness. No matter how all these distinctive characteristics make her a unique individual
endowed with certain unalienable rights, she still feels the need not to be a square peg in a round hole.
She takes her time to feel fit right in with the new society to reach the whole, becoming a drop in the
ocean to be the ocean itself. She is protected after their struggle to escape from an uncaring and cruel
monolithic society hostile to spiritual values to a modern society developed around spiritual values
protected by constitutional laws. Yolanda, however, seems to have found a better way to live in peace
in a world of chaos, finding divine protection in a catholic school, a sanctuary or a haven, so to speak,
maintained by Divine Providence rather than threatened by Manly Retribution.

4.3. Reading against the text for the critique

After the first two stages, the reader is expected to be ready to produce a text against the original
text to present a counter argument from a different point of view while he efficiently and effectively
develops literary competence in a continuous fashion.

Yolanda flees the tyrant ruling Dominican Republic to a country known as the cradle of liberty
allowing every possible opportunity for everyone to be a man of free will. Killing one’s own freedom
for the sake of other’s welfare and happiness was, and still is, the act of man’s vices disguised every
which way. The whole world turns into a battle ground of the privileged few bound together in their
effort to exercise their ubiquitous power in order to lead a life in the lap of luxury till they get caught
up in death’s gin. Wars plotted decisively beforehand break out not due to cultural clashes or religious
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concerns but rather for the never ending political and economic reasons of the mighty lords of war, as
Orwell put it in his article published in 1946, by using political language carefully tailored for their
purpose “to conceal the truth and obscure the thought” (Abrams, 1993, p. 2242). Constant use of
political language through modern media of mass indoctrination, misuse of democracy, and equality
for the sake of inequality have been established to help those in power to exercise their absolute
authority over the governed and “to insert the power to punish more deeply into the social body”
without considering beliefs, interests, political views, national identity, cultural backgrounds, ethnic
origins, social status and the like (Foucault, 1979, p. 82). As Shakespeare puts it, A/l the world is a
stage and a worldwide arena where the governed are to keep the mighty agents on top of the
hierarchical totem pole by shedding their own blood for the honour of oppressor, sacrificing life for
their grim satisfaction and in this way stirring up their intense desire for their own economic interests
(Hopkins & Beard, 2011).

The reader may write his own story to foreground the paradox lying behind the story to criticize it,
as Yolanda is supposed to have been enjoying her life in a man-centred universe rather than in a God-
centred community where she becomes aware of differences that make all those people irreplaceable
and beautiful. However, they are killed for their difference in every respect in this uncaring modern
world where the oppressed fight a losing battle for their own freedom against the oppressor. Although
these stories of people take place in a different setting in time and place, people soon realize that they
all have the same plot, no matter how they live or what they believe. They display resigned wisdom
with quiet poignancy and take each day as it comes.

5. Conclusions

Any kind of literary work— narrative, poetry or drama—is of great use to language teachers to
help their students develop intuitive knowledge and interpretative skills in consecutive stages without
assigning or imposing any interpreter’s role upon them. This article discusses why and how to expose
learners to literary texts in order to increase pedagogical effectiveness of teaching programs through in
depth study of literary texts in language classes. The reader has been presented with ample opportunity
to understand how to do semiotic analysis of the literary text considering textual standards and literary
devices by allowing them to follow the strategy in consecutive steps. The whole idea behind this study
is based on two basic arguments: (1) Pseudo communicative language teaching methodology, as is
often argued, does not help increase the depth of experience of life because it does not consider
underlying emotions of the learner with due care, and (2) this depth of experience [of life] is the
dimension of depth that should, or rather must underlie all human relations, as the learner should
develop a concept of the ‘significant other’. In depth study of Snow helps develop this dimension of
depth, as it solely foregrounds the significance of positive attitude towards the other in order to for the
individual to be treated well in return. This positive attitude proves to be a powerful antidote to wipe
out the negative impact of the deeply seated enmity disguised every which way under innocuous
political acts of the mighty hands.

Notes

[1] See Beaugrande and Dressler (1981); Brown and Yule (1985); Cook (1989); Leech (1983); Schiffren
(1994); Salkie (1995); Van Dijk (1981); Yule (1997) for all the information concerning discourse analysis.

[2] The story, which appeared in the newspapers and magazines before the novel was first published in 1991,
is narrated by Yolanda, the youngest of the Garcia girls. For further information, see Alvarez (1991, pp. 166-
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167). See also Sirias (2001); Lyon (2005). The story can be reached easily on the internet as there is free access
for readers.

[3] “On October 2, 1935 Rafael Trujillo (1891-1961) had 20.000 Tahitian blacks executed for the sole reason
that they could not articulate the sound [r] in Perejil, Spanish word for parsley” (see Hunter et al. 2007, p. 144).
Rita Dove, on reading her poem Parsley published in 1993, as the then Poet Laureate at the White House, said,
“Those who could not pronounce it correctly—whoever said pelelil instead of perejil were executed. That he
had them pronounce their own death sentence, this ultimate little twist was what haunted me. [...] I’ve tried to
help us understand how Trujillo arrived at this word—not just to say that he was a horrible dictator, but to make
us realize that evil can be creative” (see Haba, 1995, pp. 127-128).
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Julia Alvaraz’in Kar adli ykiisiinde metinsel iletisimin gostergebilimsel ¢oziimlemesi

Oz

Sozde iletisimsel dil 6gretim ortamlart olduklarindan dolay1 hedef dille dogrudan iliskide olma diizeyinin
oldukga smirh oldugu Ingilizcenin Yabanci Dil olarak ogretildigi smiflarda edebi metinlerin kullanimi dil
Ogretim programlarinda yeterince yer bulamamaktadir. Bu makalenin amaci dilbilim, edimbilim ve yazin
calismalarinin ayni ortamda birlikte sunuldugu iletisimce zengin metinler olan yazin ¢alismalart hedef dilin
dogal olarak ogrenilmesinde genis firsatlar sagladigi uygulamali olarak gosterilmektir. Bu ¢aligmanin
arkasindaki asil diisiince ise, gostergebilimsel ¢dziimleme ile metinsel iletisim arasindaki iliskiyi gosterip,
elestiriyi yazin ¢alismalariin yerine gegirmeksizin, sdz konusu g¢alismay1 ayn1 yazinsal gelenek iginde iiretilen
metinlerle iligkilendirerek, elestiriyi metinler arasi iligkilerin sistemi icerisinde caligmanin nesnesi haline
getirmektir. Yedi metinsel standardi dikkate alarak yapilan gostergebilimsel ¢oziimleme ile metinsel iletisim
arasinda var olan iliski kisa dykiideki metinsel iletisimin gdstergebilimsel ¢6ziimiiyle uyumlu bir bilesim iginde
kapsamli olarak verebilmektir. Metinsel standartlar gzeterek yapilan metinsel ¢6ziimlemeden sonra okuyucunun
kisa ykiiniin gostergebilimsel ¢dziimlemesine devam etmesi i¢in gerekli bilginin saglanmasiyla bu gegisin nasil
yapacag1 gosterilecektir. Birbirini takip eden evreler halinde gelistirilen ve kabul géren okuma stratejileriyle
uyum igerisinde Oykiiniin gostergebilimsel ¢oziimlemesi yapilacaktir. Yaklagimin evrelerinin sunumuyla
okuyucunun kendi 6greniminden sorumlu nasil 6zerk birey olabilecegi konusunda kapsamli goriis edinmesinin
yolu gosterilecektir. Okuyucu yalnizca yorum becerilerini gostergebilimin kabul goren ¢oziimleme stratejilerini
Ogrenerek gelistirmekle kalmayip, aynm1 zamanda yazin c¢aligmalarinin derin yasam algisinin gelismesini
saglamast kahramanin psikolojik deneyimini izleyerek kendi yasam algisini genisletmesi firsatin1 da elde
edecektir. Okuyucunun yasami daha iyi anlamak icin 6ykiiniin mesaj iceren dersinin arkasindaki akli takdir
etmesi ve edinmesi ve bunun sonucu olarak diinyada insan 6zgiirliiglinii garanti eden vazgecilemez insan
haklarinin kiymetini de takdir etmesi gozetilmektedir.

Anahtar sozciikler: metinsel standartlar, gostergebilimsel ¢oziimleme, ingilizce smiflarinda yazin galigmalart
kullanimu, elestirel okuma
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Abstract

This paper discusses the interaction between constituent formation and alteration of sounds (i.e.,
morphophonology) in Akan reduplicated verb-forms. Specifically, we strive to look into two issues; the
morphology of reduplicated verb stems and how the morphological manifestation(s) affect certain target sounds.
With its morphology, we observe that reduplication of the Akan verb-stem is generally total and, through the
Morphological Doubling Theory (Inkelas 2005; Inkelas and Zoll 2005), reduplication of Akan verb-stems is
viewed as the double (or multiple) occurrence of a morphological constituent meeting a particular morpho-
semantic description. That is to say, while there could be differences in structure between the reduplicant and the
base, they are subject to a common phonology that determines a resulting shape of an output. With
morphophonology, we observe that three issues are relevant in the discussion of the phonology of the
reduplicated verbs in Akan. These are the application of vowel harmony, vowel shift in terms of height, and the
realization of tonal semblance. Through thorough discussions, the paper finally explains that reduplication of
verb-stemsin Akan is morphophonologically driven.
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Keywor ds: Akan, morphophonol ogy, reduplication, vowel harmony and height, tone

1. Introduction

Reduplication, which has generally been described as the systematic recurrence of a unit within a
word for semantic or grammatical purposes (e.g. Marantz (1982), Rubino (2005)), has enjoyed much
attention in the literature with regard to various lexical categories and how it pertains in different
languages (see e.g. Tuvan (Raimy 2000; Harrison and Raimy 2004), Sanskrit (Steriade 1988) and,
Squamish and Chichewa (Downing 2008)). On Akan in particular, Dolphyne (1988), Winkler and
Obeng (2002), among others, have looked at reduplication in some respect in various categories. In
this paper, we particularly look at the interaction between constituent formation and ateration of
sounds in Akan reduplicated verb-forms, i.e. morphophonology of reduplicated verb-formsin Akan.

As noted by Moravesik (1978) and in diverse languages, particularly in some Kashaya verbs
(Oswalt 1961), which is also the case in Akan, reduplication of verbs is used to express repetitive or
iterative and distributive ideas. In Akan, it also arguably indicates intensification in some instances of
the verb and other categories. Thus the verb b5 ‘to hit’, when reduplicated as 5065, indicates that the
act of hitting is done more than once and not on one point or place as expressed in (1). Thus, in (1) we

have a sense of not just a ‘hit’, but more than one of it and more rigorous as well, which actually
underscore its translation as ‘beat up’.

*Charles O. Marfo. Tel.: +233-209-777-333
E-mail address: cmarfo@gmail.com
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1. Atdd bo.bs-> Kofi
PN hit.hit-PAST  Kofi
‘Ataa beat up Kofi.’

As (1) indicates, therefore, it is commonplace to redize a different sense of a verb-stem in its
reduplicated form in Akan.

The rest of the paper is sectionalized as follows. In section 2, we focus on what pertains in
categories of reduplicated Akan verb-stems. In this direction, we strive to have a detailed
morphological account of the reduplicated verb-stems within the Morphological Doubling Theory
(eg. Inkelas and Zoll (2005)). In section 3, we identify and underscore two forms of verb-stems, i.e.
reduplicated monosyllabic and polysyllabic verb stems, as a necessity in the quest of exploring how
their individual morphologica manifestations, some of which are explained in section 2, affect the
redization of some target sounds (thus, phonology) in the reduplicated form. Finaly, affirming the
fact that reduplication of the Akan verb-stem is morphophonologically-driven, section 4 concludes the

paper.
2. Morphology of Akan reduplicated ver b-stems

It is generaly noted that reduplication is a morphological process (see, for example, Singh (2003),
Rubino (2005), Skinner (2008)) and, typologicaly, two types of reduplication have been
distinguished, as in Rubino (2005). These are full and partial reduplication; where full is complete
repetition of the stem and partia is repetition of only a part of the stem. We observe that reduplication
in the Akan verb-stem is generally full (or total) in terms of segments and it is aso left-directed; i.e.
what is being repeated (hereafter, the reduplicant) comes before the stem (the base).

Looking at the issue of direction first, for ease of explaining succeeding points, we note that the
left-direction of reduplication of Akan verb-stems is established on the fact that the phonetic form of
the stem is maintained and made evident in the succeeding constituent, the base. This observation is
further established by an aspect of the phonology of the language, specifically vowel harmony as a
regressive rule (see section 3.1). Thus, in Akan, the structure of reduplicant-base, specificaly
described as ‘CONSTITUENT Lequplicant-CONSTITUENT 25’ Structuring, is the case. This is exhibited in
the reduplicated formsin (2) below, compared to the basic forms.

2. Basic form (BF) Reduplication (RF) Re-reduplication
b3 ‘to hit’ bo- b bobd-bobs
tha ‘to pay’ tua-fua tuatlia- ruatua
hyé ‘to wear’ hye-hAye hyehye-hychye
sé ‘to dance’ s¢-sd sésa-sesa
hyira  ‘to bless’ hyira-Ayira hyirahyira-hyirahyira
kurn “to kill’ k- ko kunkum- kunkiin

On the totality of reduplication of Akan verb-stems, as could aso be witnessed from (2), it is
evident that the whole verb-stem is reduplicated and, in this case, the base and the reduplicant are

numerically identical. There are a few cases in which total reduplication is not the case, e.qg. horo‘'to

wash’ and dsré'to be fat/riped’ are respectively reduplicated as Aohcroand ddsré. However, this
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partial reduplication could be explained as phonologicaly conditioned; simply put, a final syllable
with /r/ onset is often done away with. Thus, even in unduplicated form, they could also be

pronounced as Ao and dJ.

Tota reduplication seems to be well-established in the language in the sense that, as could aso be
seen in the last column of (2), reduplicated forms could further be reduplicated and there is tota
reduplication of the reduplicated verb-stem in this case. In other words, the totality of reduplication of
Akan verb-stems is even evident in reduplicated reduplications. From this observation, reduplication
of verb-stems in Akan could be described as double (or multiple) occurrence of a morphological
congtituent, as the Morphologica Doubling Theory (Inkelas 2005; Inkelas and Zoll 2005, etc.)
suggests. That is, a morphological construction calls for two independent input stems whose morpho-
syntactic features are in agreement; i.e. the two stems meet a particular morpho-semantic description.
Observing the Morphological Doubling Theory (MDT) further, we note that each input stem (noted as
a daughter node) is subject to a co-phonology that determines its shape. However, the outputs of the
two stem co-phonologies are combined and subjected to a third co-phonology at this combined stage
(noted as the mother node) that produces a surface form. This and other postulations of MDT is
structuraly captured in (3), arecast from Inkelas (2005).

3. Reduplicated Form (RF)
(Meaning = aspect of reduplicant + aspect of base;
Phonol ogy = reduplicant phonology + base phonology)

Reduplicant Base
(Meaning = meaning of base; may have (Meaning = meaning of reduplicant; may
individual phonology) have individual phonology)

Observing MDT further, the diagram in (3) shows that there are often differences between the
phonology of the base and that of the reduplicant. Instances of this are seen in most reduplicated verb-
stems in Akan; e.g. do-dXfrom the basic form, dj ‘to weed’). Here, we observe differences in
vowel(s) in the base and the reduplicant, indicating differences in phonology. Despite these variations,
they share a common morpho-semantic description. Further, as MDT suggests, the reduplicant and the
base are a so subject to a common phonology that determines a resulting shape (or final morphological
structure) of an output that feeds into the morpho-semantic significance. In other words, together, as
the datain (4) show, the base and the reduplicant bring out a common morpho-semantic form in the
output of a reduplicated verb. In Akan, the base (and for that matter reduplication) is indeed
instrumental in the phonology of the reduplicant and the realization of the reduplicated verb-stem.

An interesting case in the reduplication of Akan verb-stems that is capable of adducing objection to
MDT is where the reduplicated verb is put in the negative. We observe that the negative affix /n-/
reflects only in the reduplicant (or immediately seen as having been attached to the reduplicant); e.g.

tatpabecomes p-tia-tia, not * p-wid-n-ma 1n other words, the negative morpheme, which is with the
stem in the basic form (i.e. #-f34 *don’t pay’), does not show up in the base (in the reduplicated form)

but, rather, in the reduplicant; hence A-fidequpican-f2d. This redlization in other data is exemplified in

(4.
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4, BF Negated BF Negated RF
b3 ‘to hit’ M bAthmd) nmobs
dwira  ‘to cover’ N-dwirdnwird) mwirddwir?
hy¢ ‘to wear’ nhayé nhyehyé
sé ‘to dance’ nsd nsesd
hyira  ‘to bless’ nhyird nhyirdhyira
kurn ‘to kill’ nkum ki kuirh

One could therefore argue that a common morphology (of the morpho-semantic description), which
MDT preaches, has not been met. In this case, the Akan data will not be consistent with MDT
although a common semantic description could be contended for as having been met between the base
and the reduplicant.

Comprehensively redeeming MDT, however, it could be explained that a common morpho-
semantic description has been attained between the base and the reduplicant on the grounds that the
negative morpheme /n-/ is only a morphophonemic constituent which the whole reduplicated form
inflects for. In other words, the reduplicant does not come into the reduplicated form as negative-
inflected. Rather, the inflection is done after reduplication (in the affirmative).This argument is
supported by the fact that it is the base which could inflect for the negative marker in isolation, as
noted earlier and exemplified in (4). Indeed, as inflectional material to the stem, the negative
morpheme could only be inflected to the stem when the stem-reduplication is complete.

Considering the morphology of reduplicated verb-stems in Akan, we have our working definition
of reduplication (of verb-stems) in the language as a morphological process that relates a base (here, a
verb-stem) to aderived form (i.e. areduplicated verb-stem) that may be analyzed as being constructed
from the base form via the doubling of phonemic materia which is necessarily identical in whole to
the base. While our definition is anaysis-specific, it is our view that it is not entirely different from
some other definitions in the literature (see, for example, Marantz (1982), Rubino (2005)). We
continue with the phonology and, indeed, the morphophonology of the reduplicated verb-stemsin the
following section.

3. Phonology of Akan reduplicated verb-stems

We have noted that reduplication of the Akan verb-stem is generally used to encode the iterative
and or distributive nature of the verb, among others. We have also observed reduplication as a
morphological process and appreciably looked at how it is realized in Akan verb-stems. In terms of
phonology, we also observe that reduplication of verb-stemsin Akan aso invokes application of some
phonological rules, resulting in some alterations in the output. These phonological rule applications
follow from the assumption that reduplication, as a normal word formation process, precedes al
phonological rule applications in the derivation of a reduplicated form (e.g. Marantz, (1982). In other
words, as morphologically derived structure, reduplication could affect the phonology of a language
(resulting in morphologically-conditioned phonology (Downing 2008)) and indeed, more often than
not, the reduplicated form is expected to be subjected to some phonological rules. Hence, as Raimy
(2000, p. 2) notes, reduplication is discussed in this section as resulting from properties from both
phonology and morphology and, particularly, resulting from the interaction between these two
components of grammar.



Osam, Marfo & Agyekunv Journal of Language and Linguistic Sudies, 9(2) (2013) 45-56 49

In the exploration of the structure of reduplicated Akan verb-stems, three morphologically-
conditioned phonological alterations become relevant. These alterations have to do with the principle
vowel harmony, the issue of vowel-shift with regard to height (which is described as ablaut in this
paper) and tona ramifications (specifically, tonal semblance). Through a thorough individual and/or
connected discussion of these phenomena and related issues, we intend to show in this section that
reduplication of verb-stemsin Akan is morphophonologically driven.

In order to understand the phonological processes (effecting the segmental aterations) in
reduplicated Akan verb-stems better, we distinguish between two basic verb-stems in Akan:
monosyllabic and polysyllabic forms. Examples of the two are shown in (5).

5. Monosyllabic Polysyllabic
BF RF BF RF
b5  ‘to hit’ bobo tua ‘to pay’ tuasma
hyé ‘to wear’ hyehyé hyira ‘to bless’ hyirahyira
sd&  ‘to dance’ sesa gyina ‘to stop’ gyinagyina
f¢  ‘to vomit’ fefe potd ‘to mash’ potdpotd
ké  ‘to fight’ kéko fekyere  ‘to scrutinize’  fekyerefékyeére

The monosyllabic-disyllabic distinction is necessary because, as will be discussed in the following
sub-sections, some of the identified phonological processes manifest differently in the two types of
verb-stems. Before that, even in the basic (unduplicated) form, one could aso redize that tone is
different in pattern between the monosyllabic and polysyllabic stems. That is to say, while
monosyllabic stems are H-toned, polysyllabic stems are L-toned.’

3.1. Vowel harmony and vowel-shift in reduplicated verb-stems

The principle of vowel harmony (VH) in Akan has been discussed in the literature (e.g., Berry
(1957), Dolphyne (1988), O’keefe (2003), Marfo and Yankson (2008)). Some aspects of it that are
relevant to this paper are that VH in Akan is a regressive rule, and that it has to do with the
advancement of the tongue root (i.e., ATR) in the articulation of vowels (Berry 1957; Clements 1981,
Hulst and Weijer 1995; Marfo and Yankson 2008); i.e., the positions of the tongue root during the
production of each of the ten phonetic vowelsin Akan. Thus, in Akan, avowe is either produced with
an advanced tongue root (i.e. [+ATR]) or with a retracted tongue root ([-ATR]). The [+ATR] vowels
are[i, e, o, u, a] and the [-ATR] are [1, ¢, o, u, a]. Following this distinction, the VH principle
generaly requires that all vowels occurring in a (prosodic) word must come from one and only one of
the sets. That is, vowels occurring in a word must share a common ATR specification. We note in
passing, however, that there are a few words within which VH is violated, resulting in a two-span
harmony.*

VH is set off in the Akan reduplicated verb-stem and it is satisfied accordingly; i.e. reduplication as
amorphologica phenomenon has provided a platform for the application of VH. Specifically, as noted
earlier, reduplication is left-directed in Akan and, since VH is aregressive rule, it is enabled to take
place from the base to the reduplicant in the ‘CONSTITUENT Lieguplican-CONSTITUENT 255" Structure.
Considering MDT (as briefly discussed above), one could also say that thisis not surprising; i.e. the
reduplicant is only a doubling of the base (but the reduplicant and the base may be of different
phonology, as MDT aso suggests and will be exemplified soon).> Accordingly, as in (6), one could
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witness the ATR specification of the base and, indeed, total vowel identity between the corresponding
syllables in the reduplicant-base morphology (‘CONSTITUENT Lrequplicant-CONSTITUENT 2pe”).

6 a Monosyllabic

BF RF

fé [f1] ‘to vomit’ ferfe [fif1]

ko [ku] ‘to fight’ koko [kuku]

gyé [dz1] ‘to take’ gyegye [dz1dz1]

nd [nu] ‘to tickle’ nunu [nunu]

si [si] ‘to build’ sisi [sisi]

b.  Polysyllabic

BF RF

sdn¢ [sone] ‘to sieve’ sdnesdne [sonesone]
potd [puto] ‘to mash’ potdpoOtd [putoputo]
denkyi [dentgi] ‘to capsize’ denkyidenkyl  [dentgidentegi]
kyere [teire] ‘to show kyerekyere [terreteire]
pori [pori] ‘to stumble poripori [poripori]

So, vowel harmony is straightforward in reduplicated verb-stems and does not separate the
reduplicant from the base. In this case, one could say that the reduplicant and the base even share a
common phonol ogy.

Looking at all data given so far, however, the reader must have observed that there are some verb-
stems that exhibit some vocalic differences in the reduplicant-base morphology. It isimportant to note
here that thisis particularly the case with the monosyllabic verb-stems and, indeed, thisis particularly
the reason why a clear distinction between stems (i.e. the monosyllabic-disyllabic distinction that has
been noted earlier) is necessary and had to be observed in the discussion of the phonology of
reduplicated verb-stems. Asthe datain (7) exemplify, while vowe harmony is still straightforward in
both reduplicated monosyllabic (7a) and disyllabic (7b) verb-stems, total vowel identity is constrained;
it is attained in reduplicated polysyllabic verb-stems but not in reduplicated monosyllabic verb-stems.
Hence those marked with asterisk in (7a) areill-formed in the language.

7 a Monosyllabic

BF RF
sa [sa] ‘to scoop’ sesa [s1sa] *[sasa]
twa [teya] ‘to cut’ twitwa [teyiteya] | *[teyateya]
fam  [fam] ‘to paste’ femfam [fimfam] | *[famfam]
b5 [bo] ‘to hit’ bobd [bubo] *[babo]
kyé [kye] ‘to donate’ kyekye [tertee] *[teetee]

b. Polysyllabic
BF RF
sdng [sone]  ‘to sieve’ sdngsdne [sonesone]
hyira [¢ira] ‘to mash’ hyirahyira [hyirahyira]

denkyi [dentgi] “to capsize’ denkyidenkyi [dentgidentgi]
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kyere [terre]  ‘to show kyerekyere [terreterre]

pori [pori]  ‘to stumble poripori [poripori]

Considering the cases in (7a), the change of vowel in the reduplicant (and, ultimately, in the
reduplication) has to do with the phonological sonority of the vowel in the base and this ultimately
marks the difference in phonology between the base and the reduplicant.

Phonologica sonority has variously been discussed as having to do with syllable structure. It has
been dubbed universal in the sense that, across languages, it plays a very important role in determining
what sequences of sounds are permissible (in a syllable) and this is based on the fact that speech
sounds are related on a scale of loudness or intensity (see, for example, Selkirk (1984), and Ladefoged
(1993)). Ladefoged (1993), in particular, defines sonority of a sound as its loudness as compared to
that of other sounds with the same length, stress, and pitch. In the case of vowels, it is generaly
assumed that the lower a vowel, the more sonorous (or louder) it is (Selkirk 1984). Thus, as the

diagram in (8) reflects, [a] isthe most sonorous among the vowelsin Akan and the set [i, u, 1, u] isthe
least sonorous.®

8. Akan vows inventory (Dolphyne (1988))

[+front] [+back]
1 I u [+high] } Least sonorous
€ o 0
\ } [+ mid]
£ 2
\ ¢ [+1low] } Most sonorous

a

With reference to (7a), we argue on the basis of the sonority hierarchy, ATR harmony, and
labialization, that a vowel in the base of a monosyllabic verb-stem cannot be copied in the
morphological double (i.e. in the reduplicant) as long as this vowel is not among the least sonorous
vowel set (i.e. [i, u, 1, u]) and, for that matter, a high vowel. Thisis because, as economy of speech
would predict, least sonorous sounds (here, high vowels) are preferred. In other words, unlike the data
given in (7a), where the vowel in the stem is least sonorous, the reduplicant and the base are identical,
as shown in (9) below. This explains that ablaut, a vowe change (specificaly, a vowel shift to high)
dueto the desire for aleast sonorous vowel, is applicable here.

9 Monosyllabic

BF RF

si [si] ‘to build’ sisi [sisi]

twé [teyr] ‘to pull’ twetwe [teyrteyr]
form [fum] ‘to scramble for’ fomfom [fumfum]
bu [bu] ‘to break’ bubu [bubu]
kyé [kye] ‘to catch’ kyekye [terter]

Extending the argument we have made in the reduplicated monosyllabic verb-stems to reduplicated
polysyllabic stems, we conjecture that perhaps the reason why reduplicated polysyllabic stems usually
have reduplicant-base vowel identity in corresponding syllables is that the vowels are not of the same
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higher sonority level (i.e. /a/). This could be observed in the data given so far on the reduplicated
polysyllabic stems. We note however that there are a few polysyllabic verb-stems within which al
vowels are highly sonorous (i.e. al are /&), as exemplified in (10), and these could immediately be
described as constituting exceptiona case.

10. All-sonorous polysyllabic stems

BF RF

pa& [pata] ‘to pacify’ patapata [patapata]
kasa [kasa] ‘to talk’ kasakasa [kasakasa]
kasa [kata] ‘to cover’ katakata [katakata]
has& [hata] ‘to dry’ hatahata [hatahata]
basa [bata] ‘to adjoin’ batabata [batabata]
wada [wada] ‘to stay put wadawada [wadawada]
wasa [wasa] ‘to smear wasawasa [wasawasa]
dwas [dzyata] ‘to divide ...’ dwatadwata [dzyatadzyata]
kwa/ha [kwaha] ‘to douche’ kwahakwaha [kwahakwaha]
manfAm [mantam]  ‘to tie’ mantammantamh  [mantammantam]

There could, however, be a phonological explanation for this al-sonorous polysyllabic stems in
Akan. On a critical look, one redlizes that the onset of the succeeding syllable (let us cdl it a
transitiona unit here) is aways among the least sonorous consonant sets; i.e. it isaways africative, an
affricate or a stop in each one of them. The argument then for their occurrence in the language, which
is very much informed by the principle of economy of speech, is that a sequence of the highly
sonorous segment, /&, is essentially and desirably broken by a least sonorous sound. By universa
sonority-based phonotactics principle, therefore, the string is well-formed. In other words, a string of
the highly sonorous vowel /al has been thwarted with intervening least sonorous consonants.

3.2. Tone in reduplicated verb-stems

In the immediately preceding section, we pointed out that monosyllabic stems are distinguished
from polysyllabic ones by tone pattern; i.e., in isolation, monosyllabic verb-stems are usually said with
H tone and polysyllabic ones are said with L tone. Thisis particularly shown in (5), repeated as (11).

11. Monosyllabic Polysyllabic
BF RF BF RF
b5 ‘to hit’ bobd ma ‘to pay’ thatia
hyé  ‘to wear’ hyehye hyira ‘to bless’ hyirahyira
sd ‘to dance’ sesa gyina ‘to stop’ gyinegyina
e ‘to vomit’ fefé potd ‘to mash’ potdpoOtd
ko ‘to fight’ koké fékyére  ‘to scrutinize’  fekyerefekyere

In the reduplicated forms (i.e. in a morphologically-conditioned environment), however, we
observe that both monosyllabic verb-stems and polysyllabic ones are said on L tone. The question then
is. Does the reduplication have anything to do with its tonology? In other words, does the lengthening
of a base (which has indeed resulted from reduplication) impact tonal representation? Considering the
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reconciliation here between the monosyllabic stems and the polysyllabic ones in the use of the L tone
in the reduplicated forms (see (11)), we assume a general sensitivity of toneto reduplication. That isto
say, the representation of tone in reduplicated verb-stems is generally morphological |ength-controlled
and that tone interacts with morphological length in reduplication. This anaysis could be well-
supported even in the basic form (BF) by the fact that, while a verb-stem with one-syllable morpheme
is readily pitched for H tone, those with more than one (including the morphologically doubled,
reduplicated forms) are said with the default L tone.

Winkler and Obeng (2002) seem to suggest an dternative analysis to the L tone redlization in
reduplicated forms (not particularly on verbal ones). Comparing reduplication in Limonese Creole and
Akan, they note that the tonal prosodic features found in their data include key lowering, downdrifting,
and downstepping (downtrends);7 suggesting that these processes have been triggered by
reduplication. Indeed, considering the fact that downtrends normally involve interaction of contrastive
tones (see, for example, Hombert (1974), Connell (2001)), which they partially note, such a suggestion
could hardly be conclusive. We suggest, however, that a radical position based on Winkler and
Obeng’s observation could do the trick of accounting for the realization of the L tone in reduplicated
verb-stems. This radical shift stems from a further assumption here that downtrends could/should be
looked at as phonological phenomena, rather than a phonetic one. In this direction, assuming
downdrift as the case in the reduplicated verb-stems, it could be represented in the phonology by al L
tones on a stretch of utterance and, in this particular case, the reduplicated verb-stem. That isto say, in
the Akan reduplicated verb-stem, downdrift should not only be described as “the progressive lowering
of a high tone after a low tone” (Hombert 1974, p. 171), but as due to the phonological manifestation
of downdrift.

4, Conclusion

We have looked at reduplication of the Akan verb-stem and noted that, among others, reduplication
is generdly used to encode the iterative and or distributive nature of the verb. We have aso
appreciably looked at how reduplication, as a morphological process, is realized in Akan verb-stems.
The redlization has been explained through the Morphological Doubling Theory (MDT), which
establishes that a morphological construction calls for two independent inputs of different co-
phonology (that determines their individual shapes), whose morpho-syntactic features are in
agreement, and that outputs share athird co-phonology that produces a surface form.

Phonologicaly and, specificadly, in terms of how morphology affects phonology, three
phonological aterations have been noted and have been described as having to do with the principle of
VH, vowe-shift with regard to height and tone realization. We have explained that since reduplication
is left-directed in Akan verb-stems, thus realizing the structure ‘CONSTITUENT eqyplicant-
CONSTITUENTZ2ns’, VH, Which is a regressive rule in Akan, is set to apply in it; i.e. from the base to
the reduplicant and this indeed has been the case. Through vowel shift (from low to high), we have
also explained the need for aleast sonorous vowel in areduplicant whose base contains only the most
sonorous vowel /al. This analysis has particularly been seen with the monosyllabic base and has been
extended to the polysyllabic base. Last, but not the least, tone redization has been observed as being
generally sensitive to reduplication, resulting in phonologica downdrift.

Endnotes

'General ly, verbal affixes, including aspects, are not reduplicated with the stem.
2 Observe that the stem-initial consonant /dw/ becomes /nw/ in the negated form. This is due to a phonological
process Marfo (2009) calls voiced-to-nasal assimilation. With application of voice-to-nasal assimilation, a stem-
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initial voiced stop becomes a nasal after a nasal prefix with the same specification of the nasal prefix, thus /dw/
becoming /nw/ after /n/. This aso applies in compounds, in which case an initial voiced stop in a succeeding
compound member becomes a nasal with the specification of the final nasal in its preceding compound member.
% Let us note that Akan is atwo-tone language; i.e., it employs high tone (H) and low tone (L) in the grammar. H

isindicated with an acute (e.g.,d4*day’) and L is indicated with a grave (e.g., da‘never’). There is also a case of

downstepped H after another H (e.g., ad4’k4*a box’), but this is seen as only a variety of the H tone.

“ See Clements (1981) and Marfo (2009) for some details on the two-span harmony.

®Alternatively, even with a suggestion that the reduplicant is not due to morphological doubling, which a theory
like the Correspondence Theory (e.g. McCarthy and Prince 1995) would advocate for, and that vowelsin the
reduplicant are immediately unspecified for ATR, the reduplicant must ultimately share the ATR specification of
the base considering the fact that VH in Akan is regressive in application and the position that reduplication in
Akan verb-stems is |eft-directed, as noted in the main text.

® Following Selkirk (1984) for example, the sonority hierarchy or scale is given as vowels >> liquids >> nasals
>> fricatives >>affricates >> stops, where ‘x >>y’ indicates ‘x is more sonorous than y’. It is also important to
note that, among each category, there is aranking of sonority aswell. Thus, as we have done in text with the ten
phonetic vowelsin Akan, low vowel are the most sonorous, followed by mid vowels and high vowels comein
that order.

" Werefer to al of them as downtrends, following Connell (2001).
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Akan dilindeki ikilemli eylem bicimlerinin bicimbilimsel sesbilimi

Oz

Bu makale Akan dilindeki eylem ¢ekimli ikilemelerde, 6ge tiretme ile seslerin degisimi (6rnegin; bigimbilimsel
seshilimi) arasindaki iliskiyi anlatmaktadir. Makalede 6zellikle iki konu Uzerinde durulmustur: ikilemelerdeki
eylem govdelerinin bicimbilgisi ve bicimsel degisikliklerin bazi sesleri nasil etkiledigi. Akan dillerinin bigimsel
Ozelliklerinden dolayr eylem goévdelerinden olusan ikilemelerin genellikle bitin oldugu gézlemlenmistir ve
Bigimsel ikileme Teorisi (Inkelas 2005; InkelasandZole 2005) 1si§inda Akan eylem gévdelerinin ikilemesinin
anlam ifade eden bir yapinin iki veya daha fazla kez tekrar edilmesi yoluyla olusturuldugu gézlemlenmistir. Yani
kelimenin kendisiyle ikilemesi arasinda yapisal farkliliklar olsa da her ikisi de benzer seshilimsel olaylara maruz
kalmislardir. Bigimbilimsel Seshilim yoluyla Akan dillerindeki eylemlerin ikileme yapilmasi esnasindaki
seshilimsel ©zelliklerin U¢ konuyla iliskili oldugu saptanmistir. Bunlar Gnli uyumunun uygulanmasi, ses
yuksekligine gore olusan Unli degisimi ve tonsal benzerliklerin gerceklestirilmesidir. Makalede, konunun
kapsamli bir sekilde ele alinmasinin ardindan Akan dilindekieylem gévdelerinin ikilenmesinin Bigimbilimsel
Sesbilim ile alakah bir olgu oldugu agiklanmistir.

Anahtar sdzcikler: Akan Dili; Bigimbilimsel Sesbilim; ikileme; Unli Uyumu ve Ses Yiikseligi; Ton

AUTHORS’ BIODATA

E. KwekuOsam is a Professor of Linguistics at the University of Ghana and currently the Pro Vice-Chancellor
for Academic and Student Affairs. His research interests are Syntax and Semantics, the structure of Akan and
other Kwa languages, and discourse analysis.

Charles O. Marfo is a Senior Lecturer in the Department of Modern Languages at the Kwame Nkrumah
University of Science and Technology (KNUST) in Kumasi, Ghana His research interests include various
aspects of linguistics (such as phonology, syntax and semantics and their interfaces) and communication.

Kofi Agyekum isa Professor of Linguistics at the University of Ghana. His areas of research are Ethnography of
Communication, Anthropology, Pragmatics, Discourse Analysis, Conversationa Analysis, Sociolinguistics,
Stylistics, Terminology, Semantics, Translation, Lexicology, Lexicography, Ora and Written Literature. He is
currently the Acting Director of the School of Performing Arts.



Available online at www.jlls.org

JOURNAL OF LANGUAGE AND LINGUISTIC STUDIES

ISSN: 1305-578X
Journal of Language and Linguistic Studies, 9(2), 57-67; 2013

The effect of dialog journal writing on EFL learners’ grammar knowledge

Seyed Jalal Abdolmanafi Rokni * *, Asieh Seifi °

2 Golestan University, Shahid Beheshti Avenue, Gorgan (49138-15739), Iran

P Golestan Payam Noor University, Basij Sqaure, Gorgan (49138-15739), Iran
Suggested Citation:
Abdolmanafi Rokni, S. J., & Seifi, A. (2013). The effect of dialog journal writing on EFL learners’ grammar knowledge. Journal of
Language and Linguistic Studies, 9(2), 57-67. Retrieved from http://www.jlls.org/vol9no2/57-67.pdf

Abstract

One way which teachers try to encourage students to become autonomous is by encouraging them to write journals.
Students can write about their personal interests as it can improve students writing skills. The present study was
done to investigate the impact of dialog journal writing on learners’ grammar development and their confidence.
Two intact classes at Golestan University, Iran were randomly selected and assigned as experimental and control
groups. The participants were 68 students who ranged in age from 18 to 23 and who regularly attended the general
English classes for 12 sessions during the spring semester. The experimental group was instructed to write a journal
every session, overall twelve journal entries during the treatment, while the control group received the regular
class instruction. A pretest and a posttest were used to evaluate the participant's grammar skill before and after the
treatment. The results of the study revealed that journal writing had a significant positive effect on students’
grammar knowledge and enhanced their confidence in writing. The findings also showed that EFL learners in the
experimental group overwhelmingly preferred the DJW project in improving their grammar knowledge.
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1. Introduction

In Iran, English education has paid the most attention to the study of language, emphasizing gaining
knowledge of English rather than using it. In learning English, Iranian students are supposed to just
memorize a great deal of vocabulary and grammar rules and they just need to know how to manipulate
these linguistic elements in final tests. Thus, writing and speaking skills are rarely taken care of as
important skills in public system and students rarely use their knowledge for writing; even in private
language institutes that have some writing classes in their schedule writing is still treated as a one-way
communication in which students express their ideas without mutual meaning negotiation with the
teacher.

Of course, it is evident that knowing the rules of grammar is considered as one of the features of a
competent user of a language but the ability of using it in a correct way is more important. It is important
for students to recognize the importance of using their knowledge of grammar and vocabulary in a
meaningful way to transfer them from memorized stage to internalized one or from passive stage to the
active one. Dialog journals writing (DJW) can be a good solution for this problem. In writing classes,
one of the methods used to provide students with collaborative learning is dialog journal writing since
it improves students’ writing abilities in terms of grammar, content and lexical usage, and confidence in
writing ability (Peng, 2007).

*S. J. Abdolmanafi Rokni. Tel.: +98-171-222-0750
E-mail address: j.abdolmanafi@gmail.com
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DJW is a written conversation in which students and teachers have mutual communication regularly
(daily or weekly) over a semester school year or a course (Peyton, 2000). The topic is random and the
teacher doesn’t correct students’ errors (Taggart & Wilson, 2005). Students can write about issues in
which they are interested and seem to be important to them (Peyton, 1993). Teachers can prepare and
provide topics about students’ real lives and students can also find journal writing friendly and they may
talk about their previous problems (Kose, 2005). By providing opportunities for students to think both
about how they are learning and also what they are learning (Harmer, 2007), DJW improves their writing
skills and helps them to reflect their learning and it can be a good writing practice too.

Moreover, Peyton and Staton (1996) maintain that effective dialog journal is a system with three
important components: (a) the written communication itself, (b) the dialogic conversation, and (c) the
responsive relationship between a learner and a more component person in the foreign language.
Moreover, according to Barkhuizen, (1995), there are two aims of keeping journals: (a) to give students
to reflect their own experiences critically (b) to establish a channel of communication between teachers
and students so that they learn more about each other and develop a closer relationship.

Further, DJW has some more advantages, too. Kose (2005) asserts that it provides opportunity to
practice authentic language, increases learners’ motivation, develops writing and reading fluency, and
develops close relationship between a teacher and students. By answering questions and making
comments about their students’ entry, teachers can get more information about their students and have
a wider view of their needs. Then teachers are more able to effectively look for resources that will
motivate the students more directly.

Therefore, journal writing makes a new dimension in the relationship between teachers and students
because there is enough time and space for sharing ideas. Further, students’ attitude toward the second
language will change by using DJW in this way. All in all, you can see it helps both teachers and students
feel confident (Jones, 1991).

The efficiency of DJW can be classified into two categories for students as well as teachers. In case
of teachers, by using journals teachers can learn many things about their students which they were
previously unaware of when they read what they write in journals (Harmer, 2007). Since DJW focuses
first on meaning as well as on form, teachers can use real topics that seem to be challenging and
interesting for students. Teachers can also read students’ journals and respond them acting as a writing
model for students.

DJW is even more efficient for students. Progoff (1975 as cited in Hiemstra, 2002) stipulates that
journal writing enhances growth and learning and it systematically evokes and strengthens inner
capacities of students. Through journals, students can improve their fluency and reflect new experiences
and emerging knowledge and also think through with another individual’s ideas, problems, and
important choices (Peyton, 1993). Kreeft (1984) approves this idea arguing that writing journals
provides students with a large number of comprehensible texts to read and helps students build fluency
in writing. DJW establishes a natural, comfortable bridge to other kinds of writing (Haynes-Mays et al.
2011) and provides opportunities for students to learn grammatical forms and structures by reading
teachers’ responses and imitating them (Y oshihara, 2008).

It is also to be noted that in writing classes DJW is a method to provide students with collaborative
learning. The process enables participants to negotiate and communicate meanings through written
messages and provides a way to construct knowledge and share their understanding with others. Thus,
it improves students’ writing abilities in terms of grammar, content and lexical usage and confidence
toward writing. Although many second language learners think learning English writing is an anxiety
evoking experience and a negative and anxious activity, teachers can play an important role by using
DJW in class to facilitate the process of English writing in a relaxed atmosphere in order to promote
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students’ English writing. The purpose of learning process is to create meaning and achievement of this
goal without grammar knowledge is not possible. In fact, grammar rules are the framework of meaning
and have a key role in understanding the text. In addition, there is a strong relationship between the
grammar knowledge and language proficiency; also, methods like DJW have an important role in
improving learners’ grammar knowledge.

Therefore, the purpose of the study was to show how DJW would positively have an effect on
learners’ grammar knowledge and improve their English writing. In fact, the first purpose of DJW was
to increase communication between students and teachers, and the other issue was to investigate learner’
grammar knowledge at the next stages.

1.1. Literature review

Among the four skills, writing seems to be the most demanding one needing concentration and
constant practice. L2 learners have to consider vocabulary, language use, style techniques and sentence
formation all at the same time in order to create an essay. Students are personally involved in writing
and teachers are just facilitators in this process. On the other hand, grammatical accuracy is one of the
essential parts to ensure the writer’s intended meaning and to avoid communicative misunderstanding
(Larsen-Freeman, 2003). The issue of accuracy is applicable to JW as JW has proven to be effective in
stimulating the natural interaction of language use in ESL and EFL students so that they can further
linguistic development (Vickers & Ene, 2006). Moreover, writing progress has been principally
measured by accuracy although JW emphasizes fluency in writing content and ideas (Bailey, 1983;
Marefat, 2002; Brown, 2004; Oshima & Hogue, 2007). It is also to be noted that learners’ errors could
signify an effective step towards improving grammatical accuracy (Carroll & Swain 1993).

Of course there are differences among teachers in instruction. In teaching grammar, teachers can
resort to focus on form (FonF) technique as compared to a focus on formS (FonFs) one. The difference
in these techniques can be seen in how the students see themselves and the language (Ellis, 2001). A
FonF technique looks specifically at linguistic elements during communication. Conversely, a FonFs
technique looks at specific discrete lexical items within a non-communicative activity (Laufer, 2006).
Basically students in a FonFs situation view themselves as the learners of the language and the language
as the object of the study, whereas in FonF, a student learns and practices everything in light of the
communicative aspect of the language (Ellis, 2001).

Regarding these two techniques, Spada and Lightbown (2008) believe that one is not better than the
other and they are not in competition. Rather, the two techniques are seen as complimentary to each
other in complete language instruction. Dialog journaling seems to fit well within the realm of this belief,
as the isolated, FonFs instruction can be brought about within the integrated, or FonF, communicative
interaction. So dialog journals open a new channel of communication and provide a context for language
development. Different studies can confirm the effectiveness of this method.

1.2. Previous studies on DJW

Morrel (2010) investigated the effectiveness of correcting written language errors of seven deaf and
hard of hearing children from 7-11 years old using dialog journals for ten weeks. The study concluded
that writing dialog journals motivated them to write and to take risks in expressing themselves through
writing. Dialog journals were able to correct errors of students who had higher literacy level and to
encourage the development of new language structure.

In another study, Kose (2005) explored the effect of using dialog journals on language anxiety and
classroom affect. The study was conducted with one control group and one experimental group in the
spring semester. Data were collected through questionnaires and interviews. He concluded that dialog
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journal implementation had a positive effect on attitudes towards English courses and it was as a positive
way to support students’ writing.

Yoshihara (2008) was another researcher who examined the effect of dialog journal writing. He
found that dialog journal writing can be one way to build a trust relationship between teacher and
student. The finding of the study also showed that Journal writing developed a meaningful relationship
between them.

Another study conducted by Voit (2009) examined dialog journal writing in improvements of
grammatical morphemes in low-literacy adult English language learners. He analyzed dialog journal
entries for a 3-month period. The data showed that there was no clear improvement in grammatical
morphemes. The finding displayed that participants’ confidence, closer community atmosphere in the
classroom, discussing and solving the problems were the benefits of journal writing.

Puengpipattrakul (2009) also worked on the use of dialog journals as a means to develop grammatical
accuracy in writing. The data were analyzed through journal entries. This study was helpful for
undergraduates in raising their awareness of grammatical accuracy. Additionally, it gave the students
more self-confidence in the use of verb tenses and more self-motivation to reflect their own grammatical
accuracy.

Further, Datzman (2010) examined the impact of dialog journal writing on writing performance of
four fourth-grade English language learners at an elementary school in Northwest Arkansas. The study
continued for 12 weeks and students wrote about interesting topics. They showed greater improvement
in writing compared to the other learners who did not participate in dialog journal writing. The
improvement in writing indicated that DJW is an effective way for improving the writing skill of English
language learners.

Moreover, Haynes-Mays, Peltier Glaze & Broussard (2011) conducted a study to investigate the
impact of DJW on literacy and language development of African American students. They wanted to
implement an EFL technique which allows students to improve their writing. The results of their study
showed that students’ writing ability improved and students learnt language in non-threatening manner.

In addition, Hemmati and Soltanpour (2012) compared the effects of reflective learning portfolios
and DJW on Iranian EFL learners’ accuracy in writing performance. Treatment lasted for 14 sessions.
Students were assigned into two experimental groups. The findings showed that gains in reflective
learning portfolios group’s performance were significantly better than dialog journal group.

1.3. Research questions

Given the importance of DJW in language learning and due to scarcity of research studies on the
effect of DJW on grammar development, the present study attempted to investigate the effect of DJW
on learners’ grammar proficiency. For this purpose the study was designed to address the following two
research questions:

1. Does dialog journal writing have any effect on Iranian EFL learners’ grammar proficiency?
2. Does dialog journal writing enhance Iranian EFL learners’ confidence?

2. Method
2.1. Research design

To assess the effects of an instruction intervention in a natural educational setting, a pretest-posttest
control group design was used for the present study. This design consists of administering a pretest on
a dependent variable (grammar development) to participant of both groups. The independent variable
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(dialog journal writing) was then administered to the experimental group. Following the treatment, both
groups took a posttest on the dependent variable. The scores from the pre and posttest were then
compared in order to determine the learners’ responses to the treatment (Johnson & Christensen, 2004).
The data showed the differences in students’ grammar performance before the treatment in comparison
with the one after the treatment as well as an effect produced via the dependent variable.

2.2. Setting and participants

The present study was designed to determine the effectiveness of using dialog journals on improving
Iranian students’ grammar proficiency. Sixty eight intermediate level students were selected from two
intact homogeneous classes (each 34) at Golestan University, a large state university in Gorgan, Iran
during the spring semester in 2013. They were non-English major students ranged in age from 18 to 23.
Having studied English as a foreign language for at least seven years, they were taking General English
course at the university. The sample was not ethnically diverse and all the participants were Iranians
whose first language was Persian. They all voluntarily took part in the study and gave consent for data
collection. The classes were randomly selected based on a coin toss, in which one class was the
experimental group and the other class the control group to help determine the effectiveness of the
journal writing on learners’ grammar development.

2.3. Instruments

2.3.1. The pre- and posttests

At the beginning and end of the study, students were given an English grammar proficiency test. It
was a teacher-made test consisting of 40 multiple-choice items. The test assumed to measure learners’
competence with the English language, and tested only explicit grammatical rules of English. The test
was examined by three experts for its content validity. Cronbach’s alpha was determined to be 0.84. The
main objective of the test was to know the English knowledge of the students that participated in the
study and to judge improvements made after the dialog journals were implemented.

2.3.2. Questionnaire

A two part pre- and post-study questionnaire was administered in the study. The first part was the
Academic Behavioral Confidence Scale (Sanders and Sanders, 2007), a 24-item questionnaire that refers
to the students’ beliefs that they can perform competently in a particular learning situation and how
students behave in the extent to which they have a strong belief, firm trust, or sure expectation in their
ability to respond to the demands of studying at school. The second part included three open-ended
questions inquiring on students’ experience on DJW and their feelings about improvement in grammar
ability and confidence in writing. Cronbach’s alpha was determined to be 0.78.

2.3.3. Semi-structured interviews

To further examine the learners’ reactions to the DJW project in the experimental group and to elicit
their own evaluations of how their grammar ability had improved, the researchers conducted short semi-
structured interviews with 12 participants. As Kajornboon (2005) urges, this type of interview can
provide researchers with opportunities to explore interviewees’ views and opinions. It was also used to
achieve fuller understanding of the results of quantitative analyses concerning the effect of DJW on
grammar development. These semi-structured interviews were conducted face to face and individually.
The interviews were conducted in Persian, too. The questions included in interviews were as follows: 1.
How do you like DIJW? Did DJW improve your grammar knowledge? 2. How did DJW contribute to
your improvement of grammar? 3. Would you like to have DJW included in your syllabus in the future?



62 S.J. A. Abdolmanafi-Rokni & A. Siefi / Journal of Language and Linguistic Studies, 9(2) (2013) 57-67

2.4. Treatment

An informal meeting was held before starting dialog journal sessions to make them familiar with
DJW. The teacher explained about dialog journals and what was expected of students. In dialog journal
sessions students were given papers to write their daily journal entries. Students were also encouraged
to write about their interests and experiences. This method provided non-threatening environments for
students. Every session the learners wrote dialog journals to their teacher. The students selected their
own topic, length, and style. The teacher (one of the researchers) read their writings and wrote back in
their journals giving some feedback. The learners were told to write about their interests, thoughts,
experiences, and feelings freely. The teacher corrected grammatical errors in the journals or commented
about their writing. The teacher tried to model correct usage of grammatical errors in his responses. The
treatment lasted for 12 sessions. Throughout the study, special attention was paid to the correct use of
grammatical morphemes like using ‘s’ as singular third person marker, possessive marker, plural marker
and regular and irregular past and perfect tense and subject/verb agreement.

2.5. Procedure

The study was conducted for twelve sessions in twelve weeks. At the beginning of the semester, the
learners in the two groups were asked to take a pretest in one 35-minute class period before the DJW
project. Then the learners in the experimental group were given 20 minutes to answer the pre-study
questionnaire on their writing confidence. This research drew from two sources: 1) an informal meeting
which was between one of the researchers and students in the experimental group. One of the researchers
explained about journal writing and what was expected of students. Students were encouraged to write
about their feelings, thoughts, and opinions. 2) The dialog journal writing sessions in which the students
wrote journals twice a week. The study was designed to last 12 weeks in which the control group was
presented a placebo and did not participate in the Daily Dialog Journal Writing project. After the DJIW
project, the students in both groups were asked to take a posttest for 35 minutes. Further, 30 minutes
were given for the learners in the experimental group to finish the post-study questionnaire. After
collecting the students’ journal entries, the researchers interviewed 12 students. Finally, the researchers
gathered, computed, and analyzed the scores.

2.6. Data analysis

The means of performances of the experimental and the control groups in the pre and posttests were
compared to determine whether there was a significance improvement in the test scores. Then an
independent sample t-test was conducted to compare the results of two groups and an independent
sample t-test was employed to assess whether the scores of the two tests (pre-tests and posttests) in each
group (experimental or control) differed significantly or not. In addition, the scores on the five-point
scale in both questionnaires were analyzed by a descriptive procedure and a t-test. The open-ended
questions in the questionnaire were generalized and analyzed. Follow-up interviews were also recorded,
transcribed, categorized, and analyzed by the researchers.

3. Results

To answer the first research question and to explore the effect of treatment on learners’ grammar
development in each group, a paired sample t-test was run. Further, to explore the significant difference
between the two groups, experimental and control, on learners’ grammar development, an independent
samples t-test was run.
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Grounded upon the descriptive statistics of the pretest, it was revealed that both groups had almost
the same mean score in the pretest. Thus, both groups were homogeneous. The experimental group
gained the mean score of 5.26 and the control group received the mean score of 4.76. The mean scores
of both groups showed that there was no significant difference between the groups in the pretest (p>
0.05). The data given in Table 1 illustrate the descriptive statistics of the pretests for both groups. The
descriptive statistics tabulated shows that both groups performed almost the same on the pretest and
there existed no significant difference between the two groups. It should be pointed out that the t-
observed is 0.813.

Table 1. Comparison of both groups’ performances on pretest

Groups N Mean SD sig t
Experimental 34 5.26 2.562 0.419 0.813
Control 34 4.76 2.511

Note: The full score is 40. * p < .05

As for the descriptive statistics of the posttest, it was revealed that the experimental group using DJW
outperformed the control group in grammar development. The descriptive statistics provided in Table 2
shows that the experimental group outperformed the control group in the posttest and actually there
existed a significant difference between the two groups in the posttest-pretest total gain scores (t=9.312,
p<.001). Thus, this study showed that using DJW improved the grammar proficiency of the EFL
students. It should be pointed out that the t-observed is 9.312.

Table 2. Comparison of both groups’ performances on posttest

Groups N Mean SD sig t
Experimental 34 23.11 6.645 0.000 9.312
Control 34 11.85 2.363

Note: The full score is 40. * p < .05

Table 3 shows the effect of the DJW project on the students’ writing confidence. The participants’
mean score in overall confidence in English writing after the DJW project was higher than that before
the DJW project (M = 32.45 < 11.87). The finding revealed a significant difference in the students’
overall confidence in English writing between the pre-study and the post-study (t = 1.312, p = 0.00).
Hence, it can be assumed that the students’ confidence for English writing in the experimental group
increased after the DJW project.

Table 3: Comparison of the students’ confidence on English writing before and after DJW

Groups N Mean SD sig t
Experimental 34 11.78 4.87 0.000 1.312
Control 34 32.45 3.63

Regarding learners’ reflections on their improvement in writing and grammar abilities which were
obtained via semi-structured interviews, they reported they could write more organized and fluently
developing and expressing their ideas clearly in English, too. Some claimed their improvement and
development in critical thinking. Some other learners noted that through DJW, they could acquire
grammar ability.

Overall, the findings of the present study showed that there was a significant difference between the
two groups in learners’ grammar development and the DJW intervention enhanced participants’
confidence in writing.
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4. Discussion

The study was aimed to determine whether DJW would positively affect writing accuracy of specific
grammatical morphemes and also to investigate its role in enhancing learners’ confidence. The findings
of the present study indicated that dialog journal writing is an effective method in the development of
grammar of the pre-intermediate EFL learners. They obviously were more able to apply correct
agreements of nouns and verbs and also use grammatical morphemes accurately. In addition, the learners
indicated more confidence in making sentences and in comparison to the first sessions of the course,
they felt less nervous in presenting their writings.

The finding of the present article is in line with that of other researchers like Kose (2005) who
concluded that dialog journal implementation had a positive effect on attitudes towards English courses
and it was as a positive way to support student writing which was approved by this article, too. This
study was also in congruent with the one conducted by Yoshihara (2008) who found that dialog journal
writing can build a trust relationship between teacher and student and this was observed during this
course and it was more obvious by comparing students-teacher relationship in the control and
experimental groups. Voit (2009) found no clear improvement in grammatical morphemes among low-
literacy adult learners but asserted participants’ confidence, closer community atmosphere in the
classroom as the benefits of journal writing. The result of this study is in compliance with other studies
such as Puengpipattrakul (2009), Datzman (2010), Haynes-Mays, Peltier-Glaze & Broussard (2011)
who found that DJW raised undergraduates’ awareness of grammatical accuracy and gave them more
self-confidence in using verb tenses and increasing more self-motivation to reflect their own
grammatical accuracy. They also concluded that greater improvement occurred in writing of learners
who participated in dialog journal writing compared to others who did not. Further, students’ writing
ability improved and students’ learnt language in non-threatening manner.

5. Conclusions and pedagogical implications

As mentioned above, in Iran the focus of public education is on teaching linguistic forms and
grammar rules to students and communicative aspects of language are rarely taken into consideration.
In this EFL context Iranian learners still have problems with verb tense accuracy and also applying
agreements correctly to make correct English sentences in tests and in writing. Therefore, using DJW
seems to be a good opportunity for students to practice their memorized knowledge and make it active
and also to create a more relaxed context of learning.

On the other hand, writing instructors can use this method as an effective one to improve students’
accuracy as well as fluency. Of course, teachers should be careful to different proficiency and maturity
levels of learners who come from different age and social backgrounds in presenting new grammatical
points and correcting them.

This study investigated the effect of dialog journal writing on Iranian EFL students’ grammatical
proficiency. The major findings of the present study can be summarized as follows: the dialog journal
writing promoted the students’ grammatical proficiency especially in correct usage of grammatical
morphemes like using ‘s’ as singular third person marker, possessive marker, plural marker and regular
and irregular past and perfect tense and subject/verb agreement. Significant differences were found in
the students’ writing performance in terms of using correct grammatical morphemes between the pre-
and posttest. On the other hand, when participating in the pre-test, the learners had a lot of mistakes in
choosing the correct option but they could present a better representation in the posttest after 12 weeks.
Second, the dialog journal project improved the students’ confidence in producing sentences fluently.
The overall result of this study revealed that the students’ writing ability improved. By the positive
feedback that received from the participants and the information drawn from the questionnaire given to
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the learners in the experimental group, it can be concluded that the students held positive attitudes
toward the dialog journal writing project.

Overall, the findings of the present study support the benefits of dialog journaling. The research done
to date also strongly shows the benefits as well. On the basis of the students’ perspective, the finding
showed a belief that the writing was easier, freer, and that they developed a better written fluency.
Additionally, it was found that as a teacher, the more initiative left to the student, the better the results.
Finally, in the case of the improved use of grammatical morphemes, it was clearly shown that an
improvement was seen over time. That is DJW lead to correct use of grammatical morphemes like using
‘s’ as singular third person marker, possessive marker, plural marker and regular and irregular past and
perfect tense and subject/verb agreement
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Diyalog Giinliigii Yazmanin Ingilizceyi Yabanci Dil Olarak Ogrenen Ogrencilerin Dil Bilgisi
Uzerindeki Etkisi

Oz

Ogretmenlerin grencilerini bagimsiz olmaya tesvik etmek amaciyla kullandiklar1 yontemlerden biri de onlar
giinliik yazmaya tesvik etmektir. Ogrenciler ilgi alanlariyla ilgili yazdikca yazma becerileri gelisecektir. Bu
calisma diyalog giinliigii tutmanin 6grencilerin gramer bilgisi ve kendilerine giiven duygusu tizerindeki etkisini
aragtirmak amaciyla yiiriitiilmiistiir. Calismada Iran, Golestan Universitesi’nden iki dogal siif rastgele secilerek
deney ve kontrol grubu olarak belirlenmistir. Katilimeilar, yaglari 18 ile 23 arasinda degisen ve bahar doneminde
12 haftadan olusan Genel Ingilizce derslerine diizenli olarak katilim gdsteren 68 6grenciden olugsmaktadir. Kontrol
grubu olagan dgretime tabi tutulurken, deney grubu, donem sonunda toplamda 12 adet giinliik kaydina ulasacak
sekilde, her hafta giinliik yazmakla &devlendirilmistir. Katilimcilarin uygulamadan 6nce ve sonraki gramer
becerilerini 6lgmek amaciyla 6n test ve son test kullanilmistir. Caligmanin sonuglari, diyalog giinliigii yazmanin
Ogrencilerin gramer bilgisi ve yazma konusunda kendilerine giiven duymalarinda manidar bir olumlu etkisi
oldugunu gostermistir. Ayrica ¢aligmanin sonunda deney grubundaki 6grencilerin biiyiik ¢ogunlugu gramer
bilgilerini gelistirmek i¢in diyalog giinliigii yazmayi tercih etmislerdir.

Anahtar sézclkler: Diyalog giinliigii yazma; dilbilgisi; kendine giiven; Ingilizceyi yabanci dil olarak &grenen
ogrenciler
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Abstract

Today, there are two major standard varieties in English pronunciation in the world: British English (BrE, also
called Received Pronunciation (RP) and North American English (NAE). British English is the hub of all the
varieties of English dialects. One cannot consider NAE a separate language. Within British English and
American English there are also a great variety of accents due the lingua franca effect of English. The Received
Pronunciation (RP) and General American (GA) have received more attention than others from phoneticians and
phonologists. In GA, which is a rhotic accent — /r/ phoneme, can occur in positions where many of the vowels
can be r-colored by way of realization of a following /t/. American-r is a retroflex consonant and in the
International Phonetic Alphabet, it is indicated with a hook in the bottom right, such as [{]. The retroflex
approximant /3/, which is an allophone of the alveolar approximant /1/, are heard in many dialects of American
English, particularly in the Midwestern United States. One of the biggest differences between the British and the
American accents is that Americans always pronounce the/r/ phoneme word-initially, word-medially and word-
finally. In this paper, general situation of /t/ phoneme and special existence of retroflex-r of NAE will be
explored in the pronunciation of 45 PhD candidates, who took an oral exam at Hacettepe University, Faculty of
Education in the Department of English Language Education on July, 11th, 2012. In this research, the existence
of /r/ phoneme will be investigated by using the Error Hunt Approach and a diagnostic test in listening
comprehension, and a 50-minute lesson plan will be presented as a remedial rehabilitation refinement by Audio-
articulation Model by computer and Audacity Program (1.2.6.)

© 2013 The Authors and JLLS - Published by JLLS.

Keywords: Error hunt approach; retroflex-r; Audio-articulation Model; fossilization

1. Introduction

American and British English have two quite different articulation for /r/ phoneme. When speaking
with the General American (GA), Americans use a rhotic r, which means they articulate it in all parts
of the word, while the tongue tip is curved up towards roof of the fronto-palatal region of the mouth,
including when it occurs after a vowel sound. GA means any educated American speech /r/ establishes
a general category with /I/ phoneme, the two of which is called liquids. GA accent pronounces the r
phoneme wherever it is written. So, there are perceptible differences between the two. The /1/ is very
commonly existing phoneme in forms of liquid or approximant in many languages of the world. It was
discovered that the North American English-r at word-initial, word-medial, and word-final
occurrences has been a problematic pronunciation issue for 27 Turkish English teachers with BA
degree in English Language Education, whose rate of misarticulation of retroflex NAE-r was 100%
(Demirezen, 2011:896). There are several reasons of this ambiguous articulation of NAE-r by Turkish
English teachers. The Turkish teachers can never approximate to the bunched-r and retroflex-r position
of NAE r-phoneme because no comparable r-sound exists in the phonemic inventory of Turkish with
these forms of articulations.

* Mehmet Demirezen. Tel.: +90-312-297-8575
E-mail address: md49@hacettepe.edu.tr
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2. Phonemic structure of /r/ phoneme

As a term, GA describes a general catch-all category for any American speech variety. A great
majority of GA speakers use rhotic-r, but they show wide variability in articulatory conguration of the
rhotic-r phoneme. Since /1 / is a tricky phoneme, the IPA-system recognizes at least eight kinds of /r/,
each of which are articulatorily different from each other. In the structure of English, the /r/ phoneme
very frequently takes place in form of different variants, like a consonant, semi-vowel, approximant,
glide, or retroflex (Demirezen, 2011: 897). Since /r/ phoneme requires the simultaneous activation of
the muscles in and around the apex during speech, it happens to be a difficult phoneme to articulate.
In fact, /r/ is also difficult sound to be acquired infantile speech for Americans (Shriberg, 1993;
Sander, 1972) and Turkish infantile speech as well. It is notoriously difficult for American children to
learn to produce (McGowan et al., 2003). Sander (1972) reported that the median age for acquisition
of /r/ for American children was 3 years, and it was not until age 6 years that 90% of children
produced /r/ correctly.

3. Two basic types of the /r/ phoneme in North American English

There are two types of /r/ which are articulated in NAE. In NAE or GA, The first type of /t/
phoneme is a voiced retroflex flap approximant (a semivowel, a liquid), and the second type is a
voiced alveolar approximant (semivowel, a bunched liquid). The following figures indicate this
difference as articulatory descriptions, which was also handled by Demirezen (2012, pp. 397-400).

1 1
a retroflex flap approximant (liquid) an alveolar approximant (liquid)
3 Bunched: Mediodorsol J
Mediopalatal
"'L_“" . Al
AN
. d \-\...-"_-\_--
3 - -':-'- B |
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§ '-. . a -'wl(
/ -'l. ,-\,Fl;mel;‘uq..rin_qf..l'.ﬂ 1.L'| I:—"Nlll
{ o -
L u\:-:"“——r“' R\ —"I\
= st P\ Yol | -
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Adapted from ( Demirezen 2011: 898; Bauman-Waengler. 2009:140)
Figure 1. The /t/ phoneme in North American English

The airstream mechanism is pulmonic, which means that the /3/ is made by pushing air solely with
the lungs and diaphragm into the oral cavity via trachea. In the production of a retroflex approximant,
there is a narrow passage, without being palatalized, between the apex and postalveolar (or
apicoprepalatal) region of the vocal tract. While the airstream passes through, there is not enough
opening to produce a turbulent airstream. The place of articulation is retroflex, which means that with
the tip of the tongue curled up towards the roof of the mouth because of which the produced sound is
called a central consonant, which means it is produced by directing the airstream along the center of
the tongue and the roof of the mouth, rather than to the sides.
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In the bunched form the tongue is laminal (flat). The place of articulation is alveolar which means
it is articulated with either the tip or the blade of the tongue at the alveolar ridge, which are termed
respectively apical and laminal. The apex touches the alveolar ridge without any curling up. Just like
in its retroflex variant, the air passage is narrowed in the vocal tract at the place of articulation without
the creation of a turbulent airstream, as seen in the second part of the above picture. Magnetic
resonance images of vocal tract configurations during / 1/ production show that speakers of American
English employ a wide range of articulatory strategies and shape their tongue differently to produce /1/
(Espy-Wilson, 2004, pp. 62-63). Officially speaking, in most of the books and articles [1] takes place.

4. British-r (Received Pronunciation, RP)

British-r has long used as a model for teaching English to foreign learners. RP is non-rhotic; that is,
the phoneme /1/, is only articulated in RP when it is immediately followed by a vowel sound. It’s
status of pronunciation word-initially and word medially is not noticed very much, but its word-final
articulation is noticed and audibly heard as a benchmark.

British(RP) -1 Turkish -1

Figure 2. British English —r (Adapted from Kelly, 2000, p. 51)

There are very different names of the places of articulation given to retroflex flap-r. The voiced
mediodorsal-mediopalatal rhotic approximant (bunched) or voice apico-prepalatal rhotic approximant
(retroflexed) is indicated officially as [1], not /3/. Due to its difficult pronunciation, the retroflex-r as a
flap is one of the most commonly misarticulated sounds, the curve of the apex up makes it more
complex for Turks. Mother tongue intervention is a point on which all would agree that a learner’s
first language poses the biggest obstacle for learning the pronunciation of another language. The non-
existence of retroflex-r in Turkish, the difficulty of curling up the tip of the tongue towards fronto-
palatal region without creating any sign of palatalization is another difficulty. Apparently, this could
explain why the retroflex-r approximant is one of the last sounds that could be mastered by Turkish
PhD students.

The reasons for the poor development of English pronunciation skills by the Turkish lie not only in
the Turkish language but also in the ways English is taught. Needless to say, pronunciation skill
certainly falls within the parameters of communicative competence. If it is not acquired, it harms to
develop a communicative competence in spoken English.
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5. Methodology

This article explored the articulation of NAE / 1/ phoneme, which is a retroflex approximant in the
articulation of 45 Turkish PhD degree participants. This research is based on the exploration of the
following research questions:

1. In which environments do Turkish PhD degree candidates have a failure in the articulation of
NAE refroflex / 1/ phoneme?

2. If they have, what must be the causes?

3. Do they need a rehabilitation of the refroflex / 1/ phoneme?

5.1. Participants

45 PhD candidates who come from 35 different state and private universities of Turkey took the
oral exam. 10 of the participant were males and 35 of them were female. 30 of the applicants held an
MA degree from the English Language Education Departments while 5 had an MA on English
linguistics; 3 of them had an MA on English Translation Division; 7 of them held an MA degree on
English Language and Literature while 5 of them held an MA on American Language and literature.
The age range of the participants varied from 22 to 35. Of five candidates, 3 were males and two were
females, had already finished an MA program in USA. Seven of them are recently graduated and are
not teaching at the moment.

They altogether took the PhD oral exam in July 11, 2012 in the same day at Hacettepe University,
Faculty of Education at the Department of English language Education. Each candidate was asked
questions within 10 minutes by the jurors on English linguistics, foreign language education, language
acquisition, bilingualism and multilingualism. Each of the participants is recorded within the
boundaries of Error Hunt Approach by filling a diagnostic test. The participants had no idea that they
were being scored by one of the jury members.

5.2. Materials

A diagnostic listening test was utilized in this research, which depended on the suggestions made
by Baker (1993, p. 134) and is further modified by the author of this article. The diagnostic test and
the suggested symbols for the capture of the fossilized vowel errors by (Baker 1993) are as follows:

e A = no difficulty with this sound
o XX = extreme difficulty with this sound
e X = difficulty

o XA = minor difficulty
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This model is modified by the researcher of this article by adding word-initial, word-medial, and
word-final sections to the diagnostic test. The modified version of this diagnostic is shaped as follows:

o N=45= Explored phoneme: /j/ Initially Medially Finally
oA = no difficulty with this sound

e XX = extreme difficulty with this sound: /y/ XX XX XX
e X = difficulty

o XA = minor difficulty

For each candidate this diagnostic test was kept, and the shape it took was as follows:

o N=45= Explored phoneme: /j/ Initially Medially Finally
oA = no difficulty with this sound

o XX = extreme difficulty with this sound: /y/ XX XX XX
e X = difficulty

o XA = minor difficulty

When each record kept for the participants was put together, the totality of the data results boil
down to:

e N=45= Explored phoneme: /y/ Initially Medially Finally
e A = no difficulty with this sound

e 40 = extreme difficulty with this sound: /3/ XX XX XX
e X = difficulty

o XA = minor difficulty

5.3. Data Collection and analysis

As it is already expressed, the Error Hunt Approach was utilized in this research in conjunction
with a diagnostic test. The data was collected by the researcher by listening in to the answers given by
the participants, who had no idea that they were being recorded; by this way the rate of exam anxiety
they had was kept as it is. The researcher specified the existence of the North American retroflex / /
phoneme at the beginning, middle, and at end of the words in the articulations of the participants.

6. Results and discussion

In terms of data analysis in accordance with the recorded diagnostic test, the following findings are
encountered:

6.1. RQ #1: In which environments do Turkish PhD degree candidates have a failure in the
articulation of NAE refroflex /. / phoneme?

In spite of this fact, the analysis indicates that 40 participants (88.8%) have a serious
mispronunciation of NAE retroflex / y / in word-initial, word-medial, and word-final environments.
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By nature, NAE / 1/ is a retroflex flap phoneme, but 40 of the participants articulated it as an alveolar
tap [], which is a Turkish form of /r/ form in speech: mother tongue interference is apparent. Only 5
of the 45 participants systematically and automatically articulated the /y/ flap phoneme in the correct
form most probably due to the fact that they held an MA degree from USA universities.

So, the first research question came out to be true. Such a rate like 88.8 %is a seriously high fault
of pronunciation for PhD students because this rate demonstrates that they have a grave pronunciation
defect, which probably will further be worsened by the addition of other fossilized pronunciation of
vowels and consonants in a medium of fossilized multiarticulations. Then, the first research question
was truly presupposed.

6.2. RQ #2: If they have, what must be the causes?

Familiarity with the problem-causing phoneme is the first cause to be explored. Since 30 of the
applicants held an MA degree from the English Language Education Departments, they most probably
took up two courses in Listening and Comprehension I and Listening and Comprehension II in the first
year of their four-year education program. They may have studied on the production and perception of
the retroflex flap / 1/, which requires a great mastery of tongue curving back up to the roof of the
fronto-palatal region of the mouth, and other varieties of it. The other 15 applicants coming from the
divisions of English and American literature, and Translation Division presumably had not studied on
the perception and production of this phoneme. The matter of the fact is that the PhD students were
still unable to internalize the perception and production of NAE retroflex /1 / phoneme in three
environments.

6.3. RQ #3: Do the participants need a rehabilitation of the refroflex /y/ phoneme in their
pronunciation?

Apparently, the third research question demonstrates that the participants must go through a
remedial pronunciation correction treatment because foreign language teaching is a professional job,
which requires at least the near native-like approximation of articulations in which they failed by a
negative rate of 88.8 %. Such a high rate is unacceptable, and therefore they definitely need. For the
rehabilitation process the Audio-articulation Model proposed by Demirezen (2010a) can be put into
practice by a 50-minute lesson plan that comes to the stage in the forthcoming section.

7. Conclusion

As a result, pronunciation is still a great problem for learners of English regardless of their levels.
Even PhD candidates have great predicaments in the articulation of some sounds like retroflex /y/.
Such a situation has been clear after an observation made during a PhD interview. So, it is a
significant reality based on errors made by students.

Firstly, 88.8% of the PhD candidates have serious problems in the pronunciation of
retroflex /y/. This is a very great percentage, and its cause must be revealed. It seems that the
reason of this unwanted situation is lack of background information and education in terms of
articulation and speaking. It can also be stated that the reason of this reality dates back to the
first years of the students’ university lives.

However, cure is not far away. Rehabilitation can be provided by the help of Audio
Articulation Model. Such a model provides exercises of many kinds to learners, by the help
of which learners are expected to reach to better desired levels of pronunciation. Appendix A
provides an example of Audio Articulation Model which is used by the writer of this article.
In this model, the students hear and practice all of the exercises from the voice of the native-
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speakers and near native speakers, whose speech and related practices in the texts are
downloaded by the Audacity program and text to speech labs, like http://text-to-
speech.imtranslator.net/, http://www.oddcast.com/home/demos/tts/tts_example.php,  http://
www.acapela-group.com/text-to-speech-interactive-demo.html,  http://www.ivona.com/en/,
and http://www?2.research.att.com/~ttsweb/tts/demo.php.
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Appendix A. An Application

Prepared PowerPoint presentation with the all exercises is given to the students in a memory stick.
A Remedial Lesson Plan for the rehabilitation of retroflex /.j/ phoneme of English:

1. Motivation- warm up

The teacher of pronunciation coach enters and greets the students.

Teacher: Hello students! How are you all today?

Students: Hello, sir! We are fine, how about you?

T: Thank you all, I am well. What did you do at the week end? The conversation goes on like this for a
couple of minutes.

2. Review the previous subject:

T: Students, which English phoneme did we study in our previous lesson?

Stds: We worked on the articulation of /n/ phoneme in English.

T: Can you give me some words on it?

Stds: nine, nun, can, man, nanny, and the like.

T.: Very good, correct!

3. Present today’s topic T.
Dear students, today we will study the voiced retroflex approximant of NAE, whose photic sign
designed by IPA is /j/. The words representing this phoneme are seen in the corpus.

4. Prepare a corpus:

CORPUS

barbarian /baj bejian/ competitor /kam'petaDay/
barbarous /'bajbajas/ extracurricular / ekstyaka’ jzkjalay/
border /'boyday/ refrigerator /J1'fj1dza 4e1Day/
carburetor /'ka ba JeiDay/ referendum / jefo’jendem/
career /ka' 194/ rector /' Jektay/

carrier /'kaejiay/ reformer /J1' foymay/

corner /'kornay/ registrar /' Jedzo stqay/
farmer /' fajmay/ recovery /J1 kavayi/

rancher /' jeent[ay/ controller /kan'tjouvlay/
rather /' j2eda)/ razor /' |e1za)/

recorder /yr'’koyday/ scarecrow /'skerkrouv/
reciprocal /)1 s1pjakal/ warrior /' waJiay/

reconsider / Jikan'siday/ worker /'wajkay/

This corpus is studied by computer applications: all of these vocabulary items are downloaded by
audacity (1.2.6) program and text to speech labs. This way approximation is created to native-like
speech. Students repeat and recite them.

Tongue Twisters

As a principle of Audio-articulation pronunciation remediation model, problem-causing phoneme or
sound occurs at least once in form-focus norms. There are double and triple occurrences of it for
concentrated occurrences.
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(1)

The order

The order of my partner

The order of my partner near the river

The order of my partner for the rumor near the river

3)

A teacher

A regular teacher

A regular teacher and a preacher

A former regular teacher and a preacher

(%)

The farmer

The former farmer

The former farmer at the corner

The former farmer at the corner of the border

(7

A rector

A reformer rector

A reformer rector as a researcher

A reformer rector in a rumor as a researcher

€)

A porter

A barbarous porter

A barbarous porter as a reformer

A barbarous porter as a regular reformer

5. Give the rule:

77

)

Teardrops

Teardrops of a referee

Teardrops of a referee in a rainstorm
Teardrops of a referee in a storm at the
corner

“)

A researcher

A researcher and reporter

A retired researcher and reporter

A retired researcher and reporter in recovery

(6)

An error

An error in a career

An error in a registrar’s career

An error in a registrar’s recorded career

®)

A partner

A partner as a reporter

A partner as a former reporter

A partner as a former reporter in an error

(10)

The remark

The remark of a reviewer

The remark of a reviewer as a researcher
The remark of a reviewer as rare researcher

In the production of NAE retroflex approximant flap-r, middle and the back of the tongue (dorsum)
is in a flat position while the apex (tip of the tongue) is curled up towards the front part of the hard
palate in a touching position. Neither little friction or palatalization can be heard in the oral cavity nor
is there a momentary closure of the vocal tract during the articulation process. The distinctive point
here is that apex approaches the upper gum while it is curled up towards the roof of the mouth: this
type of sound production is called as retroflexion. In the IPA, retroflex consonants are indicated with a
hook in the bottom right as seen in this figure: /{ /. The following figures are adapted from Kelly
(2008).

Definition: /y/ is a voiced retroflex flap approximant (liquid) in NAE and is officially indicated by
its alveolar form whose symbol is / 1 /. Turkish phd students and Turks, in general, use the alveolar
form of / J /, due to its articulation difficulties caused by their mother tongue. Turkish learners of
NAE do not perceive that a great mastery of tongue muscles is required in order to reach the correct

target for / 1 /. It is articulated by curling your tongue towards the back of the mouth fully. Then, it is
actually the tip of the tongue doing the "job", not the dorsum of the tongue. The British alveolar
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voiced tap approximant, on the other hand, is pronounced with the tip of the tongue approaching the
alveolar or postalveolar region.

American (NAE) - g Turkish -1

The points, places and manner of articulations in the above-mentioned pictures are explained in
detail to the students. At this point, a short movie clip is presented to the students from the voice of a
native speaker.

6. Continue with harder exercises:
Fill in the following words:
Paragraph 1 (In audio-form, downloaded from internet by Audacity (1.2.6) program and text to

speech labs.

Warrior barbarian murderer farmers riders after
terrorize competitor razor-sharp teardrop performing barbaric
Instruction:

1. Listen to the production and articulation of the / { / phoneme in the following passage.
2. Memorize this passage and recite in in front of a mirror.

Once upon a time, there was a warrior who was a real barbarian. He would do strange barbaric
actions. In fact, he was a real murderer, who loved to kill rulers, farmers, workers, ranchers, and
riders. In addition, he would love to terrorize his competitors with his razor-sharp sword. He was
so ruthless that there would be no teardrops in his eyes after performing these killings.
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Paragraph 2 (In audio-form, downloaded from internet by Audacity (1.2.6) program and text to
speech labs)

Instruction:
1. Listen to the production and articulation of the / { / phoneme in the following passage.
2. Memorize this passage and recite in in front of a mirror.
3. Try to track movement of your tongue (a bunched or retroflex form?) in a mirror. How far
back do you curl the tongue to the hard palate?
4. Which type of-r are you systematically and automatically using?

Apart from being the scientific ruler, a rector is the establisher of careers at a university. He has to
consider and reconsider the future of his faculty members who are pursuing scientific careers. As a
scientific ruler, he is supposed to be the reviewer, recorder, reporter, performer, supporter, coordinator,
moderator, and controller of all reforms in the curricular and extracurricular programs of his
university. Also, he must be real supporter of teachers, instructors, lecturers, researchers.

7. Make a summary

First, the teacher takes the questions from the students. Then, s/he makes a summary and takes the
students’ attention to the pronunciation difficulties in NAE. The impact of mother tongue intervention
is explained. A new video clip is shown to the students to summarize the retroflex nature of NAE.
Finally, s/he gives the PowerPoint to the students so that they can study on their own in their free
times.

8. Give homework to the students.

1. Each student will find out three words in which / { / phoneme takes place three or four times.
Each student will write down 3 tongue twisters and downloaded them from internet by Audacity
(1.2.6) program and text to speech labs).

3. Each student will write a paragraph (250 words) in each word of which / | / phoneme will take
place three times. It must be downloaded from internet by Audacity (1.2.6) program and text to
speech labs.
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Tiirk doktora adaylarinda /r/’nin durumu ve Audacity bilgisayar programu ile
tyilestirilmesi

Oz

Giiniimiizde Ingilizce telaffuzunda diinyada iki temel standart cesit vardir: Ingiliz Ingilizcesi ve Kuzey
Amerika Ingilizcesi. Ingiliz Ingilizcesi, Ingiliz lehgelerinin biitiin tiirlerinin merkezindedir. Kimse
Amerikan Ingilizcesini ayri bir dil olarak diisiinemez. Ingilizcenin ortak iletisim dili olma etkisinden
dolay1, Ingiliz ve Amerikan Ingilizcesinin iginde pek ¢ok aksan cesidi vardir. Ingiliz Ingilizcesi (RP)
ve Amerikan Ingilizcesi (GA) sesbilimciler ve sesbilim uzmanlari tarafindan daha fazla dikkat
¢ekmigtir. r- birimsesli aksan olan GA’da, pek ¢ok iinlii onlar takip eden /r/ sesinin fark edilmesiyle r-
etkin olabilen pozisyonlarda olabilir. Amerikan-r geriye doniik tiir ve Uluslararas1 Fonetik Alfabesinde
sekilde goriildiigii gibi tam altinda bir g¢engelle belirtilir: [] . Disyuvasal approximant /1/ nin
sesbirimsel degiskeni olan geriye doniik approximant /1/, Amerikan ingilizcesinin bircok lehgesinde
ozelliklede Orta Bati Amerika’da duyulur. Ingiliz ve Amerikan aksanlari arasindaki en biiyiik
farkliliklardan biri Amerikalilarin /r/ birimsesini kelime basinda, kelime ortasinda ve kelime sonunda
her zaman telaffuz etmeleridir. Bu ¢alismada, /r/ birimsesinin genel durumu ve Kuzey Amerikan
Ingilizcesindeki geriye doniik-r nin dzel varligi, Hacettepe Universitesi Egitim Fakiiltesi ingiliz Dili
Egitimi Anabilim Dali’nda yapilan s6zlii sinava katilan doktora adaylarinin telaffuzlarinda
kesfedilecektir. Bu arastirmada, Hata Yakalama Yaklasimi ve Dinleme-Algilama smavi kullanilarak
/r/ birimsesinin varlig1 aragtirilacak ve 50 dakikalik bir ders plani bilgisayar ve Audacity Programi
yardimiyla Duy-Seslet Modeli kullanilarak onarimsal iyilestirme sunulacaktir

Anahtar sézciikler: Hata yakalama yaklagimi; geriye doniik-r; duy-seslet modeli; kemiklesmis hata
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Abstract

Washback, the impact of tests on education in general and language testing in particular, has become a popular
area of study within educational research. This paper focuses on the washback effects of two high-stakes Foreign
Language Tests (KPDS and UDS) of Turkey. The main concern of the study is to investigate the impact of these
tests on receptive and productive language skills of academicians. 103 academic personnel working at Nevsehir
University attended the study. A 26-item questionnaire was designed and administered to 103 academic personnel
working at Nevsehir University. The data were analyzed using statistical analysis including descriptive statistics
(frequency, percentage, mean, and standard deviation) and inferential statistics that use ANOVA to find whether
there are significant differences between productive and receptive skills of the participants. It has been found out
that there are significant differences between reading and writing; reading and listening, but reading and speaking
provided insignificant results.
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1. Introduction

Tests, particularly high-stakes tests, aim to induce consequences for the test-takers, teachers,
administrators, parents, and the policy makers. Scholars from different countries such as China (Qi,
2004), Hong Kong (Cheng, 2005), Korea (Choi, 2008), Japan (Watanabe, 2004b), and Taiwan (Chen,
2002) claim that these tests directly or indirectly affect educational policy of the national or international
institutions to determine course designs and classroom practices. Shohamy (2001a,2001b); Wall (1997);
also support the power of tests on wider society such as policy makers or school administrators who try
to use them to manipulate or implement educational policies.

Definitely, “testing is never a neutral process and always has consequences” (Stobart, 2003, p. 140).
Negative or positive, strong or weak, the influence of tests on learning has been termed as ‘washback’
or ‘backwash’ (Biggs, 1995). The term is used as a synonym for ‘impact’, ‘effect’ or ‘consequence’ in
educational context, particularly in the field of language assessment and applied linguistics. Washback
studies in language testing include high-stakes tests of some countries such as, Sri Lanka (Wall &
Alderson, 1993), Hong Kong (Andrews, 1995; Cheng, 1997, 1998, 1999; Andrews et al., 2002) and
Israel (Shohamy et al., 1996) where English is used as a foreign or second language.

Turkey as a foreign language setting has a lot of national and international language assessment
exams which candidates need to go through for different purposes. Apart from international exams such

: Kadriye Dilek Akpinar. Tel.: +90-312-202-8468
E-mail address: kadriyedilek@gazi.edu.tr
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as TOEFL or IELTS the names of some national language tests held in Turkey are: State Personnel
Language Examination, (Kamu Personeli Dil Siavi; hereafter KPDS), Inter-University Foreign
Language Examination (Universiteler Aras1 Dil Smavi; hereafter UDS), and University Entrance
Examination (Yiiksekogretime Giris Sinavi; hereafter YGS). They are high-stakes language tests
administered by OSYM in Turkey. However, the name of KPDS and UDS has changed in April 2013.
These two exams are combined and have been replaced by YDS (Foreign Language Examination).

Though KPDS and UDS are the most favored national high-stakes language tests in Turkey, there is
only limited research in the literature about their outcomes particularly in terms of learning. Actually,
not only in Turkish context but also throughout the whole world the washback researches generally
focus on the effects of tests on teaching (Pan and Newfields; 2012) rather than learning. However,
researchers such as Cheng (2008); Spratt (2005); Wall (2000) and Watanabe (2004) have emphasized
the need to explore the influence of tests on learners, since they are directly affected by them (Pan and
Newtfields, 2012). Therefore, this study aims to explore the washback effects of KPDS and UDS on
language development of the learners. More specifically, the study focuses on the impact of these high-
stakes tests on receptive and productive language skills of academic personnel studying at Nevsehir
University, Turkey.

1.1. Literature review

1.1.1. The notion of washback and washback studies

The notion of washback or backwash can be defined as the impact of a test on teaching and learning
(Biggs, 1995, 1996, in Cheng, 2003). Alderson and Wall (1993) framed the term “washback” to
“classroom behaviors of teachers and learners rather than the nature of printed and other pedagogic
material” (p. 118). Messick (1996) and Hughes (2003) on the other hand, assert that whether positive
or negative there is a direct relationship between the teaching process and the design and use of the
examination. According to Frederiksen (1984) and Hughes (2003), if a test is poorly designed, the
outcomes are possibly negative; adversely a well-prepared test can have positive impacts on teaching
and learning process.

Many scholars conclude that washback seems to be associated primarily with high-stakes tests, which
are mainly employed for making important decisions on wider fields of a society such as education and
economy (Hughes, 2003; Li, 1990; Shohamy, 1993; Pearson, 1988; Luxia, 2005). The growing
importance of high-stakes test, which are widely used both national and international context of
education, makes the washback studies a popular research area.

A great number of researchers have investigated the effects of washback on learning/teaching
second/foreign language so far. The most widely investigated topics regarding the impact of high-stakes
tests are the stakeholders of the education process such as textbooks (Saville and Hawkey, 2004),
teachers (including teaching assistants), (Cheng, 2005; Ferman, 2004; Saif, 2006; Wall, 2006), learners
and learning (Andrews, Fullilove, and Wong, 2002; Watanabe, 2001), attitudes toward testing (Cheng,
2005; Jin, 2000), and test preparation behaviors (Lumley and Stoneman, 2000).

While some of these studies have focused on the impact of world-wide-known high- stakes test like
TOEFL, TOEIC, and IELTS (Alderson and Hamp-Lyons, 1996; Newsfields, 2005; Reynolds, 2010),
the others (Cheng, 1997; Hsu, 2009; Manjarres, 2005; Wall, 2005; Watanabe, 1996) have investigated
nationwide exams. For instance, Alderson and Hamp-Lyons’ (1996) study can be considered as a
pioneer work in the area of washback effect. They investigated the washback effect of Test of English
as a Foreign Language (TOEFL) preparation courses. They found that the TOEFL test has an impact on
what and how teachers teach. However, the degree of this effect changes from teacher to teacher.
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Additionally, their study has revealed that the difference between TOEFL versus non-TOEFL teaching
is not clear since it is difficult to explain why the teacher taught in that way.

In another study, Rahimi and Nazhand (2010) focus on the washback effect of one of the most taken
English exams in the world, IELTS. They have conducted a study on the washback effect of IELTS
preparation courses to learn students’ perceptions of speaking instructions. The students express what
they think about the speaking instructions through questionnaires. In general, the IELTS exam has a
negative washback effect on the development of speaking skill during the course periods as IELTS
restricts the speaking skill due to the format of the exam. Another example of a washback study about
national high-stakes exams has conducted by Li (1990). He has investigated the effects of the
Matriculation English Test in China through a questionnaire and asserted positive effects for the test.
Later in 1993, Shohamy has studied the effects of three language tests: The Arabic Test, the English
Oral Test, and the Reading Comprehension Test. The study has revealed that all the three tests have
some impact on teaching and learning practices. Wall (2005) has conducted a study by examining the
effects of a national high-stakes test “English as a Foreign Language” on the education system of Sri
Lanka. She reported that both the factors of the exam itself and the characteristics of the educational
setting have an influence on the intended outcomes of the examination on the teachers and the learners.
Finally, Mufioz and Alvarez (2010) have searched the washback effect of an oral assessment system
(OAS) on some areas of EFL teaching and learning. Positive washback effect has been observed on the
teachers’ teaching and assessment practices and on students’ oral production.

However, there are only a few national studies conducted in Turkey. Hughes (2003) for instance, has
investigated the effects of an English proficiency test at Bogazici University in Istanbul. He has found
out that the test achieved its main goal of motivating students to work harder on their English
proficiency. Later in 2007, Sevimli has studied washback effects of foreign language component of the
university entrance examination on the teaching and learning context of language groups in secondary
education. She states that productive skills of speaking and writing and receptive skill of listening are
totally neglected and not tested. She thought that this might have been the washback effect on the
teaching and learning of the students and curriculum. Like Sevimli (2007), Karabulut in 2007 has studied
on university entrance test. She has examined how foreign language component of the university
entrance examination influences teachers and students in senior three classrooms (the last grade of high
school) in Turkey. In her study she has also focused on the attitudes of different stakeholders and senior
three English teaching in general towards the test. The most important result of her study is the students’
and teachers’ focusing more on the (grammar, reading, vocabulary) which is tested in the exam and
ignoring the ones that are not tested (listening, speaking, writing).

Finally, Ozmen (2011) has conducted a research on washback effects of inter-university foreign
language examination (UDS) on candidate academics. Washback effects of UDS are investigated in a
qualitative study. It is clearly seen that UDS has a negative washback effect on the test-takers. The
results also reveal that the exam has both a micro level effect which can be defined as the effect on an
individual or a small group of individuals, and a macro effect on a relatively populated group of
individuals studying or working at university contexts.

1.1.2. State Personnel Language Examination (KPDS) and Inter-University Foreign Language Examination
(UDS)

Of all the aforementioned national foreign language high-stakes exams, KPDS and UDS are the most
preferred ones in Turkey. Most common use of these two examinations for academic personnel can be
divided into four categories; first of which is; using the scores of these exams to attend a PhD program.
Universities in Turkey require students to get at least 55 points to be admitted as a PhD candidate. In
other words, students have to get at least 55 points from a high stake language test accepted by YOK in
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order to be a PhD student in Turkish state universities. Secondly, these exams are used as a prerequisite
for the academic promotion. Assistant professors in Turkey are supposed to get at least 65 points to be
promoted, which is one of the several requirements of being promoted to associate professorship.
Although there is no minimum limit, the higher scores the candidates have from these exams, the more
chance they will have for admission. Thirdly, when applying to a master’s degree program, applicants
are also asked to provide their scores of these exams. Finally, the personnel who work for the
government should attend to KPDS to get some amount of increment in their salaries depending on their
proficiency level.

The content and format of both KPDS and UDS are almost similar but there are still a few differences
between them. There are 80 questions both in KPDS and UDS. The allotted time for both of the exams
is 180 minutes. KPDS consists of one type of exam whereas UDS is divided into three majors: Social
Sciences, Life Sciences and Health Sciences. The first 40 questions of UDS are the same regardless of
the major. KPDS and UDS share eight main headings under which the types of questions fit: Vocabulary,
grammar, sentence completion, reading comprehension, translation, dialogue, paragraph completion and
irrelevant sentence. However, there are two parts which only exist in KPDS, which are situational
response and paraphrasing the sentences.

1.2. Research questions

The study addressed the following research questions:

1. What is the washback effect of KPDS and UDS on receptive skills (listening and reading) of
the Turkish academic personnel?

2. What is the washback effect of KPDS and UDS on productive skills (writing and speaking) of
the Turkish academic personnel?

3. Are there any significant differences between the development of participants’ productive and
receptive skills regarding the washback effect of KPDS and UDS?

4. What is the relationship between development of participants’ productive and receptive skills
regarding the washback effect of KPDS and UDS?

2. Method
2.1. Setting and participants

The study was conducted at Nevsehir University, which is one of the public universities in Turkey.
Nevsehir University was founded in 2007. It has six faculties: Faculty of Education, Faculty of Science
and Letters, Faculty of Fine Arts, Faculty of Economics and Administrative Sciences, Faculty of
Engineering and Architecture, Faculty of Tourism. The University also has a College of Health and three
vocational schools. As of May 2013, it had 493 academic and 228 administrative staff.

2.1.1. Demographic characteristics of the participants

There were 51 male and 52 female participants who took part in the study. The average age for the
participants was around 35.

As it is presented in Table 1, 26.2% of the participants consisted of assistant professors who have not
got 65 or more points from KPDS or UDS or an equivalent exam accepted by YOK. 47.6% of the
participants were instructors which might imply that they do not plan an academic career. In Turkey,
research assistants and assistant professors are expected to get promoted to a higher academic degree
but university instructors do not necessarily plan an academic career.
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Tablel. Participants’ field of study and title

Field
Social
Sciences Science Health Total
Title Assistant Prof. 18 5 4 27
Research Assistant 21 3 3 27
Instructor 27 15 7 49
Total 66 23 14 103

As for the academic field of study, there were 66 academicians in the field of social sciences. The
number of the participants in the field of health and science were 38 which is almost half of personnel
in social sciences. The current study focuses on the academic personnel particularly who have not passed
KPDS or UDS yet. Out of 115 academic personnel who have not acquired 65 points or above, 103
academic staff were included in the study. 12 academic personnel could not be included since they either
did not volunteer to participate in the study or were out of town.

2.2. Instrument

In most of the washback studies, the methods used are based on surveys, interviews, testing measures,
classroom observations or a combination of these (Alderson & Wall, 1993; Shohamy, Donitsa-Schmidt,
Ferman, 1996 and Watanabe, 1996). The survey comprised of 5-point Likert-scale items (1=strongly
disagree; 2=disagree; 3=no idea; 4=agree; S=strongly agree). The survey examines i)which skills
participants focus on ii) how they study while getting prepared for KPDS and UDS and, iii) their
attitudes towards the influence of KPDS and UDS on their language development (see Appendix). All
questionnaires were delivered in Turkish in order to prevent any misunderstandings of the survey items.

Chi-square test was used to determine the reliability of the survey questions. It is a “nonparametric
statistical test of hypotheses for variables” (Joseph & Joseph, 1986 and Healey, 2005, p.544). The chi-
square values were sig<0.05 indicating adequate reliability for each of the dimension of the survey.

The face validity of the survey instrument was ascertained by presenting the questionnaire to four
experts studying in the Foreign Language Education department. The experts made some observations
and modifications on the survey items.

2.3. Data collection

A survey research design was used to investigate the answer to the question of ‘What are the
washback effects of high stake exams (KPDS and UDS) on receptive and productive skills of Turkish
academic personnel?’ As it was thought that e-mailing the questionnaires to the academic staff would
result in a low amount of feedback, the questionnaires were delivered in person by the researcher. To
save time and energy, all of the academic personnel were called through their university telephone lines.
To those personnel whom the researcher could reach through telephone, information about the study
was given and they were requested to take part in the study if they have less than 65 from KPDS, UDS
or an equivalent exam accepted by YOK. When they had accepted to join the study, the researcher
visited them in their office to hand out the questionnaires. Each questionnaire took approximately 5
minutes to fill in.
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2.4. Data analysis

Descriptive statistics including frequency, percentage, means and standard deviations were used to
find an answer for the first research objective: “What is the washback effect of KPDS and UDS on
language skills?”” The second objective, whether any difference exists between productive and receptive
skills of the participants, was analyzed utilizing one-way analysis of variance (ANOVA). Additionally,
correlation analysis was used to determine the relationship between the productive and receptive skills.
All statistical analysis was performed using SPSS software (SPSS Version 19).

3. Results

3.1. R.Q.1. What is the washback effect of KPDS and UDS on receptive skills of the Turkish academic
personnel?

3.1.1. Washback on reading

To evaluate the impact of KPDS and UDS on reading participants were asked if they had studied to
improve their reading skill while getting prepared for KPDS and UDS. 85.4% (the mean score is 3.7184)
of the participants stated that they had studied to improve their reading skills since it was tested in KPDS
and UDS. On the other hand, only 3.9% of the participants disagreed that they had studied to improve
their reading skills. The high rate (85.4%) of agree implies that KPDS and UDS have strong positive
washback effect on reading.

3.1.2. Washback on listening

Participants were asked whether they had studied to improve their listening skills although it was
not tested in KPDS and UDS. 77.7% (the mean score is 2.3010) of the participants did not study for
listening skills on account of the fact that it was not tested in KPDS and UDS.

As for proving the negative washback effect of KPDS and UDS on listening skills, the academicians
were also asked whether they would study to develop their listening skill if it was tested. 83.5% of the
participants stated that they would study to develop their listening skills if KPDS and UDS had a part
that tested listening. Only 5.8% of the participants stated that even if KPDS and UDS tested listening
skills, they would still not study to develop this skill.

3.2. R.Q.2. What is the washback effect of KPDS and UDS on productive skills (speaking and writing)
of the Turkish academic personnel?

3.2.1. Washback on speaking

Academicians were asked whether they had tried to improve their listening skill or not although it
was not tested in KPDS and UDS. 77.6% (the mean score is 2.1068) of the participants did not do
anything to develop their speaking skills just because KPDS and UDS did not check how well they
spoke. 77.6% of the participants’ not studying to develop their speaking skills as it was not tested implies
that KPDS and UDS have a strong negative effect on learners’ speaking skills.

So as to clarify the negative washback effect of the tests on their speaking skills participants were
also asked whether they would study to improve their speaking ability if it was tested. 85.5% of the
participants stated that they would study to develop speaking skills if KPDS and UDS had a part testing
it, which can be interpreted as the negative washback effect of these tests on oral skills.
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3.2.2. Washback on writing

In the survey item related to writing skills, participants were asked if they had studied to improve
their writing ability although it was not tested in KPDS and UDS. 78.7% (the mean score is 2.3592) of
the participants stated that they did not study to develop their writing skills since it was not tested in
KPDS and UDS. 78.7% of the participants’ not studying to develop their writing skills as it was not
tested implies that KPDS and UDS have a strong negative effect on learners’ writing skills.

The next survey item about writing skill questions whether the participants would study to improve
their writing skills if it was tested in KPDS and UDS. The strong negative impact of KPDS and UDS on
writing skills confirms the findings of the previous survey item. 86.4% of the participants stated that
they would study to develop their writing skills if KPDS and UDS had a part which test this skill.

3.3. R.Q.3. Are there any significant differences between the development of participants’ productive
and receptive skills regarding the washback effect of KPDS and UDS?

The ANOVA test as shown in Table 2 indicates that the differences in mean scores of reading
between listening (p<<0.001) and writing (p < 0.009) are statistically significant. On the other hand, the
mean scores of reading and speaking provides insignificant results at 0.114 significance level.

Table 2. Analysis of one-way ANOVA for significant differences between reading and other skills

Sum of Squares df Mean Square F Sig.
listening Between Groups 18.805 4 4.701 4.961 .001
Within Groups 92.865 98 948
Total 111.670 102
speaking  Between Groups 6.214 4 1.553 1.912 114
Within Groups 79.612 98 812
Total 85.825 102
writing Between Groups 19.236 4 4.809 3.612 .009
Within Groups 130.473 98 1.331
Total 149.709 102

The ANOVA Test results (as it is seen in Table 3) also indicates significant differences between the

mean scores of listening and reading, between listening and speaking (p< 0.000) and between listening

and writing ( p< 0.001).
Table 3. Analysis of one-way ANOVA for significant differences between listening and other skills
Sum of Squares df Mean Square F Sig.
reading Between Groups 41.108 4 10.277 9.014 .000
Within Groups 111.727 98 1.140
Total 152.835 102
speaking  Between Groups 43.860 4 10.965 25.607 .000
Within Groups 41.965 98 428
Total 85.825 102
writing Between Groups 52.786 4 13.196 13.343 .001
Within Groups 96.923 98 .989
Total 149.709 102
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3.4. R.Q.4. What is the relation between development of participants’ productive and receptive skills
regarding the washback effect of KPDS and UDS?

The correlation analysis of the data indicates a positive relationship between reading and listening
(.404**) and a positive but low correlation between reading and speaking (.263**). As it is shown in
table 4, there is a positive correlation between reading and writing.

Table 4. Analysis of Correlations

reading  listening  speaking writing

reading 1

listening 404" 1

speaking 263" 681" 1

writing 353" .525™ S127 1

**_Correlation is significant at the 0.01 level (2-tailed).

Table 4 indicates that there is a high and positive correlation between listening and speaking (.681%**)
and a positive relationship exists between listening and writing (.525**). There is also a positive
relationship between speaking and writing (r=.512%*%),

4. Discussion

The aim of this study is to investigate the washback effect of two high-stakes language tests (KPDS
and UDS) in Turkey on the receptive and productive skills of the Turkish academic personnel. The
results of the survey analysis both descriptively and statistically reveal that the most positively affected
skill by these language tests is reading skill. This is an indication of the negative washback effect of
KPDS and UDS particularly on the productive skills of speaking and writing and the receptive skill of
listening. The findings of the study are in line with Sevimli (2007) who has studied washback effects of
foreign language component of the university entrance examination. There is also similarity with the
findings of Karabulut (2007) who found that students and teachers focus more on the grammar, reading
and vocabulary which are tested in YGS and ignore the ones that are not tested (listening, speaking,
writing). Rahimi and Nazhand’s (2010) findings about the washback effect of IELTS preparation
courses are also parallel to the results of the current study. They asserted that IELTS exam has a negative
washback effect on the development of speaking skill since the format of the IELTS restricts the
speaking skill.

This result induces the students to work more at developing their receptive skills than their productive
ones with the overflow of multiple-choice questions (Weiping and Juan, 2005). When the structure of
these exams is taken into consideration, it is quite necessary for the participants to try to develop their
reading skills as 75% of the exam requires individuals to have a highly developed reading skill. If people
learn a language with the aim of passing an exam at the end of the learning process, they usually tend to
study the subjects or improve the skills that they will be tested. For example; if an English test does not
involve listening skills, most of the attendees will not have a tendency to improve that specific skill.
This outcome is in line with Wall and Alderson (1993) who assert that a test will influence what students
study. Most of the academic personnel who take KPDS and UDS as an academic requirement of YOK
will mostly focus on passing the exam. As a result, they will not spend any effort to improve the skills
such as listening, speaking and writing that are not included in these tests. This result matches with that
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of Ferman (2004) who explains how washback is observed through an increased focus on skills included
on the test, resulting in “an increase in time allotted for the development of these skills” (p. 204).

The negative washback effect of KPDS and UDS on writing skills of the participants is rather
surprising since the academicians are also expected to publish in international journals to promote in
their academic career which means they should develop their writing ability. However, the results
indicate that the participants are not motivated even by this situation and most of them do nothing to
improve their writing ability. This can be due to the effect of the tests on test takers which is also
supported by Shohamy (1992) and Shohamy et al. (1996) who emphasize that a measurement-driven
system leads to cramming for the test and concentrates attention on the skills that are tested.

Finally, the results of the current study reveal significant differences between the development of
productive and receptive skills of the participants. They do not focus on the skills which are not tested
in the exams. These findings are in line with the findings of Smith (1991), and Shepard (1997) that the
test itself determines what people will study and test like activities are all consequences of external
testing.

5. Conclusions

In conclusion, KPDS and UDS have positive washback effect only on reading skills of the Turkish
academics while these tests have negative on writing, listening and speaking skills. In other words,
productive skills of speaking and writing and receptive skill of listening are totally neglected by the
participants of these tests since these skills are not tested. Alderson and Wall (1993) and Watanabe
(1996) also suggest that tests will have washback effects for some learners, but not for others. When the
structure and content of these exams are taken into consideration, the reason why the participants do not
do any kinds of listening, writing, speaking activities for getting prepared these exams could be easily
understood. Participants are highly interested in developing their reading skills since these exams require
individuals to have highly developed reading skills and knowledge of grammar to get a high score.

However, language tests are expected to integrate all the four skills for assessing test takers’ language
performance. Particularly for speaking skills, Poonpon (2010) found out that speaking tests are
necessary for learners, so this should be included in tests. Furthermore, this is also supported by the
finding of Andrews, Fullilove and Wong (2002), who suggested that adding an oral test would have
some influence on the students’ spoken performances. It is the same for all other receptive and
productive skills. That is, they should take part in a language test if it is expected to assess a more valid
construct of what it really means to know a language. Supporting this, Frederiksen (1984) claims that
if tests fail to assess the abilities that are desired to be fostered, they may cause test bias against teaching
crucial skills that are not tested.

A language test should definitely be multi-faceted. As KPDS and UDS test only grammar and reading
comprehension skill rather than writing, speaking and listening skills, we can say that they are not multi-
faceted tests. In this case, though the primary purpose of these exams is to push the learners to learn a
language with all its dimensions, a complete language learning process is hardly managed due to the
structure and content of these exams.

Consequently, the test designers in Turkey should design and use alternative language assessment
tests which include all the dimensions of language performance considering the fact that academicians
have to compete with their counterparts in the international arena. It should well-motivate the test takers
and consider the other elements of the language education context such as teaching practices, learners’
needs, curricular objectives, materials and so forth instead of just focusing on academic promotion.
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Appendix A.
Questionnaire

1. Age: 22-31 () 3241 () 42-51 () 52+()
2. Gender: Male ( ) Female( )

3. Title:
Assistant Professor ( ) Research Assistant () Lecturer ( )

4.Field of Study:
Social Sciences ( ) Science ( ) Health ()

5. How long have you been studying for KPDS and UDS?
0-1Year () 2-4 Years( ) 5-7 Years( ) 8 or more ( )

B- Please read the following items carefully and cross (x) the one that suits you best.

Definitely disagree
Disagree

No Idea

Agree

Definitely agree

1- I do reading activities such as reading a novel, an article, a (
magazine in order to get a valid point from KPDS and UDS.

~
~
~
~
~
~
~
~
~

2- 1 do listening activities in order to get a valid point from () |«
KPDS and UDS.

~
~
~
~
~
~
~

3- I do speaking activities in order to get a valid point from
KPDS and UDS. ) (CH e [CH )
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4- 1 do writing activities in order to get a valid point from KPDS
and UDS.

(

)

5- Going abroad for language education is necessary in order to
get a valid point from KPDS and UDS.

6- Extra help such as attending a private English course is
needed in order to get a valid point from KPDS and UDS.

7- Test strategies and tactics need to be learned in order to get a
valid point from KPDS and UDS.

8- Too many preparation tests should be solved in order to get a
valid point from KPDS and UDS.

9- KPDS and UDS increase my willingness of learning English.

10- KPDS and UDS decrease my willingness of learning
English.

11- 1 feel stressed and pressurized due to KPDS and UDS.

12- 1 feel more anxious because I have to pass KPDS or UDS to
get a academic promotion.

13- Feeling that I will not be able to get a valid point from
KPDS or UDS negatively affects my studies and my attitude
towards English.

14- I study to improve my grammar knowledge since it is tested
in KPDS and UDS.

15- T study to improve my vocabulary knowledge since it is
tested in KPDS and UDS.

16- I study to improve my reading comprehension since it is
tested in KPDS and UDS.

17- 1 do not study to improve my pronunciation since it is not
tested in KPDS and UDS.

18- I would study to improve my pronunciation if it was tested
in KPDS and UDS.

19- 1 do not study to improve my speaking since it is not tested
in KPDS and UDS.

20- I would study to improve my speaking if it was tested in
KPDS and UDS.

21- I do not study to improve my listening since it is not tested
in KPDS and UDS.

22- 1 would study to improve my listening if it was tested in
KPDS and UDS.

23- 1 do not study to improve my writing since it is not tested in
KPDS and UDS.

24- 1 would study to improve my writing if it was tested in
KPDS and UDS.

25- KPDS and UDS influence my English in a positive way.

26- KPDS and UDS influence my English in a negative way.
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Tiirkiye’de diizenlenen iki énemli dil sinavinin (KPDS ve UDS)
akademik personelin algisal ve iiretken dil becerileri lizerine geriye doniik etkisi

Oz

Testlerin, genel olarak egitim 6zel olarak da dil egitimi iizerindeki etkisi anlamina gelen geriye doniik etki
caligmalari, giiniimiizde egitim alaninda oldukga popiilerdir. Bu ¢alisma, Tiirkiye’de diizenlenen iki 6nemli sinav
olan KPDS ve UDS iizerine odaklanmistir. Calismanin temel amaci, bu testlerin akademisyenlerin iiretken ve
algisal becerileri iizerindeki etkisini arastirmaktir. Arastirmaya Nevsehir Universitesinde ¢alisan 103 akademik
personel katilmistir. 26 6geli bir anket tasarlanip 103 akademik personele uygulanmustir. Veriler betimsel (frekans,
yiizdelik, medyan, standart sapma) ve istatistiksel olarak iiretken ve algisal beceriler arasinda anlaml fark olup
olmadigini bulmak i¢in ANOVA kullanilarak analiz edilmistir. Sonug olarak, okuma ve yazma; okuma ve dinleme
arasinda istatistiksel olarak anlamli fark bulunmusg fakat okuma ve konusma arasinda anlamli fark bulunmamastir.
Anahtar sozciikler: Onemli Smavlar; KPDS; UDS; geriye déniik etki
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Oz

Tiirkge renk adlar1 agisindan ¢ok zengin bir dildir. Ancak bu zenginlige ragmen renk adlarmnin dil bilimsel
islevselligi ve 6zel ad vermedeki yeri iizerine ¢aligmalar oldukga yeni ve yetersizdir. Bu ¢alisma, renk adlarinin
ad bilimindeki yeri ve Tiirk¢e 6zel ad vermedeki islevini ortaya koymaya caligmaktadir. Bu ¢alismada ilk dnce
harita ve sozliik gibi temel kaynaklardan 6zel adlar taranmig, daha sonra bu 6zel adlarda kullanilan renk adlarinin
siklik ve igerik analizi yapilmstir. Tiirtkce 6zel ad vermede, toplam 17 farkli renk adinin kullanildigt
goriilmiistiir. Dilin ¢evrim alaninda daha uzun siiredir var olan, kara, ak, gk ve sar1 gibi kadim renk adlar1 daha
fazla tercih edilmistir. Bu renk adlari, daha eski tarihlerden bu yana kullanilageldiklerinden daha genis bir
kavram alanina sahiptir. Farkli 6zel ad tiirlerinde bazi renk adlari, kavram alanlarindaki anlamlara gére daha ¢ok
tercih edilebilmektedir. Kisi adlari, kadim renk adlarmin yaninda daha yeni renk adlarmin da tercih edildigi
dinamik bir alan olarak gézlemlenmistir. Bu ¢aligma sonug olarak Tiirk¢e renk adlarinin ¢ok zenginligini ve 6zel

ad vermede dil bilimsel olarak islevselligini ortaya koymustur.
© 2013 The Authors and JLLS - Published by JLLS.

Anahtar sézciikler: renk adlari; 6zel adlar; ad bilimi

1. Giris

Dillere yeni sozciik eklemenin gesitli yollar1 vardir. Tiirkge ile bigim ve dizim agisindan benzerlik
gosteren dillerde tiiretme ve sozciikleri birlestirme; bu yollardan en yaygin olanidir. Renk adlari; bu
amagla tliretme ve sozciik birlestirmede siklikla kullanilmaktadir. Tiiretme ve birlestirmede renk
adlarmin kullanimi, Tiirk¢e konusurlarinin da siklikla kullandiklar unsurlardandir.

Renk adlarinin zenginligine ve Tiirk¢e s6z varligina katkilarma dair ¢aligmalar oldukg¢a yenidir.
Nevruz ve Renkler Sempozyumu’nda (2001), Tiirk¢e renk adlariyla ilgili bir dizi bildiri sunulmus ve
bunlar basilmigsa da ¢aligmalarin dil bilimsel degil de daha ¢ok antropolojik bakis agisina sahip
oldugu goriilmektedir. Tiirk¢edeki renk adlarini dil bilimsel bakis agisiyla ele alan bir ¢alisma Kaymaz
(2000) tarafindan yapilmistir. Kaymaz, renk adlarin1 Orhon Yazitlarindan baslayarak bi¢im ve kavram
gostergelerine gore siniflamigtir. Bununla birlikte, ¢alisma, renk adlarinin s6zliiksel kapsamlariyla
sinirlandirilmistir.

Renk adlarinin dil bilimsel degerleriyle ilgili bir dizi ¢alisma da Bayraktar (2003-2010) tarafindan
yapilmigtir. Bu ¢alismalar, Berlin ve Kay (1969, ss. 2-3) tarafindan gergeklestirilen biitiin diller igin
renk terimleri siniflandirmasi temel alinarak hazirlanmigtir. Berlin ve Kay, ¢aligmalarini Saphir ve
Whorfun “biitiin dillerde renk terimlerinin temel benzerlikleri vardir” ilkesine dayandirmislardir.
Berlin ve Kay’in renk terimleri hipotezinde baglica su renk adlar1 temel alinmistir: beyaz, siyah,
kirmizi, yesil, sar1, mavi, kahverengi, mor, pembe, portakal rengi ve gri. Bu renkler, ¢esitli niteliklere

* Bu makale, “Renk Adlarinin Tiirkgede Ozel Ad Yapiminda Kullanimi” adli bildirinin gézden gegirilmis bigimidir.
Nesrin Bayraktar. Tel.: +286-218-0018 / 1785
E-mail address: bnesrin@yahoo.com
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sahip bir¢ok dilde incelenmis ve tiim dillerin igerdikleri renk adlara goére 7 ayri tipe ayrildig1 tespit
edilmistir. Bu gruplar soyledir:

1. Biitiin dillerde mutlaka beyaz ve siyah renk adlar1 bulunmaktadir.

Bir dil 3 renk ad1 igeriyorsa, ilk gruptaki renkler ve ek olarak kirmizi renk adi vardir.

3. Bir dil 4 renk adi igeriyorsa, ikinci gruptakiler ve ek olarak yesil veya sar1 (ikisi birden degil)

renk ad1 vardir.

4. Bir dil 5 renk adi iceriyorsa, tigiincii gruptakiler ve ek olarak yesil ve sar1 (ikisi birden) renk adi

vardir.

5. Birdil 6 renk adi igeriyorsa, dordiincii gruptakiler ve ek olarak mavi renk ad1 vardir.

6. Bir dil 7 renk adi i¢eriyorsa, besinci gruptakiler ve ek olarak kahverengi renk ad1 vardir.

7. Bir dil 8 renk adi igeriyorsa, altinct gruptakiler ve ek olarak mor, pembe, portakal rengi veya

gri renk adlarindan biri ya da bunlarin birlesiminden olusmus bir renk adi vardir.

Bu tiplemede dillerin gelisimi, renklerin ¢ogalmasiyla paralellik gostermektedir. Bagka bir deyisle,
diller gelistikce renkler ayrismaya ve ¢ogalmaya baglamaktadir. Koktiirklerden bu yana renklerin pek
cogunun takip edildigi diisiiniildiigiinde Tiirk¢enin, kara, ak, al, sarig ve kék renklerini barindiran
Koktiirkge doneminde -hi¢ degilse- dordiincii tipte oldugu anlagilmaktadir. Karahanl Tiirkgesine ait
eserlerdeki renklere bakildigindaysa renk ¢esitliliginin altinct hatta yedinci tipe ulastigi goriilmektedir.
Bu da bir yandan Tiirk¢enin kadimligini, 6te yandan da tarih boyunca izledigi gelisim ¢izgisini
gostermektedir.

Tiirk¢ede renk adlarinin 6zel bir yeri vardir. Renkler pek c¢ok dilden farkli olarak, kendi alt
tonlarma ayrilirken dogal yasamdan faydalanarak en temel o6zellikleri olan soyutlugu kaybederek
somutlasirlar. Ornegin visnegciiriigii, giilkurusu, vapurdumani, giivercinboynu, yavruagzi gibi renk
adlart; dogadan gelen belirgin ayirt edici 6zellikler yardimiyla somutluk kazanmistir. renklerin en
temel 6zelligi olan soyutluk kaybolmustur.

Tiirkgede renk adlarinin dikkat gekici bir 6zelligi de sozciik tiiretmede siklikla kullanilmalaridir.
Hayvan, bitki, esya, hastalik, yemek, oyun gibi giinlilk yagsamda siklikla rastlanan birlesik adlarin
yapiminda renklerden yogun bir sekilde faydalanilir. Renkler sézciik tliretmenin yaninda 6zel adlarin
yapiminda da kullanilir. Bu 06zel adlar; ad biliminin (onomastique) dallar1 olan kisi adlar
(antrophonomy); dag ve yiikselti adlar1 (horonymy); deniz, g6l ve su adlar1 (hidronymy) ile sehir ve
yerlesim yeri adlar1 (toponymy) alanlarinin tiimiinde goriiliir.

Giris kisminin ilk boliimiimde de belirtildigi {izere renklerin ad yapimindaki yeri ve énemi ile ilgili
calismalar olduk¢a yenidir. Ozellikle dzel ad yapiminda renk adlarinin kullanimina dair detayli ve
sistematik bir ¢alisma bulunmamaktadir. Boylesi bir ¢alisma, Tiirk¢ede 6zel ad yapiminda renk
adlarinin potansiyeline dair 6nemli ipuglar1 sunabilir.

2. Calisma

Bu ¢alismada renk adlarinin ad biliminin bu dort alaninda kullanimi iizerinde durulacak, renk
adlarmin 6zel adlar olusturmada kullanim siklig1 ve bunun 6nemi agiklanmaya calisilacaktir.

3. Yontem

Bu calisma bir kaynak taramasi ve renk adlariin semantik analizi lizerine kurulmustur. Burada,
kaynakcada da goriilecegi gibi gesitli sozliik ve atlaslardan renk adlarini igeren 6zel adlarla ilgili bir
tarama yapilmistir. Degerlendirme sirasinda ise renk adlari; 6zel adlarda ilk ya da ikinei sozciik olarak
yer almasi veya yapim ya da ¢ekim eki almis bicimde olmasi durumunda da ¢alismanin kapsamina
dahil edilmistir. Bunun yaninda renk adinin Tiirk¢enin tarihi donemlerine ait bigimleri (saru gibi) ve
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ses degisimine ugramus bicimleri (ag, gog gibi) de calismaya dahil edilmistir. incelenen renk adinin ad
biliminin alt dallarindan herhangi birinde saptanamamasi durumunda ek bir agiklama yapilmamustir.
Ayrica ad biliminin alt dallarindan hareketle yapilacak bir siniflandirma daha karmagik olabilir
diistincesiyle renk adlarindan hareketle smiflandirma yapilmistir. Yer adlari incelenirken parantez
icindeki K kdyii, B beldeyi, I ilgeyi, A aday1, Bur. burnu, parantezsiz kullanimlar il merkezlerini; kisi
adlan incelenirken K admn kiz adi oldugunu, E erkek adi oldugunu, K/E hem kiz hem de erkek adi
olarak kullanildigini1 gostermektedir.

4. Bulgular

Yapilan tarama sonucunda 6zel ad yapiminda 17 farkli renk adinin kullanildig: tespit edilmistir.
Bunlar alfabetik sira ile ak, al, ala, beyaz, boz, ¢akir, gék, kara, kir, kirmizi, kizil, mavi, mor, pembe,
sari, siyah, yesil renk adlaridir. Tablo 1'de tespit edilen renk adlarinin 6zel ad yapimindaki kullanim
sikligini sunmaktadir.

Tablo 1. Renk adlari iceren 6zel adlarin toplam degerleri

g ©

N o = o © = =

< — < g — = — — = —

v - = 7 ¥ % £ & & £ ® F 5 E § & %
2 2 2 A a2 S & 89 G & & 5 5 2 & &HF 5
516 40 101 10 134 57 234 547 58 4 158 4 12 7 217 1 78

TOPLAM: 2178

Tablo 1’de yer alan verilere gore renk adlartyla olusturulmus toplam 2178 6zel ad saptanmustir.
Ozel ad olusturmada en sik kullanilan renk adlar1 kara, ak, gék ve saridir. Onlar sirasiyla kizil, boz,
ala, yesil, kir, ¢cakir, al, mor, beyaz, pembe, kirmizi, mavi ve siyah izlemektedir. Bu boliimde oncelikle
renk adlarinin taramasindan elde edilen bulgular betimlenecektir. Bulgular renk adlarmin kullanim
sikligina gore sunulmaktadir. Bu renk adlart ad biliminin kapsamina giren yer, dag, su ve kisi adlar
acisindan degerlendirilecektir. Sonraki boliimde de renk adlarmin ad yapimindaki yeri ile genel bir
degerlendirme yapilacaktir.

Kara

Kara renk adimi igeren 436°s1 yer adi, 11’1 dag adi, 16’s1 su adi, 84’1 kisi ad1 olmak {izere toplam
547 6zel ad saptanmigtir

Kara renk adwyla yer adlart
Kara renk adimni igeren ikisi il, 17’si ilge, 33’1 belde, 381’1 kdy, biri ada, ikisi burun olmak iizere

toplam 436 yer ad1 saptanmustir.

Afyon Karahisar(il) ~ Karaaba (K) Eynekaraca (K) Karaamca (K)  Karabas(K) Agzikaraagag(K)
Balkaraagagoren(K) Karaagil(B) Karaabalar (K) Karaardi¢c (K)  Karabag(K) Agzikarahan (K)
Bagkaraagacoren(K) Karaagil(K) Karaabal1 (K) Karaarkag (K)  Karabahge(K) Dagkaraagag (K)
Belkaraagagoren(K) Karaagiz(K) Karaabdal (K) Karaarslan(K)  Karabahsis(K)  Eskikaraagag(K)
Karaagackuyusu(K) Karaaga (K) Karaagac (K) Karaatli (K) Karabakir (K) Eskikaradana(K)
Karaalikacag: (K) Karaalani(K) Karaagach (K) Karaaydin (K) Karabalgik(K)  Karabacak (K)
Karabezirgan (K) Karaali (B) Karabacaklar(K)  Karaayit (K) Karabagli (K) Karabaglar (K)
Karaboynuzlar (K) Karaali (K) Karabacakl (K) Karaazap (K) Karabedir (K) Karabahadir (K)
Karabogiirtlen (K) Karabey (K) Karaagacalani(K) Karababa (K)  Karabenli (K) Karaboncuk (K)
Karacakoy (K) Karabulu(K) Karabayat (K) Karabiyikli(K) Karabork (K) Karaboyalik (K)
Karacakuyu (K) Karabulut(K) Karabayir (K) Karabiga (B) Karabul (K) Karabdciilii (K)
Karacaoba (K) Karabucak(K)  Karabeyler (K) Karabodur (K) Karaburg (K) Karaborklii (K)
Karacaoglan (B) Karabudak(K) Karabeyli (K) Karabogaz(K) Karaca (K) Karacaagag(K)
Karacaoglan (K) Karabulak(K)  Karabiyik (K) Karaboya (K)  Karabiik (i) Karacaahmet(K)

Karagaygoleti (K) Karaburna(K)  Karabulduk (B) Karacalar (K)  Karabiik (K) Karacahiiyiik(K)
Karagobanpmari(K) Karaburun(K)  Karaburglu (K) Karacali (K) Karacagiir (K) Karacakiglak (K)



98 Nesrin Bayraktar / Journal of Language and Linguistic Studies, 9(2) (2013) 95-114

Karadiginderesi (K)

Karadurmuslu (K)
Karaelbistan (K)
Karaevligavus (K)
Karaevligeris (K)
Karagomlek (K)
Karagoz (K)
Karagozler (K)
Karagiiciik (K)
Karagiilliialan (K)

Karahiiyiikavsar (K)

Karahankdy (K)
Karahasan (B)
Karahasan (K)
Karahasanl (B)
Karakabaagag (K)
Karainebeyli (K)
Karakese (K)
Karakesek (K)
Karakestane (K)
Karakisla (K)
Karakislake1 (K)
Karakizlar (K)
Karakimse (K)
Karakiraz (K)
Karakova (K)
Karakoyun (K)
Karakoyunlu (K)
Karamanca (K)
Karamandere (K)
Karamankas1 (K)
Karamanlar (K)
Karamukmolla (K)
Karanlikdere (K)
Karaoglanlar (K)
Karaoglanli (B)
Karaoglanl (K)
Karaoyunca (K)

Karasukabaklar (K)

Karatasterziler (K)
Karaselendi (K)
Karapiirgek (B)
Karapiirgek (K)
Karatoprak (B)
Karatoprak (K)
Karasungur (K)
Karayanalak (K)
Karayaprak (K)
Karayagmak (K)
Karayazicilar (K)
Karaytiriikli (K)
Karayavsan (K)
Sebinkarahisar (I)
Tahtakaradut (K)
Yesilkaraman (K)
Karayonca (K)
Karnikara (K)

Karaburun(K)  Karaburhan (K)
Karacaburg(K) Karacaoglu (K)
Karacadere(K) Karacadzii (K)
Karacasu (1) Karacapinar (K)
Karacasu (K) Karacarslan (K)
Karacasu (1) Karacomak (K)
Karacasu (K) Karagokek (K)
Karacik (K) Karagortlen (K)
Karacuma (K)  Karagubuk (K)
Karacurun (K) Karaduman (K)
Karagagil (K)  Karadurakl (K)
Karadag (K) Karaerkek (K)
Karadana (K)  Karaevli (K)
Karaguha (K)  Karaevliya (K)
Karadede (K) Karagegmis (K)
Karademir (K) Karagedik (K)
Karadere (B) Karageyikli (K)
Karadere (K) Karagoger (K)
Karagol (K) Karagolli (K)
Karagolet (K)  Karagiiney (K)
Karag (K) Karagiiveg (K)
Karahaci (K) Karahacili (K)
Karagiir (K) Karagiindiiz (K)
Karahidir (K) Karakazan (K)
Karahisar (K)  Karakeg¢i (B)
Karakadi (K) Karakegi (K)
Karakale (K) Karakegili (B)
Karakapi (K) Karakegili (K)
Karakiligh (K)  Karakocali (K)
Karakiran (K)  Karakogan (i)
Karakisik (K)  Karakocan (K)
Karakiz (K) Karakoglar (K)
Karakése (1) Karakozan (K)
Karakése (K) Karakdgek (K)
Karakoy (B) Karakoprii (B)
Karakdy (K) Karakoprii (K)
Karaalan (K) Karalarbasi (K)
Karalar (K) Karaleylek (K)
Karakuzu (K)  Karalgazi (K)
Karaman (I) Karamiirsel (1)
Karaman (il) Karanar (K)
Karaman (K) Karandere (K)
Karalmsm (I) ~ Karansil (K)
Karant1 (K) Karaseving (K)
Karaoba (K) Karasoku (K)
Karaot (K) Karapir (K)
Karao6z (K) Karapolat (K)
Karapmar (I)  Karasakal (K)
Karapmnar (K)  Karasalkim (K)
Karasu (1) Karateke (K)
Karasu (K) Karatekeli(K)
Karasar (B) Karatekin (K)
Karasar (K) Karatepe (K)
Karavelet (K)  Karayayla (K)
Karaveli (K) Karayaz (1)
Karayiin (B) Karsandikl1 (K)
Kara Ada (Mugla)

Kara renk adiyla dag adlar
Kara renk adini igeren li¢li siradag, yedisi dag, biri dag gecidi olmak iizere toplam 11 dag adi

saptanmuistir.

Karanlik Dag (Giresun)
Kara Giiney Daglar (Kirikkale)

Karadag (Karaman)

Karakus Dag1 (Afyon)

Karaca Dag (Konya)
Karacadag (S. Urfa)
Karadaglar (Trabzon)
Akgakara Dag1 (Mus)

Karacalik (K)  Karacakas (K)
Karacan (K) Karacahisar(K)
Karacabag (K) Karacakaya(K)
Karacabey (I)  Karacakdy (B)
Karacadag (B) Karacadmer(K)
Karacadag (K) Karacadren (B)
Karagal (K) Karacadren (K)
Karagali (K) Karacasehir(K)
Karagali (K) Karacatepe (K)
Karagalti (K) Karacausagi(K)
Karagam (K) Karacavus (K)
Karagarli (K) Karagay1r (B)
Karagay (B) Karacayir (K)
Karagay (K) Karagebis (K)
Karadat (K) Karadut (K)
Karaday1 (K) Karaelli (K)
Karadereli (K) Karaelma (K)
Karadibek (K) Karadin (K)
Karadirek (B)  Karadulda (K)
Karadirlik (K)  Karafakili (K)
Karadivan (K) Karafasil (K)
Karadogan(K)  Karagegit (K)
Karadona (K)  Karagobek (K)
Karahoca (K)  Karaincirli (K)
Karain (K) Karakabak (K)
Karainler (K)  Karakagak (K)
Karaisa (K) Karakamis (K)
Karaisali () Karakent (K)
Karakes (K) Karakisi (K)
Karakesli (K)  Karakoca (K)
Karakil (K) Karakog (K)
Karakilig (K) Karakol (K)
Karakéoseli(K)  Karakur (K)
Karakulak (B)  Karakurt (B)
Karakulak (K)  Karakurt (K)
Karakurun (B)  Karakurtlu (K)
Karakus (K) Karali (K)
Karakuslu (K)  Karalik (K)
Karakuyu (K)  Karalli (K)
Karakuz (K) Karamolla (K)
Karamelik (K) Karamuk (K)
Karamese (K)  Karamuklu (K)
Karamik (K) Karaorman (K)
Karaoglak (K) Karaoglu (K)
Karaoglan (B)  Karaoluk (K)
Karaoglan (K) Karapazar (K)
Karasar (K) Karapelik (K)
Karasati (K) Karapergin (K)
Karasaver (K)  Karatoklu (K)
Karatas (B) Karatop (K)
Karatas (1) Karatus (K)
Karatas (K) Karaurgan (B)
Karayagc1 (K)  Karaurgan (K)
Karayahsi(K)  Karayemis (K)
Karayatak (K)  Karayenice (K)
Karayiin (K) Kizkaraca (K)
Kara Burun (Mugla)

Karabiirgek (K)
Karacaali (K)
Karacaardig (K)
Karagalilik (K)
Karagergili (K)
Karagimen (K)
Karagoban (K)
Karagokrak (K)
Karagukur (K)
Karadayilar (K)
Karadigin (K)
Karadiken (K)
Karadikmen (K)
Karadonalar (K)
Karadonu (K)
Karadoru (K)
Karadoruk (K)
Karaelmacik (K)
Karahiiyiik (K)
Karaigdemir (K)
Karahall1 (I)
Karahan (K)
Karahayit (K)
Karakas (K)
Karakavak (K)
Karakavuk (K)
Karakaya (B)
Karakaya (K)
Karakoglu (K)
Karakolan (K)
Karakolkoy (K)
Karakollar (K)
Karakusunlar(K)
Karakuzulu (K)
Karakiitiik (K)
Karamagara (B)
Karamagara (K)
Karamanli (B)
Karamanli (K)
Karamazak (K)
Karamehmet (K)
Karansil (K)
Karansilli (K)
Karaotlak (K)
Karaova (B)
Karaova (K)
Karadren (K)
Karaseki (K)
Karasel (K)
Karagekir (K)
Karaseyh (K)
Karatavuk (K)
Karaterzi (K)
Karayilan (K)
Karayokus (K)
Sarkikaragag (1)

Karatas Burnu (Adana)

Karagdol Daglari (Tunceli)
Karadag (Erzincan)
Karabel Gegidi (Van)
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Kara renk advyla su adlart
Kara renk admi igeren biri deniz, besi nehir, ligii gol, li¢ii baraj, biri korfez, ikisi ¢ay, biri dere

olmak iizere toplam 16 su adi1 saptanmustir.

Karadeniz

Karakaya Baraj Golii (Diyarbakir)
Kara Dere (Balikesir)

Karaidemir Baraj1 (Tekirdag)
Karakaya Baraji (Elaz1g)
Karabogaz Goli Korfezi (Samsun)

Kara renk adwyla kisi adlar
Kara renk adin1 igeren 79’u erkek, iicii kiz, ikisi hem erkek hem de kiz adi1 olmak iizere toplam 84

kisi ad1 saptanmustir.

Bagkara (E)
Baykara (E)
Beykara (E)
Bozkara (E)
Karabulut (E)
Karabiikey (E)
Karaca (K/E)
Karacabey (E)
Karakaya (K)
Karakiz (K)
Karakoca (E)
Karakog (E)
Karasungur(E)
Karasiiyek (E)

Ak

Calkara (E)
Cankara (E)
Caykara (E)
Erenkara (E)
Karacakurt (E)
Karacan (E)
Karaci (E)
Karagar (E)
Karakose (E)
Karakucak (E)
Karakurt (E)
Karakus (E)
Karasin (E)
Karamik/Karamuk (E)

Karatag Golii (Burdur)

Karababa Baraji (

S. Urfa)

Karagay Nehri (Erzurum)
Karakus Cay1 (Tokat)
Karabogaz Golii (Samsun)

Kara (E) Karaaslan (E)
Karaabat (E) Karabag (E)
Karaakn (E) Karabas (E)
Karaalp (E) Karabatak (E)
Karacay (E) Karadeniz (E)
Karagelik (E) Karadogan (E)
Karadag (E) Karaduman(E)
Karademir(E) Karadut (K)
Karakut (E) Karamut (E)
Karakuz (E) Karamiirsel(E)
Karaman (E) Karan (E)
Karata (E) Karatiin (E)
Karatan (E) Karayagiz (E)

Karatas (E)

Karayel (E)

99

Karasu Nehri (Nevsehir)
Karasu Nehri (Erzurum)
Karasu Nehri (Erzincan)

Karasu Cay1 (Van)
Kara Irmak (Rize)

Karabay (E)
Karabet (E)
Karabey (E)
Karaboga (E)
Karaefe (E)
Karaer (E)
Karagoz(K/E)
Karahan (E)
Karanalp (E)
Karanbay (E)
Karaoglan(E)
Karaoguz (E)
Taykara (E)
Uckara (E)

Karaborii (E)
Karabudun (E)
Karabugday(E)
Karabugra (E)
Karaisik (E)
Karakalpak (E)
Karakan (E)
Karakas (E)
Karaérs (E)
Karapars (E)
Karasal (E)
Karasu (E)
Karatay (E)
Karatekin (E)

Taranan kaynaklarda ak renk adini igeren 292°si yer, 19°u dag, 17’si su ve 188’1 kisi ad1 olmak
tizere toplam 516 6zel ad saptanmigtir. Ak renk adi ile tiiretilen 6zel adlarin asagida verilmektedir.

Ak renk adiyla yer (Toponymy) adlari
Burada ak renk adinin ag bigimi ve yapim ek almig bigimleri de listeye dahil edilmistir. Tiirkiye

sinirlar1 i¢inde ak renk admi igeren tek il, Aksaray’dir. Ak renk adini igeren onu ilge, yirmi dordi
belde, yiiz elli altis1 kdy ve biri ova olmak iizere 292 adet yer adi vardir. Bunlar asagida verilmektedir.

Aksaray (il)
Akseki (1)
Akpazar (B)
Akdag (B)
Akkus (B)
Akcaova (B)
Agcakegi (K)
Agcakegili(K)
Agcakent (K)
Agcakesek(K)
Akburg (K)
Akburun (K)
Akbiik (K)
Akga (K)
Akyiiz (K)
Akgagoze (K)
Akgagiil (K)
Akgakegili(K)
Akgasir (K)
Akgasoku (K)
Akgevre (K)
Akgayar (K)
Akcukur (K)

Aksaray Ovasi
Akdagmadeni (1)
Akyaka (B)

Agli (B)
Akgakent (B)
Akgasir (B)
Akgabudak (K)
Akgakoyunlu (K)
Akgasusurluk (K)
Agmusa (K)
Agcakoca (K)
Akgaalan (K)
Akgaavlu (K)
Akgabaglar (K)
Akgabey (K)
Akgagiin(K)
Akgagiiney (K)
Agcamahmut (K)
Akgasogiit (K)
Akgasu (K)
Akgigek (K)
Akgayazi (K)
Akgakisla (K)

Akhisar (1)
Akgakale (1)
Aktuzla (B)
Aksu (B)
Akkoy (B)
Akgay (B)
Akbaba (K)
Akbag (K)
Akbaglik (K)
Akballi (K)
Akgabeyli (K)
Agcil (K)
Akgaburg (K)
Akgabiik (K)
Akgacal (K)
Akgainis (K)
Agsar (K)
Akgakent (K)
Agcal1 (K)
Akgatarla (K)
Akgigdem(K)
Akgayir (K)
Akdag (K)

Akyaz ()
Aksehir (1)
Aksakal (B)
Akdemir (B)
Akkaya (B)
Akgapinar (B)
Akbenli (K)
Akbryik (K)
Akbryiklar (K)
Akbryikli (K)
Akgacalar (K)
Akgagali (K)
Akgcagaliusag (K)
Akgacam (K)
Akgacay (K)
Akgakamis (K)
Akgakavak (K)
Akgakese (K)
Akgatas (K)
Akgatepe (K)
Akgir (K)
Akgayurt (K)
Akdam (K)

Akgadag (1)
Akseki (1)
Akyurt (B)
Akpinar (B)
Akmese (B)
Akkisla (B)
Akbugday (K)
Akbulak (K)
Akbulgur (K)
Akbulut (K)
Akbilek (K)
Akcadam (K)
Akgadere (K)
Akgagedik (K)
Akgagil (K)
Akgakaya (K)
Akgakaynak(K)
Akgakisrak (K)
Akbudak (K)
Akcatoprak(K)
Akgiris (K)
Akegeltik (K)
Akdamar (K)

Akgakoca ()
Akgaabat ()
Akgakisla (B)
Akziyaret (B)
Aksar (B)
Akoren (B)
Agcin (K)
Akgakdy (K)
Akgcakusak(K)
Akgakuzu (K)
Akgaldren (K)
Agcakaya (K)
Akgaova (K)
Akgadren (K)
Akbelenli (K)
Akgapinar (K)
Akgasaz (K)
Agcagiiney (K)
Akamber (K)
Akgay (K)
Akgortlen(K)
Akgenger (K)
Akdana (K)
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Agcaalan (K)
Akdere (K)
Akdiz (K)
Akduman (K)
Akduran (K)
Akdurmug(K)
Akdiiven (K)
Akgecit (K)
Akkoca (K)
Akkocal1 (K)
Akkog (K)
Akkonak (K)
Akkosan (K)
Akorii (K)
Akbasak (K)
Agar (K)
Akseki (K)
Agart1 (K)
Agayli (K)
Aksinik (K)
Aktarla (K)
Akyap1 (K)
Akyaprak (K)
Akyar (K)
Akyuva (K)
Kanliakat (K)

Akdegirmen (K)
Akdemir (K)
Akdizgin (K)
Akgedik (K)
Akgelin (K)
Akgol (K)
Akgomlek (K)
Akgoz (K)
Akkovanli (K)
Akkoyunlu (K)
Akkoz (K)
Akkoprii (K)
Akkose (K)
Akorengarsak(K)
Akdrenkisla (K)
Aksaz (K)
Aksoy (K)
Aksogiit (K)
Aktas (K)
Aktaskurtlar (K)
Aktastekke (K)
Akyarma (K)
Akyayik (K)
Akyayla (K)
Akytinlii (K)
Eskiakéren (K)

Kara renk advyla dag adlar

Akdede (K)
Akdik (K)
Akdogan (K)
Akgoze (K)
Akgiimiis (K)
Akgiin (K)
Akgiiney (K)
Agoren (K)
Akalan (K)
Akkoy (K)
Akkum (K)
Agcadren (K)
Akbinek (K)
Akpazar (K)
Aksi1gin (K)
Aksicim (K)
Aksinir (K)
Aksorgug (K)
Aktepe (K)
Aktoprak (K)
Aktuglu (K)
Akbas (K)
Akyazi (K)
Akyele (K)
Kirliakg¢a (K)
Agcakoyun(K)

Akbay1r (K)
Akdogantekke (K)
Akdogmus (K)
Akhoca (K)

Akin (K)
Akkavak (K)
Akbelen (K)
Akkaya (K)
Akkus (K)
Akkuyu (K)
Akkuzulu (K)
Aklar (K)
Akmanlar (K)
Akorensokiiler(K)
Akpinarbeleni (K)
Akagag (K)

Aksu (K)

Aksular (K)
Aktulga (K)
Aktuluk (K)
Aktutan (K)
Akyemis (K)
Akyer (K)
Akyildiz (K)
Akyokuskavagi(K)
Eskiakcaalan (K)

Akdamla (K)
Akdiken (K)
Akdogu (K)
Akkaynak (K)
Akkegi (K)
Akkegili (K)
Akkese (K)
Akkilig (K)
Akbucak (K)
Akoba (K)
Akocak (K)
Akoluk (K)
Akova (K)
Akbaslar (K)
Aksakal (K)
Aksungur (K)
Aksutekke (K)
Aksiit (K)
Agyazi (K)
Aktuzla (K)
Akusagi (K)
Akyokus (K)
Akyol (K)
Akyola (K)
Akyiirek (K)
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Akdari (K)
Akdilek (K)
Akdoruk (K)
Akkinlar (K)
Akkirag (K)
Akgati (K)
Akkisla (K)
Akkirpi (K)
Akgakoyun(K)
Akoren (K)
Akbogaz (K)
Akpinar (K)
Akpinarl (K)
Aksagli (K)
Aksal (K)
Aksiitlii (K)
Akgakonak (K)
Aksar (K)
Agcalar (K)
Akyaka (K)
Akyamag (K)
Akyumak (K)
Akboga (K)
Akyurt (K)
Akgakoca (K)

Kara renk adini igeren li¢li siradag, yedisi dag, biri dag gecidi olmak iizere toplam 11 dag adi

saptanmuistir.

Karanlik Dag (Giresun)

Kara Giiney Daglar (Kirikkale)
Karadag (Karaman)

Karakus Dag1 (Afyon)

Kara renk adwyla su adlart

Karaca Dag (Konya) Karagdl Daglari (Tunceli)
Karacadag (S. Urfa) Karadag (Erzincan)
Karadaglar (Trabzon) Karabel Gegidi (Van)
Akgcakara Dag1 (Mus)

Kara renk adini iceren biri deniz, besi nehir, licli gol, licli baraj, biri korfez, ikisi ¢ay, biri dere
olmak iizere toplam 16 su adi1 saptanmustir.

Karadeniz

Karakaya Baraj Golii (Diyarbakir)
Kara Dere (Balikesir)

Karaidemir Baraj1 (Tekirdag)
Karakaya Baraj1 (Elaz1g)

Karabogaz Golii Korfezi (Samsun)

Kara renk adyla kisi adlar

Karatas Golii (Burdur)
Karababa Baraji (S. Urfa)
Karagay Nehri (Erzurum)
Karakus Cay1 (Tokat)
Karabogaz Go6lii (Samsun)

Karasu Nehri (Nevsehir)
Karasu Nehri (Erzurum)
Karasu Nehri (Erzincan)
Karasu Cay1 (Van)
Kara Irmak (Rize)

Kara renk adimi igeren 79’u erkek, {i¢ii kiz, ikisi hem erkek hem de kiz adi olmak iizere toplam 84

kisi ad1 saptanmuistir.

Bagkara (E)
Baykara (E)
Beykara (E)
Bozkara (E)
Karabulut (E)
Karabiikey (E)
Karaca (K/E)
Karacabey (E)
Karakaya (K)
Karakiz (K)

Calkara (E)
Cankara (E)
Caykara (E)
Erenkara (E)
Karacakurt (E)
Karacan (E)
Karaci (E)
Karacar (E)
Karakdse (E)
Karakucak (E)

Kara (E) Karaaslan (E)
Karaabat (E)  Karabag (E)
Karaakin (E)  Karabas (E)
Karaalp (E) Karabatak (E)
Karagay (E) Karadeniz (E)
Karagelik (E) Karadogan (E)
Karadag (E) Karaduman(E)
Karademir(E) Karadut (K)
Karakut (E) Karamut (E)
Karakuz (E) Karamiirsel(E)

Karabay (E)
Karabet (E)
Karabey (E)
Karaboga (E)
Karaefe (E)
Karaer (E)
Karagoz(K/E)
Karahan (E)
Karanalp (E)
Karanbay (E)

Karabdrii (E)
Karabudun (E)
Karabugday(E)
Karabugra (E)
Karaisik (E)
Karakalpak (E)
Karakan (E)
Karakasg (E)
Karaors (E)
Karapars (E)
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Karakoca (E) Karakurt (E) Karaman (E)  Karan (E) Karaoglan(E)  Karasal (E)
Karakog (E) Karakus (E) Karata (E) Karatiin (E) Karaoguz (E)  Karasu (E)
Karasungur(E)  Karasin (E) Karatan (E) Karayagiz (E)  Taykara (E) Karatay (E)
Karasiiyek (E)  Karamik/Karamuk (E) Karatas (E) Karayel (E) Ucgkara (E) Karatekin (E)

Ak

Taranan kaynaklarda ak renk adini igeren 292°si yer, 19°u dag, 17’si su ve 188’1 kisi ad1 olmak
tizere toplam 516 6zel ad saptanmugtir. Ak renk adi ile tiiretilen 6zel adlarin asagida verilmektedir.

Ak renk adiyla yer (Toponymy) adlari

Burada ak renk adinin ag bigimi ve yapim ek almig bigimleri de listeye dahil edilmistir. Tiirkiye
sinirlar1 iginde ak renk admi igeren tek il, Aksaray’dir. Ak renk adini igeren onu ilge, yirmi dordi
belde, yiiz elli altis1 kdy ve biri ova olmak iizere 292 adet yer adi vardir. Bunlar asagida verilmektedir.

Aksaray (il)
Akseki (1)
Akpazar (B)
Akdag (B)
Akkus (B)
Akgaova (B)
Agcakegi (K)
Agcakegili(K)
Agcakent (K)
Agcakesek(K)
Akburg (K)
Akburun (K)
Akbiik (K)
Akgea (K)
Akyiiz (K)
Akgagoze (K)
Akgagiil (K)
Akgakegili(K)
Akgasir (K)
Akgasoku (K)
Akgevre (K)
Akgayar (K)
Akgukur (K)
Agcaalan (K)
Akdere (K)
Akdiz (K)
Akduman (K)
Akduran (K)
Akdurmug(K)
Akdiiven (K)
Akgecit (K)
Akkoca (K)
Akkocal1 (K)
Akkog (K)
Akkonak (K)
Akkosan (K)
Akorii (K)
Akbasak (K)
Agan (K)
Akseki (K)
Agart1 (K)
Agayli (K)
Aksinik (K)
Aktarla (K)
Akyap1 (K)
Akyaprak (K)
Akyar (K)
Akyuva (K)
Kanliakat (K)

Aksaray Ovasi
Akdagmadeni (1)
Akyaka (B)

Agli (B)
Akgakent (B)
Akgasir (B)
Akgabudak (K)
Akgakoyunlu (K)
Akgasusurluk (K)
Agmusa (K)
Agcakoca (K)
Akgaalan (K)
Akgaavlu (K)
Akgabaglar (K)
Akgabey (K)
Akgagiin(K)
Akgagiiney (K)
Agcamahmut (K)
Akgasogiit (K)
Akcasu (K)
Akgicek (K)
Akgayazi (K)
Akgakisla (K)
Akdegirmen (K)
Akdemir (K)
Akdizgin (K)
Akgedik (K)
Akgelin (K)
Akgol (K)
Akgomlek (K)
Akgoz (K)
Akkovanli (K)
Akkoyunlu (K)
Akkoz (K)
Akkoprii (K)
Akkose (K)
Akorengarsak(K)
Akorenkisla (K)
Aksaz (K)
Aksoy (K)
Aksogiit (K)
Aktas (K)
Aktaskurtlar (K)
Aktastekke (K)
Akyarma (K)
Akyayik (K)
Akyayla (K)
Akytnli (K)
Eskiakoren (K)

Akhisar (1)
Akgakale (1)
Aktuzla (B)
Aksu (B)
Akkdy (B)
Akgay (B)
Akbaba (K)
Akbag (K)
Akbaglik (K)
Akball1 (K)
Akgabeyli (K)
Agcil (K)
Akgaburg (K)
Akgabiik (K)
Akgagal (K)
Akgainis (K)
Agsar (K)
Akgakent (K)
Agcali (K)
Akgatarla (K)
Akgigdem(K)
Akgayir (K)
Akdag (K)
Akdede (K)
Akdik (K)
Akdogan (K)
Akgoze (K)
Akgiimiis (K)
Akgiin (K)
Akgiiney (K)
Agoren (K)
Akalan (K)
Akkoy (K)
Akkum (K)
Agcadren (K)
Akbinek (K)
Akpazar (K)
Aksigm (K)
Aksicim (K)
Aksinir (K)
Aksorgug (K)
Aktepe (K)
Aktoprak (K)
Aktuglu (K)
Akbas (K)
Akyaz1 (K)
Akyele (K)
Kirliakg¢a (K)
Agcakoyun(K)

Akyaz (1)
Aksehir (1)
Aksakal (B)
Akdemir (B)
Akkaya (B)
Akgapinar (B)
Akbenli (K)
Akbryik (K)
Akbryiklar (K)
Akbryikl (K)
Akgagalar (K)
Akgagali (K)
Akgagaliusagi (K)
Akgacam (K)
Akgacay (K)
Akgakamis (K)
Akgakavak (K)
Akgakese (K)
Akgatas (K)
Akgcatepe (K)
Akgir (K)
Akgayurt (K)
Akdam (K)
Akbay1r (K)
Akdogantekke (K)
Akdogmus (K)
Akhoca (K)

Akin (K)
Akkavak (K)
Akbelen (K)
Akkaya (K)
Akkus (K)
Akkuyu (K)
Akkuzulu (K)
Aklar (K)
Akmanlar (K)
Akorensokiiler(K)
Akpinarbeleni (K)
Akagag (K)

Aksu (K)

Aksular (K)
Aktulga (K)
Aktuluk (K)
Aktutan (K)
Akyemis (K)
Akyer (K)
Akyildiz (K)
Akyokuskavagi(K)
Eskiakgaalan (K)

Akgadag (1)
Akseki (1)
Akyurt (B)
Akpinar (B)
Akmese (B)
Akkisla (B)
Akbugday (K)
Akbulak (K)
Akbulgur (K)
Akbulut (K)
Akbilek (K)
Akcadam (K)
Akgadere (K)
Akgagedik (K)
Akgagil (K)
Akgakaya (K)
Akgcakaynak(K)
Akgakisrak (K)
Akbudak (K)
Akcatoprak(K)
Akgiris (K)
Akgeltik (K)
Akdamar (K)
Akdamla (K)
Akdiken (K)
Akdogu (K)
Akkaynak (K)
Akkeci (K)
Akkegili (K)
Akkese (K)
Akkilig (K)
Akbucak (K)
Akoba (K)
Akocak (K)
Akoluk (K)
Akova (K)
Akbaslar (K)
Aksakal (K)
Aksungur (K)
Aksutekke (K)
Aksiit (K)
Agyazi (K)
Aktuzla (K)
Akusagi (K)
Akyokus (K)
Akyol (K)
Akyola (K)
Akyiirek (K)

Akgakoca (1)
Akgaabat (1)
Akgakisla (B)
Akziyaret (B)
Aksar (B)
Akoren (B)
Agcin (K)
Akgakdy (K)
Akcakusak(K)
Akgakuzu (K)
Akgaloren (K)
Agcakaya (K)
Akgaova (K)
Akgadren (K)
Akbelenli (K)
Akgapinar (K)
Akgasaz (K)
Agcagiiney (K)
Akamber (K)
Akgay (K)
Akgortlen(K)
Akgenger (K)
Akdana (K)
Akdar (K)
Akdilek (K)
Akdoruk (K)
Akkinlar (K)
Akkirag (K)
Akgati (K)
Akkisla (K)
Akkirpi (K)
Akgakoyun(K)
Akoren (K)
Akbogaz (K)
Akpinar (K)
Akpmarli (K)
Aksagli (K)
Aksal (K)
Aksitli (K)
Akgakonak (K)
Aksar (K)
Agcalar (K)
Akyaka (K)
Akyamag (K)
Akyumak (K)
Akboga (K)
Akyurt (K)
Akgakoca (K)
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Ak renk adiyla dag (Horonymy) adlari

Tiirkiye smirlart iginde ak renk adini igeren 19 dag ve tepe adi saptanmistir. Bunlardan dordii

siradagdir.
Akgal Daglar (igel Antalya aras) Ak Daglari (Yozgat-Sivas arast) Akinek Dag1 (Adana)
Akdag Tepesi (Trabzon) Akgakoca Daglar (Sakarya) Aktas Tepesi (Aydin)
Akbaba Daglar1 (Erzurum) Akdogan Dag1 (Mus) Akdag (Denizli)
Akdaglar (Diyarbakir) Akdag (Aydin) Akdag (Izmir)
Akdaglar (Antalya) Akdag (Adiyaman) Akdag (Amasya)
Akdag (Mugla) Akdag (Kiitahya) Akdag (Erzurum)
Akgakara Dag1 (Mus)

Ak renk adiyla su (Hydronymy) adlar

Tiirkiye sinirlar1 iginde; ak renk adini igeren biri deniz, dokuzu gol, dordii cay, ikisi nehir, biri dere
olmak tizere toplam 17 su adi saptanmustir.

Akdeniz Akgol (Sakarya) Aksu Cay1 (Antalya) Aktas Deresi (Kumburgaz)
Aksehir Golii (Konya) Akgol (Konya) Akgay (Denizli) Akyayan Goli (Adana)
Aktas Golii (Ardahan) Akgol (Burdur) Akyatan Golii (Adana) Akdogan Golii (Mus)
Akgay (Van) Akcay (Aydin) Aktas Golii (Ardahan) Aksu Nehri (Giresun)

Aksu Nehri (Maras)

Ak renk adiyla kisi (Anthroponymy) adlar

Tiirk Dil Kurumu’nun Kisi Adlar1 Sozliigii’nde ak renk adiyla tiiretilmis toplam 188 kisi adi
bulunmaktadir. Bunlardan yirmi biri kiz, yiiz kirk altis1 erkek, yirmi biri hem kiz hem de erkekler i¢in
ortak addir. Bu adlarda ak renk adi “parlak, 1sikli, aydinlik; namuslu, beyaz” anlamlariyla

kullanilmastir.

Ak (K)
Akabatur (E)
Akabay (E)
Akad (E)
Akadli (E)
Akagan (E)
Akburak (E)
Akburg (E)
Akburcak(E)
Akcan (K/E)
Akcebe (E)
Akdeniz (E)
Akdik (E)
Akdiken (E)
Akdil (E)
Akdog (E)
Akinci (K)
Akkadin (K)
Akhan (E)
Akhanim (K)
Akhun (E)
Akozan (E)
Akonder (E)
Akoren (E)
Akoz (E)
Akpay (E)
Aktag (K/E)
Aktalay (E)
Aktan (E)
Aktas (E)
Aktay (E)
Yiiziiak (E)

Akal (E)
Akalan (E)
Akalin (K/E)
Akalp (E)
Akaltan (E)
Akant (E)
Akcivan (E)
Akga (K/E)
Akgabay (E)
Akgael (K/E)
Akgagiil (K)
Akdogan (E)
Akdogdu (E)
Akdogmus (E)
Akdogu (E)
Akdora (E)
Akkan (E)
Akkar (K)
Akkas (E)
Akkaya (E)
Akkaynak (E)
Aksunar (E)
Aksuner (E)
Aksungur (E)
Aksiiliin (K)
Aksiiyek (K/E)
Aktekin (E)
Aktolga (E)
Aktolun (E)
Aktug (E)
Aktuna (K/E)

Akasma (E)
Akata (E)
Akatay (E)
Akay (K/E)
Akaydin (E)
Akbaci (K)
Akcakan (E)
Akgakaya (E)
Akgakil (E)
Akcakoca (E)
Akgal (E)
Akdoru (E)
Akdoruk (E)
Akdol (E)
Akduman (E)
Akel (E)
Akkemik (E)
Akkerman (E)
Akkilig (E)
Akkm (E)
Akkiz (K)
Aksoy (K/E)
Aksogiit (E)
Aksu (K/E)
Aksun (E)
Aksuna (K)
Akyiirek (E)
Akyiiz (E)
Erakalin (E)
Eraksan (E)
Giinak (E)

Akdemir/Aktemiir/Aktimur (E)

Akbal (K/E)
Akbaran (E)
Akbas (E)
Akbasak (K/E)
Akbatu (E)
Akbay (E)
Akgal1 (E)
Akgam (E)
Akgan (E)
Akgasu (K/E)
Aksay (E)
Akgiil (K)
Akgiin (E)
Akgiindiiz (E)
Akgtiner (E)
Akdurmus (E)
Akgiines (K/E)
Akgiingor (K/E)
Akkor (E)
Akkoz (E)
Akkurt (E)
Akipek/Akyipek (K)
Akpinar (K/E)
Akpolat /Akpulat(E)
Aksin (E)
Aksit (E)
Akyildiz (K/E)
Akyigit (E)
Akyol (E)
Akyon (E)
Akyurt (E)

Akbayar (E)

Akbek/Akbey (E)
Akbel/Akbil (E)

Akbet (E)
Akbilge (E)
Akboga (E)
Akger (E)
Akeigir (E)
Akgil (K)
Akginar (E)
Akgicek (K)
Aker (E)
Akergin (E)
Akerman (E)
Akersan (E)
Akersoy (E)
Akkus (E)
Akkutlu (K)
Akkuyas (E)
Akman (E)
Akmanalp (E)
Aksal (E)
Aksan (E)
Aksari (K)
Aksay (E)
Aksel (K/E)
Aktung (E)
Aktiin (E)
Aktiirk (E)
Akiin (K/E)
Akiinal (E)

Akbora (E)
Akboy (E)
Akborii (E)
Akbudun (E)
Akbug (E)
Akbulut (E)
Akgit (E)
Akgora (E)
Akdag (E)
Akdal (E)
Akdamar (E)
Akgil (E)
Akgiray (E)
Akgol (E)
Akgoze (E)
Akgii¢ (E)
Akmaner (E)
Akmaral (K)
Akmerig (E)
Aknur (K)
Akol (K)
Aksen (K)
Akser (E)
Akses (K/E)
Akseven (K)
Aksim (K/E)
Giirak (E)
Ozak (E)
Ozakay (E)
Ozaktug (E)
Oziiak (E)
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Gok

GOk renk adin igeren 137°si yer, biri dag, sekizi su, 93’1 kisi ad1 olmak iizere toplam 239 6zel ad
saptanmigtir. Bu adlara gok renk adinin g6g ve kok bi¢imleri de dahil edilmistir.

Gok renk adwyla yer adlar

GOk renk adini igeren toplam 137 yer adi saptamuistir. Bunlardan 120°si kdy, 14’1 belde, biri ilge,
biri ada ve biri de vadidir.

Goksu Vadisi Gokgeada (A)  Goksun (I) Gokgedag (B) Goktas (B) Goktepe (B)
Gokgeoren (B) Goksu (B) Gokoglan (B) Gokdere (B) Gokgeyazi (B) Gokgebey (B)
Gokgesu (B) Gokgeli (B) Gokeen (B) Gokgeagac(B) Gokdere (B) Gokgeebel (K)
Gokbiivet (K) Gokgay (K) Gokee (K) Gokgam (K) Gokgebag (K) Gokgebelen (K)
Gokgal1 (K) Gokeayir (K)  Gokgeagag (K) Gokgealan (K) Gokgebayir (K)  Gokbudak (K)
Gokeebogaz (K) Gokeecat (K)  Gokgedam (K) Gokeediiz (K) Gokgeinek (K)  Gokgekaya (K)
Gokgebiik (K) Gokgedag(K)  Gokgedere (K) Gokgegoz (K) Gokgekanat (K)  Gokgekaynak(K)
Gokgegakmak (K) Gokgekas (K) Gokcedogan(K)  Gokeegiiney(K)  Gokceayva (K)  Gokgekent (K)
Gokgeharman (K)  Gokgeler (K)  Gokeekdy (K) Gokgeseki (K) Gokgekiran (K)  Gokgekonak (K)
Gokeehiiyiik (K) Gokeeli (K) Gokeekuyu (K)  Gokeesu (K) Gokeekisik (K)  Gokegekoru (K)
Caygokpiar(K) Gogem (K) Gokgeagil (K) Gokay (K) Gokeekigla (K)  Gokgeoba (K)
Gokeeoren (K) Gokgevre (K)  Gokeepelit (K) Gokeeoglu (K) Gokgeyaka(K) Gokeeyazi (K)
Gogebakan (K) Gokeetas (K)  Gokgepmar (K)  Gokgeoluk (K) Gokgeetepe (K) Gokben (K)
Gokeeoz (K) Gokdag (K) Gokgesaray (K)  Gokgeovacik(K) Gokeeterek (K)  Gokeeyol (K)
Gokgepayam (K)  Gokcimen(K) Gokceyamag(K)  Gokbiik (K) Gokgol (K) Gokhiiyiik (K)
Gokgetabaklar(K)  Gokcukur (K)  Gokeeyurt (K) Gokdogan (K) Gokgoz (K) Gokinis (K)
Gokeetoprak (K) Gokdere (K) Gokbahge (K) Gokgedik (K) Gokgozler (K) Gokkaya (K)
Gokgetorlaklar(K)  Gokova (K) Gokbel (K) Gokkusag (K) Gokpinar (K) Gokkiris (K)
Gokvelioglu (K) Gokoren (K)  Gokoglu (K) Gokmenler (K)  Gokseki (K) Gokkoy (K)
Gokyaka (K) Gokoz (K) Gokomuz (K) Gokoglan (K) Goksel (K) Gokkoyler (K)
Gokyurt (K) Goksu (K) Goksiin (K) Gokalan (K) Goktarla (K) Goktepe (K)
Kiigtikgokeeli (K)  Gokbez (K) Gokstinciik (K)  Goktiirk (K) Goktas (K) Gokbelen (K)
Goktome (K) Gokagag (K)  Gokkusag: (K) Goksiinciik (K)  Gokgeigi (K)

Gok renk adiyla dag adlar

Gok renk adini igeren bir dag adi saptanmustir.

Gok Tepe (Kastamonu)
Gok renk adryla su adlar

Gok renk adini igeren ikisi baraj, ti¢li nehir, biri korfez, biri ¢ay, biri g6l olmak iizere toplam sekiz
su ad1 saptanmustir.

Gokgekaya Baraji (Ankara)
Gokhisar Golii (Burdur)
Gokirmak Nehri (Kastamonu)

Gokpinar Nehri (Eskisehir)
Gokova Korfezi (Mugla)
Goksu Cay1 (Bursa)

Gokgeler Baraji (Mugla)
Goksu Nehri (Mersin)

Gok renk aduyla kisi adlar

Gok renk adint iceren 10’u kiz, 66’s1 erkek, 17’si hem kiz hem erkek adi olmak {izere toplam 93
kisi ad1 saptanmustir.

Aygok (K) Gogen (E) Gokay (K/E) Gokbel (E) Gokbey (E) Gokbudun (E)
Ergok (E) Gogiis (E) Gokbaran (E) Gokbelen(E)  Gokbora (E) Gokbulut (E)
Ergokmen (E) Gok (K) Gokbay (E) Gokben (K)  Gokbori (E) Gokcean (E)
Gogem (K/E) Gokalp (E) Gokbayrak (E) Gokberk (E)  Gokbudak (E) Gokcen (K/E)
Gokee (K/E) Gokgel (K/E) Gokgebey (E) Gokgil (E) Gokdal (E) Gokel (E)
Gokgebala (E) Gokgem (K) Gokgeer/Gokger(E)  Goke¢in(K/E)  Gokdemir (E) Goken (E)
Gokgebalan (E)  Gokegen (K/E) Gokeek (K/E) Gokgiil (E) Gokdeniz (E) Goker (E)
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Gokgeebel (E) Gokgesu (E) Gokduman (K) Gokeiin (E)  Gokdogan (E) Gokgol (E)
Goksel (K/E) Gokmenalp (E)  Goksenin (E) Gokhan (E)  Goknur (K/E) Gokmete (E)
Gokselen (K) Gokmener (E) Gokser (E) Gokhun (E)  Gokperi (K) Goknel (E)
Goksen (K/E) Goksaltuk (E) Goksev (K/E) Gokmen (E)  Goksal (K/E) Goknil (K)
Gokseven (E) Goksan (K) Goktalay (E) Goksan (E) Goktay (E) Goksoy (E)
Goksever (E) Goksen (K/E) Goktan (E) Goksav (E) Gokten (E) Goksu (K/E)
Goksun (K/E) Goksin (K/E) Goktas (E) Goksay (E)  Goktore (E) Goktug (E)
Goktulga (E) Goktung (E) Koksin (E) Gokyay (E) Kok (E) Nurgok (K)
Goktuna (E) Goktiirk (E) Koktiirk (E)

Sari

Sar1 renk admi igeren 6zel adlarda saru bigimi de adlara dahil edilmistir. Sar1 renk adimi igeren
191’1 yer, tigii su, 23’1 kisi ad1 olmak iizere toplam 217 6zel ad saptanmugtir.

Sart renk adint i¢eren yer adlar

Sar1 renk adin1 iceren altisi ilge, sekizi belde, biri yayla, bir plato, 179°u kéy olmak iizere 191 yer
ad1 saptanmugtir.

Sarikamis () Sarigol (1) Sarikaya (1) Saruhanli () Sarioglan () Saricakaya(l)
Saryer (1) Sarisu (B) Sarigerme (B) Sarikavak (B) Sarikonak (B) Saribugday (B)
Saribeyler (B) Sarigol (B) Sarikéy (B) Saribasak (K) Saricali (K) Saricayir (K)
Saridegirmen (K)  Sarialan (K) Saribeyler (K) Saribayir (K) Saricaova (K) Sarigevre (K)
Saridar (K) Sariayak (K) Saribeyli (K) Sartbelen (K) Saricasu (K) Sarigicek (K)
Saridiiz (K) Sariaydin (K)  Saribiyik (K) Sarican (K) Saridavut (K) Sarigimen (K)
Sarierik (K) Saribey (K) Sariboga (K) Sarigal (K) Sariday1 (K) Saricoban (K)
Sarifasil (K) Saribiik (K) Saribudak (K) Sarigali (K) Saridemir (K) Saricokek (K)
Sarifatma (K) Sarica (K) Saribulak (K) Sarigam (K) Sarideresi (K) Sarigubuk (K)
Saridanisment (K)  Saribaba (K) Saricailyas (K)  Saridalli (K) Saridibek (K) Sarigukur (K)
Saridana (K) Saridere (K) Saricaoglu (K) Saridam (K) Saridogan (K) Sarifakilar (K)
Sartibrahimli (K) Sarigazel (K)  Sarigiimiis (K) Sarthacilar (K) Sartharman (K)  Sarthan (K)
Sarimahmutlu (K)  Sarigazi (K) Sarigiin (K) Sarthacili (K) Sarihasan (K) Sarthidir (K)
Sarimehmetler(K)  Sarigél (K) Sarigiiney (K) Sarthalil (K) Sarthasanli (K)  Sarithuglar (K)
Sarimehmetli (K) Sarigoze (K) Sarigiizel (K) Sarthamzali (K)  Sarikabak (K) Sarthiiyiik (K)
Sarimustafalar(K)  Sarigiil (K) Sarthaci (K) Sarikavak (K) Sarikad: (K) Sarusik (K)
Sarimollali (K) Sarilar (K) Sarikadilar (K)  Sarikaya (K) Sarikegili (K) Sartkog (K)
Sarnasuhlar (K) Sar1l1 (K) Sartkamis (K) Sarikayalar (K)  Sarikiz (K) Sartkonak (K)
Sarminéren (K) Sarikoz (K) Sarikagik (K) Sarimehmet (K)  Sarikizli (K) Sarikoyak (K)
Sarisiileyman (K)  Sarikdy (K) Sariémer (K) Sarioglan (K) Saripolat (K) Sariseki (K)
Sarttamigmanli(K)  Sartkum (K) Sariomerli (K) Sarioglu (K) Sarisalkim (K) Sarisigirhi (K)
Sarisipahiler (K) Sarimazi (K) Saridren (K) Sariot (K) Sarisaltik (K) Sarisirat (K)
Sartyaprak (K) Sarimese (K)  Sarikusak (K) Sariova (K) Sarisaman (K) Sarsogiit (K)
Sariyatak (K) Sarioba (K) Sarikiirkli (K) Saripnar (K) Sarisaz (K) Sarisungur (K)
Sartyayla (K) Sariveli (K) Saritarla (K) Sarisu (K) Saritepe (K) Saritosun (K)
Sartyazma (K) Sartyaka (K) Saritas (K) Sarisuvat (K) Saritopalli (K) Sartyakup (K)
Tirkmensarilar(K)  Sariyar (K) Saritekke (K) Sariseyh (K) Saritoprak (K) Sarryamag (K)
Eskisaribey (K) Saruhanlt (K)  Sariyer (K) Sartyusuf (K) Saricakir (K) Sariagil (K)
Ortasaribez (K) Camsar1 (K) Sartyonca (K) Saruhan (K) Sarigavus (K) Sariganak (K)
Ciftliksarica (K) Sarialiler (K)  Sariyurt (K) Saruhanlar (K) Sariagaccayi(K)  Sariabat (K)
Baltasarilar (K) Sariabdal (K)  Sariahmetler(K) Saribahge (K) Saricaali (K) Sariabal1 (K)
Saribalta (K)  Saridal (K)  Sariaga¢ (K)  Sarigicek Platosu (Tunceli) Saricigek Yaylasi (Tunceli)

Sari renk adini igeren su adlar

Sar1 renk adini igeren biri baraj, biri gol, biri cay olmak tizere toplam {i¢ su ad1 saptanmustir.

Sarilik Golii (Samsun)

Sartyar Baraji (Ankara)

Sar1 Cay (Canakkale)
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Sart renk adint iceren kisi adlar

Taranan kisi ad1 s6zliiklerinde sar1 renk adini igeren 22 kisi ad1 saptanmustir.

Balsari (K) Sarigiil (K) Saribek (E) Saralp (E) Saribay Saruca
Saricabay (E) Saricam (E) Sarigigek (K) Sarier (E) Saru (E) Sarigiizel (K)
Aksar1 (K/E) Sarikaya (E) Sarikiz (K) Saritas (E) Giilsar1 (K) Sarican (E)
Sarihan / Saruhan (E) Sarica/Saruca(E) Saralp (E) Balsar1 (K) Ersar1 (E)
Kizil

Kizil renk adimi igeren 142’si yer, biri dag, ikisi su, 13’1 kisi adi olmak {izere toplam 158 6zel ad

saptanmuistir.

Kizil renk adyla yer adlar

Kizil renk adini igeren; ikisi ilge, onu belde, yiiz otuzu kdy adi olmak {izere toplam 142 yer adi

saptanmuistir.
Kizilhamam({) Kuziltepe (1) Kizilcabdlik(B)  Kizilagag(B) Kizilirmak(B) Kiziloren(B)
Kizilhisar (B) Kizilyaka(B) Kizilkaya (B) Kizildag (B) Kizilsu (B) Kizilin (B)
Kizilboriikli(K) Kizilbel (K) Kizilburun (K) Kizilgat (K) Kizildere (K) Kizilev (K)
Kizildagyeniyapan(K) Kizilburg(K) Kizilcin (K) Kizilgubuk (K)  Kizildikme (K) Kizilgegit (K)
Kizilhamza(K) Kizilhan (K) Kizilgakir (K) Kizilgukur (K) Kizildon (K) Kizilgedik(K)
Kizilhasan (K) Kizilgiir (K) Kizilgiiney(K) Kizildag (K) Kizilegrek (K) Kizilgél (K)
Kizilkoltuk (K) Kizilin (K) Kizilhisar (K) Kizilkavraz (K)  Kizilmagara(K) Kiziloluk (K)
Kizilkoyunlu (K) Kizilinler(K) Kizilhiiyiik (K) Kizilkaya (K) Kizilmescit (K) Kizilseki (K)
Kizilkuyu (K) Kizilinek(K) Kizilirmak (K) Kizilkegili (K) Kizilmezraa(K) Kiziloren (K)
Kizillaragimi (K) Kizilibrik(K) Kizilkale (K) Kizilkent (K) Kiz116z (K) Kiziltahta (K)
Kizilomerli(K) Kizilinis (K) Kizilkap1 (K) Kizilkese (K) Kizilsu (K) Kiziltas (K)
Kizilorencik(K) Kizilisali(K) Kizilkas (K) Kizilkislacik(K)  Kiziltepe (K) Kizilusagi (K)
Kizilpinar (K) Kizilkoy (K) Kizillt (K) Kizilot (K) Kiziltoprak (K) Kiziliiziim(K)
Kizilsaray (K) Kizillar (K) Kiziloba (K) Kizilova (K) Kizilyar (K) Kizilyaka (K)
Kizilyatak (K) Kizilca (K) Kizilcaali (K) Kizilcadag (K)  Kizilcakoru(K) Kizilcikl (K)
Kizilyer (K) Kizilcali (K) Kizilcaavlu (K)  Kizilcadam (K)  Kizilcakdy (K) Kizilelma (K)
Kizilyurt (K) Kizileik (K) Kizilcakaya(K)  Kizilcadere (K)  Kizilcakuyu(K) Eskikizilca(K)
Kizilyusuf (K) Kizilaliler(K) Kizilcakent (K)  Kizilcaelma (K) Kizilcaova (K) Kizilalan (K)
Kizilcaagag (K) Kizilcaot(K) Kizilcakisla(K)  Kizilcainek (K)  Kizilcasar (K) Kizildam (K)
Kizilahmet (K) Kizildamlar(K) Kizilcasehir(K)  Kizilcadren (K)  Kizilcayar (K) Dagkizilca(K)
Kizilcabayir (K) Kizilagag(K) Kizilcaterzi (K)  Kizilcapelit (K)  Kizilcayikik(K) Kizilagil (K)
Kizilcaboliik (K) Kizileller (K) Kizilcahavlu(K)  Kizilcapmmar(K)  Kizilcikdere(K) Eskikizilca(K)
Kizilcagedik (K) Kizilavlu (K) Kizilcahasan(K)  Kizilcasogiit(K)  Kiigiikkizileik(K)  Dagkizilca(K)
Kizilcikorman (K) Kizilcayer(K) Kiigiikkizilca(K)
Kizil renk adiyla dag adlar

Kizil renk adini igeren bir dag adi saptanmustir.

Kizilirmak Kizildere Nehri (Ordu)

Kizil renk adiyla kisi adlar

Boz renk adini igeren 99’u yer, dordii dag, 31°i kisi adi olmak {izere toplam 134 ozel ad
saptanmuistir.

Boz renk adwyla yer adlart

Boz adin1 igeren altisi ilge, besi belde, seksen dordii koy, ikisi ada, biri burun, biri de plato olmak
tizere toplam 99 yer adi saptanmistir. Adalardan biri Yunanistan sinirlarindaki Ayios Evstratios
adasinin Tiirkce kargiligidir.
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Bozburun(Bur.)
Boziiyiik(l)
Bozova (B)
Bozbel (K)
Bozcaali (K)
Bozcaarmut(K)
Bozcaatl (K)
Bozeli (K)
Bozen (K)
Bozgeg (K)
Bozkdy (K)
Bozbayir (K)
Bozalioglu (K)
Bozpinar (K)
Boztahta (K)
Bozlar (K)
Bozlu (K)

Bozcaada (A)
Bozdogan (1)
Boztepe (B)
Bozboga (K)
Bozcahiiytik(K)
Bozcalar (K)
Bozcatepe (K)
Bozgece (K)
Bozgedik (K)
Bozgiiney (K)
Bozkurt (K)
Bozkus (K)
Bozlagan (K)
Boztas (K)
Bozbulut (K)
Hacibozlar (K)
Bozyazi (K)

Boz renk adiyla dag adlar

Bozbaba (A)
Bozkurt (1)
Bozkurt (B)
Alibozlu (K)
Bozcayaka (K)
Bozcayazi (K)
Bozcayurt (K)
Bozdanalibayram(K)
Bozkoca (K)
Bozkocatepe (K)
Boztoprakli (K)
Bozyurt (K)
Bozoba (K)
Bozaba (K)
Bozoren (K)
Cakrazboz (K)
Carikbozdag (K)

Bozok Platosu
Bozova (i)
Bozarmut (K)
Bozburun (K)
Bozgali (K)
Bozganak (K)
Bozgavus (K)
Bozhane (K)
Bozhiiyiik(K)
Bozkale (K)
Bozobasi (K)
Bozagag (K)
Bozoglak (K)
Boztepe (K)
Boztoprak(K)
Bozyayla (K)

Boz renk adin1 igeren dort dag adi saptanmustir. Bunlardan biri siradagdir.

Bozdag (Denizli)

Bozdag (Eskigehir)

Boz renk adyla kisi adlar

Bozdag (Konya)
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Bozcaada (I)  Bozkir (1)
Bozoglak (B)  Bozburun (B)
Bozbiik (K) Bozaga (K)
Bozca (K) Bozalan (K)
Bozdag (K) Bozdemir (K)
Bozdag: (K) Bozatalanli(K)
Bozdam (K) Bozdogan (K)
Bozkanat (K)  Bozkaya (K)
Bozkandak(K) Bozbaglar (K)
Bozkas (K) Bozkir (K)
Bozoglu (K) Bozbelen (K)
Bozok (K) Bozat (K)
Bozoglu (K) Bozon (K)
Boziiyiik (K) Bozyaka (K)
Bozatalan (K)  Bozyar (K)
Bozyer (K) Bozyigit (K)
Bozdaglar (izmir)

Boz renk adimi igeren biri kiz, otuzu erkek olmak iizere toplam 31 kisi ad1 saptanmigtir.

Bozcin/Bozgin (K)

Bozdag (E)

Bozdeniz (E)
Boztimur (E)
Bozdemir(E)

Ala

Bozat (E) Bozbala (E) Bozbay (E) Bozbora (E)
Bozay (E) Bozbas (E) Bozbey (E) Bozca (E)
Boztas (E) Bozok (E) Bozdogan (E)  Bozer (E)
Boztepe (E) Bozokay (E) Bozlak (E) Bozerk (E)
Boz (E) Bozan (E) Bozyel (E) Bozyigit (E)

Ala renk adimi iceren 68’1 yer, sekizi dag, biri su, 24’1 kisi ad1 olmak tizere toplam 101 6zel ad
saptanmugtir. Bu adlarda ala ve alaca bir arada degerlendirilmistir.

Ala renk adyla yer adlart

Ala renk admi iceren igli belde, {igii ilge, altmig ikisi kdy olmak lizere toplam 68 yer adi

saptanmuistir.

Alacam (1)
Alabag (K)
Alagat1 (K)
Alagay (K)
Alagomlek (K)
Alakaya (K)
Alakusak (K)
Alakuzu (K)

Alagamderesi(K)

Alacaat (K)
Alacaath (K)
Alacik (K)

Alaca (D)
Alabalik (K)
Alagayir (K)
Alaagac (K)
Alakegi (K)
Alakegili (K)
Alapinar (K)
Alasokii (K)
Alayaka (K)
Alacabayir (K)
Alacabiik (K)
Alabal (K)

Ala renk adiyla dag adlar

Alagehir ()
Alabugday (K)
Aladag (K)
Aladana (K)
Alakir (K)
Alakog (K)
Alabayi1r (K)
Alatarla (K)
Alayaz (K)
Alacadag (K)
Alacahan (K)

Alacahan (B)
Alagal1 (K)
Aladikme (K)
Aladiiz (K)
Alakoglu (K)
Alakonak (K)
Alatas (K)
Alatay (K)
Alayurt (K)
Alacakaya (K)
Alacalar (K)

Aladag (B)
Alagam (K)
Alagdz (K)
Alagiin (K)
Alakova (K)
Alakoyun (K)
Alatepe (K)
Alatoprak (K)
Tepealagoz (K)
Alacali (K)
Alacaoglu (K)

Alagat (B)
Alagat (K)
Alagiiney (K)
Alakamis (K)
Alakdy (K)
Alakus (K)
Alatosun (K)
Alayagmur (K)
Alayiiz (K)
Alayar (K)
Alayer (K)

Ala renk adii igeren biri tepe, dordii dag, iicli siradag olmak lizere toplam sekiz dag adi

saptanmuistir.
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Aladaglar (Adana)
Aladag (Bolu)

Aladaglar (Agr1)
Alaca Dag (Antalya)

Alagam Tepesi (Balikesir)
Alacadag (Artvin)

Alagam Daglar (Kiitahya)
Alacadag (Konya)

Ala renk adwyla su adlart

Ala renk adini igeren bir adet su ad1 saptanmustir.
Alakir Cay1 (Antalya)

Ala renk aduyla kisi adlar

Ala renk adimi igeren on {i¢ii erkek, dokuzu kiz, ikisi hem erkek hem kiz adi olmak {izere toplam 24
kisi ad1 saptanmustir.

Ala (K/E) Alabay (E) Alacan (E) Alaguk (E) Alageyik (K) Alagiin (K)

Alabasg (E)  Alabezek (K) Alagam (E) Aladogan (E) Alagdz (K) Alahan (E)

Alakiz (K)  Alakurt (E) Alanur (K) Alatan (E) Alatay (E) Alayunt (K)

Alakoc¢ (E)  Alakus (K/E) Alapmar (K)  Alatas (E) Alabegim/Alabegiim (K) Alaca (E)
Yesil

Yesil renk adini igeren 73’0 yer, biri dag, ikisi su, ikisi kisi ad1 olmak iizere toplam 78 &zel ad

saptanmuistir.

Yesil renk adini iceren yer adlart

Yesil renk adini igeren ii¢ii ilge, yedisi belde, 63’1 kdy olmak iizere toplam 73 yer ad1 saptanmustir.

Yesilova (I)
Yesilyurt (B)
Yesilgcukurca(K)
Yesilgiineycik(K)
Yesilkaraman(K)
Yesilalan (K)
Yesiloren (K)
Yesiloz (K)
Yesilozen (K)
Yesilyamag (K)
Yesilyayla (K)
Yesilbag (K)
Yesilyuva (K)

Yesilyurt (1)
Yesildere (B)
Yesildag (K)
Yesildal (K)
Yesildalli (K)
Yesildam (K)
Yesilli (K)
Yesiloba (K)
Yesilova (K)
Yesilpinar (K)
Yesilsirt (K)
Yesilsu (K)

Yesil renk adint iceren dag adlari

Yesil renk adimi igeren bir dag adi1 saptanmugtir.

Yesil Dag (Kiitahya)

Yesil renk adini iceren su adlar

Yesilhisar (1)
Yesilvadi (B)
Yesilce (K)
Yesilada (K)
Yesilgam (K)
Yesildurak (K)
Yesilgol (K)
Yesilbahge (K)
Yesilkonak (K)
Yesiltas (K)
Yesiltepe (K)
Yesiltomek (K)

Yesilkent (B)
Yesilce (B)
Yesilgat (K)
Yesilcay (K)
Yesilgevre (K)
Yesilhisar (K)
Yesilbayir (K)
Yesilhiiytik (K)
Yesiller (K)
Yesilvadi (K)
Yesilbarak (K)
Yesilyaka (K)

Yesilova (B)
Yesilbelen (K)
Yesilgit (K)
Yesilgonlu (K)
Yesilgukur (K)
Yesilkale (K)
Yesilkavak (K)
Yesilkaya (K)
Yesilkent (K)
Yesilyazi (K)
Yesilagac (K)
Yesilyol (K)

Yesilyazi (B)
Yesilbiik (K)
Yesildemet (K)
Yesildere (K)
Yesilbaglar (K)
Yesildon (K)
Yesilkoy (K)
Yesilkuyu (K)
Yesilburg (K)
Yesilyore (K)
Yesilyurt (K)
Yesilalig (K)

Yesil renk adini igeren iki su ad1 saptanmistir. Bunlardan biri Tiirkiye’nin altinci en uzun akarsuyu,

biri de deredir.

Yesilirmak

Yesil renk adint iceren kisi adlar

Yesil Dere (Isparta)

Yesil renk adini igeren iki kisi ad1 saptanmistir. Bunlardan biri yesil renk adinin eski bigimidir.

Yasil (K)

Yesil (K/E)
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Kir renk adini i¢eren 40’1 yer, 18’1 kisi ad1 olmak tizere toplam 58 6zel ad saptanmustir.

Kir renk adyla yer adlar

Kir renk adini i¢eren biri il, ikisi belde, 37’si koy olmak {izere toplam 40 yer ad1 saptanmustir.

Kirgehir (1) Kircasalih (B) Kirabasi (B) Kiragtepe (K) Kiratbiikii (K) Kiravdan (K)
Kiragbag: (K) Kiragkdy (K) Kiragoba (K) Kiraman (K) Kirath (K) Kiravga (K)
Kirbasg (K) Kircagiz (K) Kircalar (K) Akkirag (K) Nahirkiract (K)  Bozkir (K)
Kirca (K) Kircakl (K) Kircali (K) Uzunkirag (K) Alakir (K) Kiraglar (K)
Kircaoglu (K) Kirc1 (K) Kireymir (K) Kirg (K) Kirkisla (K) Kirlar (K)
Kiraggiili (K) Kirgal (K) Kirgeris (K) Kirkilli (K) Kirkdy (K) Kirli (K)
Kiroba (K) Kiroglu (K) Kirsoku (K) Kirag (K)
Kir renk aduyla kisi adlar
Kir renk adini i¢eren 18 kisi ad1 saptanmustir. Bu adlarin tiimii erkek adidir.
Baykir (E) Kirag (E) Kirat (E) Kiray (E) Kirboga (E) Kirca (E)
Bozkir (E) Kiralp (E) Kiratli (E) Kirbay (E) Kirbortii (E) Kirdar (E)
Kirdarli (E) Kirhan (E) Kirman (E) Kirtay (E) Kirteke (E) Kirtekin (E)
Cakir

Cakar renk adini iceren 50’si yer, biri dag, ikisi su, dordii kisi ad1 olmak tizere toplam 57 6zel ad
saptanmistir.

Cakar renk adiyla yer adlar

Cakar renk adimi igeren 46°s1 koy, dordii belde olmak tizere toplam 50 yer ad1 saptanmustir.

Cakirhiiytik (B)  Cakarlar (B) Cakirbeyli (B)  Cakiralan (B) Cakir (K) Cakirgesme (K)
Cakiraga (K) Cakirbahge (K)  Cakirbeyli (K)  Cakircaali (K) Cakirgal (K) Cakirdemirci(K)
Cakirdere (K) Cakarfakir (K) Cakirhacili(K)  Cakirkas (K) Cakirkog (K) Cakarlar (K)
Cakirdogan (K)  Cakirgiimiig(K)  Cakirkadi (K)  Cakirkaya (K) Cakirkdy (K) Cakarli (K)
Cakiroba (K) Cakiroren (K) Cakirozi (K) Cakirsayvan(K) Cakirsogiit (K)  Cakirseyh (K)
Cakiroglu (K) Cakiroz (K) Cakirpinar(K)  Cakirsaz (K) Cakirsu (K) Cakirtarla (K)
Cakartas (K) Cakiryenice(K)  Kizilgakir (K)  Baklangakirlar(K)  Cakirbey (K) Cakarcali (K)
Cakiriiziim (K)  Cakaryigit (K) Balcicakir(K)  Calgakarlar (K) Cakirca (K) Cakiralan (K)
Bargagakirli(K) Kiigiikcakirman(K)

Calar renk adiyla dag adlar:

Cakir renk adini igeren bir dag adi1 saptanmugtir.
Cakirgol Dag (Trabzon)

Cakar renk adiyla su adlar

Cakar renk adint iceren dort kisi adi saptanmistir. Bunlardan biri hem kiz hem de erkek adi, tigii
erkek adidir.

Cakir (K/E) Cakirbey (E) Cakirca (E) Cakarer (E)
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Al
Taranan kaynaklarda yedisi yer, 331 kisi ad1 olmak {izere toplam 40 6zel ad saptanmugtir.
Al renk adiyla yer adlar

Al renk adini igeren yedi yer adi saptanmistir. Bunlardan biri belde, altis1 kdydiir.
Albayrak (B) Alca (K) Alcal1 (K) Alpasa (K) Alpasali (K) Alaba (K) Alagik (K)

Al renk adiyla kisi adlar

Al renk adimi igeren yirmisi erkek, dokuzu kiz, dordii hem kiz hem de erkek adi olmak {iizere
toplam 33 kisi ad1 saptanmuistir.

Al¢in (E) Algigek (K) Aldemir (E) Algiil (K) Algiin (K/E) Alisik (K/E)
Algcinsu (E) Algin (K) Aldeniz (K) Aldogan (E) Alhan (E) Alisin (K)
Alkan (K/E) Alkor (E) Alll (K) Alnar (E) Alsancak (E) Altan (E)
Alkog (E) Alkoz (E) Allikiz (K) Alsag (K/E) Alsu (K) Altas (E)
Altav (E) Altemiir (E) Alten (E) Alipek /Alyipek(K) Gtinaltan (E)
Altung (E) Aldemir (E) Alyigit (E) Tuncal/Tungal (E)

Mor

Mor renk adini igeren dokuzu yer, biri su ve ikisi kisi adi olmak iizere toplam 12 o6zel ad
saptanmuistir.

Mor renk adint iceren yer adlar
Mor renk adin1 igeren dokuz yer adi saptanmistir. Bunlarin tiimii kdy adidir.
Morca (K) Morsogan (K) Morkaya (K) Morsiimbiil (K) Moryayla (K) Mordogan (B)
Morcali (K) Morhamam(K) Morkoyun (K)

Mor renk adini iceren dag adlart

Mor renk adini iceren bir dag adi saptanmuistir.
Mor Dag1 (Van)

Mor renk adint iceren kisi adlar

Mor renk adini igeren biri kiz, biri hem kiz hem de erkek adi olan iki kisi ad1 saptanmustir.
Moray (K/E) Morgiil (K)

Beyaz
Beyaz renk adin1 igeren sekizi yer, ikisi kisi ad1 olmak tizere toplam 10 6zel ad saptanmustir.
Beyaz renk adiyla yer adlar
Beyaz renk adini iceren ikisi belde, altis1 kdy olmak {izere toplam sekiz yer adi saptanmuistir.
Beyazkoy (B) Karbeyaz (B) Beyazlar (K) Beyazsu (K) Karbeyaz (K) Beyazkdoy (K)
Beyazkaya (K)  Beyazsaray (K)

Beyaz renk adyla kisi adlar

Beyaz renk adin1 igeren iki kisi ad1 saptanmustir.
Beyaz (K) Giilbeyaz (K)
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Pembe
Pembe renk adini igeren dordii yer, iicii kisi ad1 olmak iizere toplam yedi 6zel ad saptanmustir.
Pembe renk adini igeren yer adlar

Pembe renk adini igeren dort kdy adi saptanmustir.
Pembecik (K) Pembeciler (K) Pembeli (K) Pembelik (K)

Pembe renk adini igceren kisi adlart

Pembe renk adin1 igeren ve tamami kiz ad1 olan ii¢ kisi adi saptanmustir.

Giilpembe (K) Pembe (K) Pembegiil (K)
Kirmizi

Kirmizi renk adini igeren yalnizca dort yer adi saptanmistir. Bunun disinda 6zel ad bulunamamustir.
Bunlardan {i¢ii koy, biri beldedir.

Kirmiziképrii (B) Kirmizilar (K) Kirmizitas (K) Kirmizidam (K)

Mavi
Mavi renk adini igeren birisi yer, {igii kisi ad1 olmak iizere dort 6zel ad saptanmustir.
Mavi renk adini igeren yer adlari
Mavi renk adini1 igeren bir yer adi1 saptanmustir.
Mavidere (K)
Mavi renk adini iceren kisi adlart

Mavi renk adini igeren {i¢ kisi ad1 saptanmistir. Bu adlarin {igii de kiz adidir.

Mavi (K) Mavis (K) Mavisel (K)
Siyah

Siyah renk adini i¢eren bir yer adinin disinda 6zel ada rastlanmamustir. Bu da bir koy adidir.
Sivrisiyahlar (K)

Ozel adlarmn tiirlerine gére renk adlarinin kullanimi

Renk adlarinin ayri ayr kullanimlarinin yaninda 6zel adlarin tiirlerine gore bakildiginda degisik
kullanim sikliklar1 saptanmistir. Bunlar Tablo 2'de goriilmektedir.
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Tablo 2. Ozel adlarm tiirlerine gére renk adlar:

N = « § —_ - 2 - = =
< 7z £ £ 3 £ £ £ 5 E S : &8 tE E I %
< < 2 ZF & 5 C° g2 ¥ 5 2 = = 2 4 F =

Yer 292 7 68 8 99 50 132 436 40 4 142 1 9 4 191 1 73
1557
Dag 19 0 8 0 4 1 1 11 0 0 1 0 1 0 0 0 1
47
Su 17 0 1 0 0 2 8 16 0 0 2 0 0 0 3 0 2
51
Kisi 188 33 24 2 31 4 93 8 18 0 13 3 2 3 23 0 2
523
Toplam 516 40 101 10 134 57 234 547 58 4 158 4 12 7 217 1 78
2178

Tablo 2 yakindan incelendiginde yer adi olusturmada 6ne ¢ikan ve en sik kullanilan renk adlarinin
kara (436) ,ak (292), sart (191), kizil (142), gok (132) ve boz (99) oldugu goriilmektedir. Dag
adlarinin yapiminda ise Ak (19), kara (11), ala (8) ve boz (4) diger renk adlarina nispeten ¢ok daha
siklikla kullanilmigtir. Su adlar incelendiginde 4k (17), kara (16), ve gok (8) en sik goriilen renk
adlar olarak tespit edilmistir. Kisi adlarinda Ak (188) renk adi diger renk adlarina nazaran ¢ok daha
siklikla kullanilmistir. Bu renk adini, siklik sirasina gore gok (93), kara (84), al (33), boz (31), ala
(24), sart (23) izlemektedir. Diger renk adlar1 daha az goriilmektedir.

5. Tartisma ve Sonug¢

Ozel ad olusturmada 17 farkli renk adinin tespit edilmistir. Bu makale icin yapilan taramada 6zel
adlarim yapiminda sadece ana renklerin tercih edilmis, a¢ik, koyu gibi renk belirleyicilerinin
kullanilmamuistir. Renk adlarmin bdylesi zengin kullanimi Tiirk kiiltiirliniin ve kiiltiiriimiiziin sesi olan
Tiirkgenin doganin renkleriyle ne kadar i¢ i¢e bir dil oldugunun ortaya koymaktadir. Tiirk¢emizin
anlatim zenginliginin doganin ¢esitliliginden esinlendigi sdylemek yanlis olmayacaktir.

Bir dilin bu kadar ¢ok renk adi icermesi gelismisligini de ortaya koymaktadir. Berlin ve Kay'in
(1969) kuramina gore Tiirkgede bu kadar ¢ok farkli renk adinin etkin ve yaygin olarak goériismesi
dilimizin zenginliginin gostergelerinden sadece bir tanesidir.

Ozel ad olusturmada en sik kullanilan renk adlari kara, ak, gék ve saridir. Onlari sirastyla kizil, boz,
ala, yesil, kir, ¢cakir, al, mor, beyaz, pembe, kirmizi, mavi ve siyah izlemektedir. Ozel ad yapiminda bu
dort renk adinin 6n plana ¢ikmasi oldukea carpici bir olgudur. On plana ¢ikan bu dort rengin yani sira,
bu siralamada dikkat ¢ekici bir diger 6zellik, Tiirkge kokenli olmayan siyah (<Far.), kirmizi (<.Ar.),
mavi (<Far.), pembe (<.Far.), beyaz (<.Ar.), ve kokeni tam olarak belli olmayan mor gibi renk
adlarmin 6zel ad olusturmada siklikla tercih edilmemesidir. Bu durumdan hareketle, 6zel adlar
koyarken Tiirk¢e konusanlarinin dncelikle Tiirkgenin kadim renk adlarimi tercih ettikleri rahatlikla
sOylenebilir. Ayrica kursuni, sincabi, sarabi, lacivert, kahverengi gibi yabanci kokenli sozciikler
barindiran renk adlarini igeren 6zel ad olmamasi da bunu belirginlestirmektedir. Bu durum iizerine
Eren “Tiirkce gok kelimesi varken mavi kelimesini kullanmaya lizum var midir? Aydinlarimiz mavi
gozden bahsederler, fakat halk gok goz der, Gékbel, Gékbelen, Gokgedren, Gokgol, Goékkaya,
Gokpwnar, Gékseki der, Gokkaya, Gokyar, Géktepe, Goksu der, fakat aydinlar Mavi Nil ve “Mavi
Tuna” derler. Goknil ve Goktuna daha giizel ve daha Tiirk¢e degil midir? (1989, s. 165)” sozleriyle
0zel adlarda tercih edilen renk adlariin Tiirk¢e olmasinin nedenini agiklamaktadir.

Uzun stiredir dilin ¢gevrim alanin i¢inde olan renk adlarinin ¢ok daha genis kavramsal alanlara sahip
olmas1 miimkiindiir. Bu durumda, 6zel ad yapiminda en sik yer alan renk adlari; en eski dénemlerden
beri var olmakta ve siklikla baska kavramlar i¢in de kullanilmaktadir. Bu renk adlarinin soyut renk
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kavramlarini isaret etmenin yaninda eski Tirkcede kuzey-kara, giiney-kizil, dogu-gok, bati-ak ve
merkez-sari olmak tizere farkli yonleri belirtmek i¢in kullanildiklar bilinmektedir. Dort yoniin yani
sira, gliniin dort zamani, dort mevsim de renklerle ifade edilmistir (Genis bilgi i¢in Bkz. Celik 1942;
Gabain 1968, ss. 107-109).

Gabain bu renklerden “kara, ak, kizil, yasil ve sarigin kullaniminin yaygin; ala, kok, boz ve kirin
simirli (1968, s. 108)” oldugunu ifade ederken aslinda Tirk kiiltiiriinde asil ve ikincil renkleri
belirtmektedir. Buna ek olarak da “Yalniz yasil yerine herhdlde kok de gegebiliyor (1968, ss. 108)”
diyerek gok renk adinin anlam alaninda yesili de barindirdigina isaret etmektedir. Tablo 1’in verileri
Gabain’in goriisiinii destekler niteliktedir. GOk renk adi, tarihi dénem eserlerindeki kullanimlar ve
Anadolu agizlarindaki 6rneklere bakildiginda yesilin yaninda mavi ve mor renklerinin ifadesini de
tagiyor olmalidir. Gok renk adini igeren 234 6zel ad varken yesil igeren 78, mavi igeren 4, mor igeren
12 6zel ad vardir. Bu durum gok renk adinin bu renkleri anlam alaninda barindirmasinin yani sira
dildeki eskiliginin de gostergesi olarak kabul edilebilir.

Yer adi olusturmada en sik kullanilan renk adlarinin kara, ak, sari, kizil, gék ve boz oldugu
goriilmektedir. Yukarida verilen bilgiler 1s18inda yer adlarinin verilmesinde tarihi kokeni olan ve
anlam alan1 genis olan kadim renk adlarinin 6n plana ¢iktig1 sdylenebilir. Ornegin, yer adlarinda en sik
kullanilan renk adi olan karanin bu adlarin tiimiinde renk anlami tagimadigini sdylemek yanlig
olmayacaktir. Kara bu yer adlarinda “seckin, alelade, kuzey, esmer” gibi anlam alanindaki diger
anlamlar1 da belirtiyor olmalidir. Yer adlarinda en sik goriilen renk adlarini sirasiyla yesil, ala, ¢akir,
kar, mor, beyaz, al, pembe, kirmizi, mavi ve siyah izlemektedir.

Dag ad1 olusturmada en sik kullanilan renk adlan ak, kara, ala ve bozdur. Doga olaylari, cografik
yap1 ve bitki drtiisiiniin durumunu bu renk adlariyla ifade ediliyor olabilir. Ornegin, kara renk adinm
bu makalede incelenen tiim 6zel adlarda en ¢ok kullanilan renk adi olmasina karsin, dag adlarinda en
sik goriilen renk adinin ak olmasi oldukga ilging bir durumdur. Tiirk kiiltirlinde dag imajinin
doruklarda ¢ok uzun siire karla kapli olmas1 bu olgunun ifadesi i¢in ak renk adimi 6n plana ¢ikarmis
olabilir. Dag adlarinda en sik goriilen renk adlarini siklik sirasina gore birer dag adiyla ¢akir, gok,
kizil, mor, yesil renk adlar izlemektedir.

Su adlarinda en sik kullanilan renk adlar ak, kara, gok ve saridir. Su i¢in en 6nemli niteligin
temizligi oldugu diigiinildiigiinde en ¢ok kullanilan renk admin ak olmasinin nedeni; akin anlam
alanindaki “temizlik, berraklik” anlami olmalidir. Kara, gék ve sari renk adlart suyun derinligi ve
icinde tasidigt maddelerin rengiyle degisen goriintiisine gore farkli renkleri ifade etmek igin
kullanilmaktadir. Su adlarinda en sik kullanilan renk adlarini kullanim sikligia gore ikiser su adiyla
cakur, kizil, yesil ve bir su adiyla ala izlemektedir.

Kisi adlarinda en sik kullanilan renk adlar1 ak, gék ve karadir. Kisi adlarinda renk adlart kullanimi
¢ok daha genis bir ¢esitlilik gostermektedir. Kirmizi ve siyah disinda bu taramada tespit edilen tiim
renk adlar kisi ad1 yapiminda kullanilmistir. Diger 6zel ad alanlarinda ayri olarak bu gesitlilik, kisi ad1
koymanin Tiirk kiiltiiriinde tarihsel bir gegmisin yani1 sira giincel gelismelerden de etkilendigine isaret
etmektedir. Yer, dag ve su adlarinin tarihsel gegmigleriyle sik sik degismesi pek olasi degildir. Oysa
yasam siiresi ¢ok daha kisa olan ve yasadigi anlik cografya, kiiltiir, ekonomik ve siyasi sartlardan
etkilenen insanoglunun ad verme aligkanliklar1 ve egilimlerinin degisim gostermesi ¢ok daha olasidir.
Dile yeni giren ve albenisi olan yeni renk kavram ve adlarinin kisi ad1 vermede kullanilmas1 6zellikle
Tiirk kiiltiirii gibi renk adlarini ¢ok kullanan bir dilde sasirtict olmamalidir. Bu yiizden, diger 6zel ad
tirlerinin aksine kisi adlarindaki bu c¢esitliligi giincel gelismelere ve dilin gelisip zenginlesmesine
baglamak yanlis olmayacaktir.

Kisi adlarinda renk adlarinin kullaniminin dogrudan soyut renk kavrami yerine yan anlamlar ile
kullanilmas: sasirtict degildir. Ornegin, en sik goriilen renk adi olan ak, bu kisi adlarin tiimiinde renk
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anlamina isaret etmiyor olmalidir. Ak renk adinin anlam alanindaki “temiz, diiriist, namuslu, seckin”
gibi anlamlar da bu adlarda kullanilmig olmalidir. Pembe ve mor renk adlar1 daha ¢ok giizellik ifadesi
olarak giil ¢igegi ile birlikte kullanilmaktadir.

Sonug olarak, yukaridaki tarama ve incelemeden asagidakileri sdylemek miimkiindiir. ilk olarak,
Tiirkge 6zel ad yapiminda renk adlar1 yogun olarak kullanilmaktadir. Kavram alanlar1 genisleyen renk
adlart renklerin Oneminin yani sira onlarin temel sozciiklerden oldugunu ve dil bilimi agisindan
islevselligini de gostermektedir. Ikinci olarak, Tiirkge 6zel adlar daha ¢ok kadim renk adlarina
basvurularak olusturulmaktadir. Bu ad verme geleneginde kullanilan renk adlarmin sadece renk
anlamlariyla kullanilmamakta, pek ¢ok yan ve mecaz anlam igermektedir. Ugiincii olarak, her ne
kadar, 6zel ad vermede kadim renk adlari tercih edilse de ad verilenin yasam siiresi ve tarihsel
dongiisii dilin gelisimine paralel olarak daha yeni dil 6gelerinin kullanilmasina olanak vermektedir.
Kisi adlarinda dile nispeten yeni girmis renk adlarinin kullanimi buna iyi bir 6rnektir. Son olarak farkl
0zel ad tiirleri renk adlarinin anlam alanlarina gére degisik renk adlarini, ak renk adinin dag adlarinda
daha ¢ok tercih edilmesi gibi, ¢cagristirabilmektedir.
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Coining proper names through colour terms in Turkish

Abstract

Turkish is rich in colour terms. Despite the wealth of such terms in Turkish, studies into their linguistic functions
and roles in coining and giving proper names are relatively new and inadequate. This study aims to explore the
place of colour terms in onomastics and their function in giving proper names in Turkish. This study firstly
created a corpus of proper names with colour names from a collection of important sources like maps and
dictionaries, which was then followed by an analysis of frequency and content. This study documented 17
different colour terms used in Turkish proper names. Of these, older colour terms such as kara (black), ak
(white), gok (blue), and sari (yellow) are used relatively more frequently. It is apparent that these long existing
colour terms have larger conceptual fields than those relatively newer colour terms. It was also observed that
different types of proper names may attract different colour terms simply due to different meanings they hold in
their conceptual field. It was also observed that antrophonomy, with a more vibrant use of relatively newer
colour terms in naming human beings as well as a well employment of the older terms, constitutes a more
dynamic domain. This study has documented the wealth and linguistic functionality of Turkish colour terms in
coining proper names.

Keywords: colour terms; proper names; onomastique
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