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ONSOZ

Dil iizerine yapilan her ¢aligma ilgili alana 6nemli katki sunmakla birlikte dilin varliginin daha ¢ok
kendini hissettirmesi agisindan da onem tasimaktadir. Teknolojinin hizla gelismesi, yapay zeka
uygulamalariin dil ¢alismalarina olan olumlu ve olumsuz etkileri bu alanin farkli boyutlarda ele
almmasini kaginilmaz hale getirmistir. Bu baglamda, Ankara Sosyal Bilimler Universitesi Yabanci
Diller Fakiiltesi ve Hoca Ahmet Yesevi Uluslararas1 Tiirk-Kazak Universitesi Filoloji Fakiiltesi ile
ortak diizenlenen Ill. Uluslararasi Dil Calismalarinda Yeni Yénelimler Sempozyumu’nda 21.
ylizyilda insanlarin hayatina uluslararasi diizeyde yon veren ve iletisimin en 6énemli unsuru olan dil
kavrami her yoniiyle tartisildi.

Hizla degisen diinya mevcut uygulamalarin ve ¢aligmalarin gézden gecirilmesini ve yeni egilimlerin
ve yaklasimlarin tartisilmasini zorunlu hale getirmektedir. Bir ihtisas iiniversitesi olarak Ankara
Sosyal Bilimler Universitesi sosyal bilimler alaninda egitim, arastirma, girisimcilik ve toplumsal
sorumluluk faaliyetleriyle bilimin, toplumun ve insanligin ilerlemesine katki saglama misyonu ve
oncii caligmalar ile bu alanmin ilerlemesine liderlik yapma vizyonuna sahiptir. Bu vizyon
dogrultusunda 10-11 Ekim 2025 tarihleri arasinda Ankara ve Tiirkistan’da tiglinciisii diizenlenen bu
sempozyumda Yabanci Dil Ogretiminde Yeni Yaklasimlar, Yabanci Dil Olarak Tiirkce Ogretimi,
Teknolojik Gelismeler Isiginda Ceviribilim Calismalari, Dijitallesme ve Dil Ogretim Teknolojileri,
Cokdillilik, Dil Politikalar1 ve Gog, Ceviri ve Yerellestirme Calismalarinda Giincel Egilimler,
Kiiltiirleraras1 Iletisim ve Dil, Dogal Dil isleme ve Yapay Zeka Destekli Dil Calismalari, Edebi
Eserlerde Aile Kavrami, Dil Ogrenimi ve Aile gibi konular ele alindi. Bu konularda ulusal ve
uluslararas1 arastirmacilar tarafindan 80’den fazla bildiri sunuldu. Sempozyuma katilan bilim
insanlar1 bilgi ve tecriibelerini Tiirkce, Ingilizce Rusca, Arapga, Cince, Japonca ve Ispanyolca olarak
ilgili alanlarda calisan aragtirmacilarin istifadesine sundu.

Sempozyuma katki sunan arastirmacilarin tam metin olarak géondermis oldugu calismalarinin bildiri
kitabinda yayimlanmasi daha fazla arastirmacinin yararlanmasina imkéan saglayacaktir. Bu nedenle
yayimlanmasi i¢in gonderilen ve hakem siireglerini tamamlayan 12 adet ¢alismaya bu kitapta yer
verilmektedir. Aile ve edebi iislup, Ingilizce konusma programlarinda kaygi, yabancilara Tiirkge
ogretimi, makine ¢evirisi, dil 6gretimi, Bulgar sosyal medya soyleminde kelime oyunlari, Rusca
konusan annelerin ¢ocuklara Rus dilini aktarmadaki rolii, Kazak dgrencilerin Ingilizce 6grenmesi,
cocuklara konusma becerileri kazandirmada teknoloji kullanimi, kiiltlirleraras: iletisim, ¢evrimigi
egitim gibi konularin yer aldig1 bu kitabin arastirmacilar i¢in faydali olacagini diistinliyorum.

Dordiinciisiinii - yapmay1 planladigimiz  Uluslararas1 Dil Calismalarinda  Yeni Yonelimler
Sempozyumuna daha fazla ulusal ve uluslararasit katilimcinin katilarak dil konusunda her tiirlii
aragtirma ve tecrilbbe paylasiminin gerceklesmesini temenni ediyorum. Bu sempozyumun
gerceklesmesinde ve bu bildiri kitabinin hazirlanmasinda emegi gecen herkese siikranlarimi
sunuyorum.

Ankara, 2025
Prof.Dr.Ismail CAKIR
Sempozyum Diizenleme Kurul Baskani

Editor
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Giivahi’nin Pendnime’sinde Aile Kavram ve Edebi Uslup

Dr. Ogr. Uyesi Orhan Gazi GOKCE
Giris

XVI. yiizy1ll Osmanl kiiltiir diinyas1 hem saray ¢evresinin yliksek edebi zevkini hem de halkin
sOzlii kiiltiir birikimini ayn1 donemde tasiyan, katmanli bir dil ve degerler evreni iiretmistir. Bu
evrende nasihatname/pendname gelenegi, bireyin ahlaki terbiyesi ile toplum diizeninin devami
arasinda koprii kuran en islevsel tiirlerden biri olarak 6ne cikar. Insan1 erdemli kilmayi, sosyal
davraniglar1 diizenlemeyi ve genis anlamda bir ahlak ufku kazandirmay1 hedefleyen bu didaktik
metinler, Tiirk edebiyatinda Orhun Abideleri’nden itibaren izlenebilecek 6giit verme damariin

farkl1 bigimlerde siirekliligini temsil eder (Ugur, 2001, s. 1).

Agah Sirmt Levend, iimmet ¢agi olarak nitelendirdigi donemde edep literatiiriinii konu ve
amaglarma siniflandirmigtir. Ona gore genel ahlak, siyasetnameler, nasihatnameler, meviza yollu
eserler, fiitiivvet-nameler, Kdbusndme tercimeleri bu literatiir icinde zikredilebilir. Bu
smiflandirma i¢inde nasihatnamelerin konularinin genel ahladka dair ve ortak oldugunu
degisikligin sadece sekilden ibaret oldugunu dile getiren Levend, bu literatiiriin bu baglamda bir

biitiinliik arz ettigini ifade eder (1964, s. 96).

Nasihatnameler; manzum, mensur ya da karma yapilarda yazilabilmekle birlikte manzum bigimin
akilda kaliciligi, atasozlerinin yart manzum karakteriyle birlestiginde pendname gelenegini daha
da etkili hale getirir. Bu gelenegin pendname adiyla anilmasinda Feridiiddin-i Attar’in
Pendndame’sinin model etkisi belirleyici olmus; zamanla nasihat kitaplar1 ahlakname, blstan-1
nasayih, ibretndme gibi isimlerle anilir olmus ve ¢okga telif edilmistir (Bilgin, 1998, s. 16). Ne
var ki Attar’in etkisi, biitiin pendnameleri ayni kaliba sikistirmaz. Tiirk edebiyatinda yerel kiiltiire,
yerli dil malzemesine ve anlatim stratejilerine yaslanan telif pendndmeler de ortaya ¢ikmistir. Bu
baglamda Giivahi’nin Pendrndme’si, konusu ve kurulusu itibariyla yerli karakteri en belirgin

orneklerden biri olarak degerlendirilir.

Giivahi hakkinda biyografik kaynaklarda yeterli ve kesin bilgi bulunmadigi arastirmacilarin ortak
tespitidir. Buna ragmen tezkire ve biyografi kaynaklarinin isaret ettigi birtakim veriler, sairin
sosyo-kiiltiirel konumuna dair bir ¢ergeve sunar. Giivahi’nin Geyveli oldugu, Latifi Tezkire’sine
goreyse Geyve’ye sonradan yerlestigi kaydedilir. Sicill-i Osmdni’de “miellif, ticaret

erbabindandir” bilgisi yer alir (Mehmed Siireyya, 1996, s. 550). Bu kayit, Giivahi’nin sadece
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edebi mubhitlerden degil hayatin iktisadi ve giindelik taraflarindan da beslenmis bir tecriibeye

sahip olabilecegini diigtindiirtir.

Sairin dogum ve 6liim tarihleri kesin olarak bilinmemekle birlikte, Pendndme’nin 1526 yilinda
tamamlandig1 dikkate alindiginda bazi kaynaklarda gecen erken oliim tarihleriyle bu bilginin
ortiismedigi goriiliir. Bu durum, Giivahi’nin s6z konusu tarihlerden sonra vefat etmis oldugu
ihtimalini gii¢lendirir. Ayrica Giivahi’nin Yavuz Sultan Selim’in Misir Seferi’ne katildig: bilgisi,
onun devlet hayatin1 ve sefer tecriibesini yakindan goézlemledigini gostermesi bakimindan

onemlidir (Giivahi, 1983, s. 13-15).

Pend-name’nin kime ithaf edildigi hususu, kaynaklarda yer alan bilgiler arasinda bazi farkliliklar
gostermektedir. Latifl, Asik Celebi, Hasan Celebi ve Ali, eserin Yavuz Sultan Selim adina kaleme
alindigini ifade etmektedir. Ancak eserin telif tarihi 933/1526 olarak kabul edildiginde bu tarihin
Kanuni Sultan Siileyman devrine karsilik geldigi goriilmektedir. Dolayisiyla eserin Kanuni’ye
sunulmus olmas1 daha kuvvetli bir ihtimaldir. Nitekim metnin ¢esitli boliimlerinde Kanuni Sultan
Siileyman’in ad1 zikredilmekte ve donemin hiikiimdari olarak 6vgiiyle anilmaktadir. Buna karsilik
Yavuz Sultan Selim’in adma yalnizca bir yerde, Kanuni’nin babasi olduguna isaret etmek
amactyla yer verilmektedir. Bu durum, eserin baglangigta Yavuz Sultan Selim’e takdim edilmek
tizere diisiiniildiiglinii ancak onun vefatinin ardindan Kanuni Sultan Siileyman’a sunuldugunu

diisiindiirmektedir (Isen, 2024).

Giivahi’'nin edebi kisiligi, klasik divan siirinin siislii ve agir dil anlayisindan ziyade halkin
giindelik diline ve tecriibesine yaslanan bir ¢izgiye sahiptir. Giivahi’nin dili, Eski Anadolu
Tiirkcesi 0zellikleri tasir; arkaik kelimeler, sade s6z dizimi ve dogrudan anlatim tercih edilir. Fuat
Kopriilii Glivahi’yi XV. yiizyilda “Tiirki-i basit” tislubunu benimseyen, pek sade, 6zentisiz sairler
arasinda zikreder (1966, s. 283). Latifi ise Giivahi’nin siiri hakkinda “nezédket ve zerafet”in
olmadig1 yoniinde bir tespitte bulunurken ve Pendndme’sine atifla “her meseli bir nesneye temsil”
ettiginden soz eder (2018, s. 454). Bu durum, Giivahi’nin siiri bir sanat gosterisinden gok bir

anlatim ve 68retim araci olarak gordiigiinii diistindiirmektedir.

Kaynaklarda Giivahi’ye dort eser nispet edilmektedir. Bunlar; Tazarrundme, Pendndme,
Gurbetndme ve Ibretndme’dir. Bunlar icinde Pendndme’den sonra en muteberi olan
Tazarruname, 1501 tarihli olup Allah’a yakaris temasini isleyen 542 beyitlik bir mesnevidir. Bu
eser, Giivahi’nin didaktik-dini ¢izgisinin erken bir Ornegi olarak kabul edilir. Tezkirelerde
Kenzii’l-beddyi veya Kenazii’l-beddyi adiyla anilan bir eserden s6z edilse de yapilan
karsilastirmalar bunun biiyilik ihtimalle Pendndme ile ayn1 eser oldugunu gostermektedir (Giivahi,

1983, s. 15-18).



Giivahi, Pendndme’yi adeta atasozlerini siirlestirmek amaciyla kaleme almig gibidir. Zira eserde
yer alan atasozili ve deyim sayisi, benzer tiirdeki pek ¢ok eserden daha fazladir. Giivahi, divan
sairleri arasinda siirlerinde atasozlerine en ¢ok yer veren sairdir (Oy, 1991). Bu hususta
Giivahi’nin essiz bir kudret gosterdiginden ve buna o kadar muvaffak oldugundan s6z eder ki
kendisinin yalniz bu isi bagarmak i¢in diinyaya geldigi ve bu hususta kullandig1 vezin de adeta

atasozleri i¢in hassaten icat edilmis oldugu fikrini dile getirir.

Pendndme, mesnevi nazim sekliyle kaleme alinmistir ve klasik mesnevi gelenegine uygun olarak
besmele, tevhid, miindcat, na’t ve dort halifeye 6vgii boliimleriyle baslar. Eserin vezni hezec
bahrinde mefdiliin/mefailiin/feiliin kalibidir. Atas6zlerinin kaliplarini bozmamak adina vezinde

imalelerin arttig1 ancak bunun bilingli bir tercih oldugu belirtilir (Giivahi, 1983, s. 16).

Beyit sayisi niishalara gore degisiklik gostermekle birlikte bazi ¢caligmalarda eserin 2133 beyitten
olustugu ve i¢inde yaklagik 60 hikaye ve fikra bulundugu ifade edilir Giivahi, anlatiya baglamadan
once “hikayet”, “latife”, “sikayet”, “fasil” gibi bagliklar kullanarak metnin yapisini belirginlestirir

ve bu yoniiyle okuyucunun metni takip etmesini kolaylastirir (Giivahi, 1983, s. 17-18).

Pendndme, ideal insan tipini ahlak, edep, kanaat ve sorumluluk kavramlar: etrafinda insa eder.
Platoncu idealizmin Dogu disiincesindeki bir yansimasi olarak degerlendirilebilir. Nitekim
Giivahi, degismez ahlaki degerleri halk hikmeti araciligiyla goriiniir kilar. Bu yoniiyle eser
bireysel erdemleri anlatmakla kalmaz bir toplumsal diizen de O6ngoriir. Atasozleri, bu ahlaki
cercevenin temel tasidir. Toplumun kolektif hafizasinda yer eden bu sozler Pendname’de bireyin
giindelik hayatina rehberlik eden kisa ahlak yasalari haline gelir. Bu durum, eserin degerler

egitimi agisindan da 6nemli bir kaynak olarak degerlendirilmesine imkan tanir.

Attar’in Pendname’sinden farkli olarak Giivahi, 6giitlerini dogrudan basliklar halinde siralamak
yerine hikdye ve atasozleriyle i¢ ige gegirir. Bu yapi, metnin didaktik yoniinii yumusatir ve
ogiitlerin yaganmis tecriibe olarak algilanmasini saglar. Giivahi’nin Pendname’sinde 6giit verilen
alanlar arasinda aile, acik bir baslik altinda ele alinmasa da evlilik, es se¢imi, kadin-erkek
iliskileri, ¢cocuk terbiyesi ve ev i¢i diizen gibi temalar iizerinden stirekli olarak insa edilir. Ahlakin
ilk 6grenildigi vasat olarak aile, eserde bireysel fazilet ile toplumsal diizen arasindaki en kritik ara
yiizdiir. Bu nedenle Pendndme, aileyi biyolojik bir birliktelikten ibaret gormez; kanaat, sabir ve
sevginin sinandigr bir ahldk mektebi olarak sunar. Calismanin bundan sonraki bdliimiinde
Pendndame’de aile kavraminin hangi beyitler ve anlatim stratejileri tizerinden kuruldugu bu

kurguya eslik eden edebi iislup 6zellikleri ayrintili bigimde ele alinacaktir.

Giivahi’nin Pendndme’sinde Aile Kavraminin Insasi
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Guvahi’nin Pendndme’sinde aile, miistakil bir baslik altinda sistematik bi¢imde ele alinmaz ancak
eser biitlinli dikkate alindiginda ev, evlilik, ¢cocuk, kadin-erkek iliskileri ve mahremiyet etrafinda
yogunlasan bir ahlak evreni kuruldugu agikga goriiliir. Bu yoniiyle Pendname, aileyi biyolojik bir

birlikten ziyade ahlakin tiretildigi ve sinandigi temel sosyal kurum olarak konumlandirir.

Giivahi, aile i¢indeki sorumluluklar1 sosyal statiiden bagimsizlastirarak ev i¢i hizmeti bir erdem

alan1 olarak tanimlar:
Eviinde arlanma hizmet iciin / Idecek sensin anda hizmet iciin (b. 883)
Gerekse dlemiin begi ol / Gerek her kisi evinde karadul (b. 884)

Bu beyitlerde alemin beyi olmakla evinde hizmet etmek arasindaki karsitlik bilinglidir. Sair,
kamusal iktidarin 6zel alanda ustiinliik tiretmemesi gerektigini vurgular. Boylece aile, hiyerarsik

tahakkiimiin degil tevazu ve sorumlulugun 6grenildigi bir ahlak sahasi haline gelir.

“Ev” Pendndame’de barmilan bir mekan olmanin 6tesindedir ve ahlaki sinirlarin korundugu bir

alan olarak islenir:
Eviin var ise havlun igre hali / Kimesne koyma y1g icine ¢ali (b. 916)
11 il iizre olur dlemde ¢okdur / Ev ev iizre veli oldugi yokdur (b. 917)

Her evin kendine 6zgii bir diizeni oldugu fikri, ailelerin kiyaslanmasina kars1 bir uyaridir. Bu
diisiince, aile huzurunun disaridan dlgiilerle degil i¢ diizen ve ahlaki dengeye bagli oldugunu ima

eder. Bu baglam, komsuluk hukukuyla tamamlanir:

Sakin kongsi hakkindan olma gdfil / Ki kongi hakkt Tanrt hakkidur bil (b. 919)
Giivahi, ¢ocuk terbiyesini 0zellikle baba merkezli bir sorumluluk alani olarak ele alir:
Olicak boyle oglancuk soz ehli / Reva gormek hatddur ana cehli (b. 1093)

Ata ta ‘lim-i ‘ilmi ana te hir / Iderse itmis olur hayra taksir (0. 1094)

Bu beyitlerde ¢ocugun cahil kalmasina sebep olmanin vebaline isaret edilir ve bu, dogrudan ahlaki

bir kusur olarak degerlendirilir.

Kiz verme meselesi, Pendndme’de en carpict ahlaki vurgularin yapildigi alanlardan biridir.

Gtivahi bu hususu su beyitlerde dile getirir:

Bu pendi hem tutar akli olan kes / Ki dimigler kizi vir kopriyi kes (b. 1116)
11



Kizin ardinca ¢og varmayi kogil / Goniil virme giiyegii olmaz ogul (b. 1117)

“Kuz1 ver, kopriiyl kes” ifadesi, evlenen kizin artik ayri bir aile birimi olusturdugunu ve ebeveyn
midahalesinin ahlaki sinirlar1 ihlal edecegini dile getirir. Bu sdylem, geleneksel aile baglarin

reddetmez ancak bagimliliga doniisen iliski bigimlerini elestirir.

Gilivahi’nin kiz evlatlara dair uzun tasnifi, biyolojik degil ahlaki Olgiitlere dayali bir
siniflandirmadir. Ug tip kizdan séz edilir. Bunlar edep ve haya sahibi olan, disa déniik ve siise

diiskiin olan, edep ve terbiye yoksunu olanlaridir. Bu tasnifin merkezinde su uyari yer alir:
Kizi evde kati biiytitmek olmaz / Belddur yendek ani giitmek olmaz (b. 1157-1172)

Asir1 baski, edep iiretmez aksine fitneye yol agar. Aile, bu noktada koruyucu oldugu kadar 6l¢iili

olmak zorundadir. Mahremiyetin ihlali yalniz bireyi degil aile onurunu da zedeler.

Bir deger taraftan Giivahi, evlilik konusunda gergekgi bir tavrr benimser. O, agki ve duygusal

yakinligi evlilik icin yeterli bir zemin olarak gérmez:
Heve-dar olma degme hiiba der-hal (b. 1214)
Seviip zar olma hercar nigar: (b. 1218)

Ask burada gegici bir hal, evlilik ise kalic1 bir sorumluluk alanidir. Bu yaklasim, Pendname’nin
evliligi duygusal romantizmden ziyade ahlak, sabir ve istikrar temelinde degerlendirdigini

gosterir.

Evlilik miiessesi bir bakima toplumun iktisadi diizeniyle de iliskilidir. Aile kurmak maddi bir
kiilfet gerektirir. Bu baglamda metinde evlilik sik¢a ve agik bigimde ekonomik kudretle

iliskilendirilir:

Veli evlenmege kudret gerekdiir / Huziira irmege devlet gerekdiir (b. 1293)
Fakir eviense gayet tuzsuz olur / Er olsa cimri avret yiizsiiz olur (b. 1293-1294)
Diiriis harg it nitekim diigiin i¢iin / Ki ag akge olur kara giin igiin” (b. 117)

Burada fakirlik ahlaki bir kusur olarak degil aile huzurunu zorlayan bir durum olarak ele alinir.
Cimrilik ise aile i¢i catismanin temel sebebidir. Giivahi, evliligi idealize etmez; onu dirlik diizeni
cercevesinde okur. Evliligin hem maddi hem de manevi olgunluk iizerine insa edilecegine vurgu
yapa sairin zihin diinyasinda “kudret” gecim giiciinii, “devlet” ise ruhi ve psikolojik olgunlugu

simgeler. Sair, diigiin i¢in yapilan masrafin bile kara giindeki dayanisma i¢in bir hazirlik oldugunu
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soyler. Bu, evliligin sadece mutluluk anlarinda degil zorluk zamanlarinda da emek gerektirdigini
anlatir. Bu beyitlerde Giivahi, evliligi duygusal bir birlikteligin {istiinde gorerek iktisadi ve ahlaki
bir sorumluluk alani olarak ele alir. “Tedbir” ve “kudret” kavramlari, aile kurumunun
stirdiiriilebilirligini dogrudan ekonomik dengeye baglar. Bununla birlikte Giivahi, evliligi diinyevi
bir birliktelik olmanin 6tesinde konumlandirarak eslerin birbirini biitiinledigi bir dayanigsma alani

olarak gortir.

Bosanma Islam hukukunda her ne kadar belli sart ve usullere baglanan mesru bir tercihtir. Bu
hususta Giivahi bu ilkeyi ve tecriibeyi 6n plana ¢ikararak bosanma sonrasi eski ese geri doniis

hususunda soyle bir soylemi dile getirir:

Bosasan avreti iy yar sakin / Yine aluban olma ana yakin (b. 1386)
Olan dkil gi¢en halini biliir (b. 1388)

Bu beyitlerde aile, kararsizlikla degil tutarlilikla korunabilecek bir kurum olarak sunulur. Giivahi,

denenmis olan1 denemeyi tecriibesizlik ve akilsizlikla eslestirir.

Sonug olarak Pendndme’de aile sadece duygusal ve fiziki bir birliktelik alan1 degildir. Aile; ahlaki
birligin niivesi, toplumsal diizenin mikro 6lgekte modeli ve sorumluluk temelli bir kurum olarak
inga edilir. Giivahi, aileyi insanin ilk ahlak imtihan1 olarak goriir; edep, ilim, mahremiyet, iktisat
ve sabir bu imtihanin temel Olgiitleridir. Bu yonleriyle Pendndme, Osmanli toplumunda aile

ahlakinin rasyonel ve deneyim temelli bir zeminde kuruldugunu gosteren gii¢lii bir metindir.
Aile Temasinn Edebi Uslup, Hikdye Teknigi ve Atasozii Kullanimiyla Kurulusu

Giivahi’nin Pendndme’sinde aile temasi kurgu ve anlatim stratejileri bakimindan farkli bir tislupla
islenmistir. Sair, aileye dair ahlaki hiikiimleri dogrudan vaaz eden bir sdylemle sunmak yerine
hikaye, tip tasviri, atasozii ve deyimlerle oriilmiis ¢cok katmanli bir anlatim tercih eder. Bu yontem,

eserin didaktik yoniinii sertlestirmek yerine okuyucunun tecriibeyle 6zdeslik kurmasini saglar.

Pendname’de aileyle ilgili hiikiimler ¢ogu zaman kisa hikaye parcalar1 veya temsiller araciligiyla
verilir. Ozellikle kiz evlat, evlilik ve bosanma konularinda sair, soyut ahlak kurallar1 koymak
yerine olasi sonuglar1 gosteren 6rnek durumlar tretir. Kiz tipolojileri (b. 1157-1172) bunun en
acik ornegidir. Gilivahi burada “iyi-kotii” karsithigini teorik bir ahlak tartismasi seklinde degil
sosyal hayatta karsilig1 olan davranis Oriintiileri tizerinden kurar. Bu yaklasim, aileyi idealize
edilmis bir kurum olmaktan ziyade yanlis kararlarla bozulabilen, dogru tedbirlerle korunabilen
canli bir yap1 olarak resmeder. Boylece okuyucu, aile ahlakini olmasi gerekenden ziyade “Soyle

olursa ne olur?” sorusu uzerinden kavrar.
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Giivahi’nin edebi tislubunun en ayirt edici yonii daha once vurgulandigi gibi atasdzlerini siisleyici
unsur olmanin otesinde yapisal bir tasiyici olarak kullanmasidir. Aileyle ilgili boliimlerde
atasozleri, cogu zaman anlatinin diiglim noktasinda yer alir ve verilen dersin hafizaya kazinmasini

saglar:
Kizi vir kopriyi kes (b. 1116), Bir cigekle yazimaz yaz (b. 1224) Ev ev iizre olmaz (b. 917)

Bu atasdzleri, aile iliskilerinde sinir, sabir ve gergekeilik ilkelerini kisa ama kesin hiikiimler haline
getirir. Glivahi, atasozlinli cogu zaman beytin merkezine yerlestirerek sozlii kiiltiiriin otoritesini
yazili metne tasir. Bu sayede aileye dair dgiitler, sairin kisisel kanaati olmaktan ¢ikar; kolektif

tecriibenin sesi haline gelir.

Aile bahsinde kullanilan dilin dikkat ¢ekici bir yonii de yer yer sert, hatta rahatsiz edici
olabilmesidir. Fakirlik, cimrilik, edepsizlik ve heves diiskiinliigii agikca elestirilir (b. 1293-1294;
b. 1214). Giivahi, aile kurumunu koruma adina yumusatict bir dil kullanmaz aksine yanlis
davraniglar1 dogrudan teshir eder. Bu tslup tercihi, Pendndme’nin ahlak anlayisinin romantik
degil tecriibeye dayali ve gercekei oldugunu gosterir. Aile, sevgi kadar disiplin; merhamet kadar

siir gerektiren bir yapidir. Sairin dili de bu dengeyi yansitir.

Giivahi, aile konusunda konusurken kendini mutlak bir bilge olarak konumlandirmaz fakat “cok
gbérmiis, cok yasamis” bir anlatict tavr: benimser. Sik sik kullanilan “bil ey dost”, “sakin”, “isit”
gibi hitaplar, okuyucu ile hoca-talebe iliskisinden ziyade tecriibeli-tecriibesiz iligkisi kurar. Bu
durum, aile ahldkinin yukaridan dayatilan bir norm olmaktan 6te yasanmishgin slizgecinden

gecmis bir tecriibe oldugu izlenimini gliglendirir.
Sonuc¢

Bu c¢alismada Giivahi’nin Pendndme’si, aile kavrami ekseninde incelenmis; eserde ev, evlilik,
kadin-erkek iliskileri, ¢ocuk terbiyesi ve mahremiyet gibi unsurlarin nasil bir ahlak sistemi i¢inde
kuruldugu ortaya konulmustur. Inceleme sonucunda Pendndme’de ailenin, biyolojik bir birlikten

ziyade ahlakin iiretildigi ve sinandig1 temel toplumsal kurum olarak ele alindig1 goriilmiistiir.

Giivahi, aileyi duygusal idealler iizerinden degil sorumluluk, edep, iktisat, sabir ve simir
kavramlar1 lizerinden insa eder. Evlilikte ekonomik kudretin vurgulanmasi, askin evlilik i¢in
yeterli goriillmemesi, kiz evladin evlilik sonrasi bagimsiz bir aile birimi olarak kabul edilmesi ve
cocuk terbiyesinde ebeveynin rol model olarak konumlandirilmasi, bu ahlak anlayisinin temel

gostergeleridir.
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Eserde kullanilan hikdye teknigi ve atasozleri, aile temasinin soyut bir ahlak 6gretisi olmaktan
cikmasini saglar. Aileye dair ogiitlerin sert, gercekci ve yer yer sarsici bir dille verilmesi ise
Giivahi’nin toplumsal diizeni koruma konusundaki tavizsiz tutumunu yansitir. Bu tislup sayesinde
Pendndme kendi donemini asarak farkli ¢aglarin okuyucusuna da hitap edebilen bir ahlak metni

haline gelir.

Sonug olarak Pendndme, Osmanli ahlak disiincesinde ailenin merkezi roliinii gostermesi
bakimindan oldugu kadar halk dili, atas6zii kullanimi ve anlati teknigiyle bu rolii edebi bir
biitiinliik i¢inde sunmas1 bakimindan da dikkate deger bir eserdir. Giivahi’nin, yasadigi donemin
deger yargilarina yaslanan ve ayrica kendine has katkilar sundugu bu metin, giiniimiiz degerler
egitimi ve aile tartigmalar1 agisindan son derece okunakli ve farkli yorumlamalara agik bir zemin

sunmaktadir
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Extracurricular English Speaking Program to Reduce Anxiety

Dr. Ogr. Uyesi Sahin GOK
Introduction

Language anxiety is a well-documented barrier in second language acquisition, particularly in oral
communication. According to Krashen’s Affective Filter Hypothesis (1982), high anxiety can
inhibit language input from being processed effectively, thus impeding acquisition. Chen (2013)
further confirms that foreign language anxiety correlates negatively with speaking performance.
Traditional classrooms, while structured, can often heighten stress due to peer comparison, teacher

evaluation, and fear of failure.

Recent studies have expanded this discussion. A meta-analysis of intervention programs found
that speaking anxiety reduction efforts produce moderate but significant effects, confirming the
importance of targeted interventions (Kayhan, 2025). Peer teaching in online settings has also
been shown to mitigate public speaking anxiety significantly, reducing average anxiety scores
from 64.23 to 54.44 (Putri, 2024). Further research highlights the psychological and emotional
roots of classroom speaking anxiety, including fear of mistakes, negative evaluation, and feelings
of inadequacy (Rahmawati, 2022). Similarly, Moroccan pre-service teachers reported that fear of
negative evaluation was the most critical factor influencing speaking anxiety, emphasizing the
need for supportive and safe learning contexts (EI Khamlichi, 2025). These findings underscore
the rationale for developing out-of-class, low-stakes speaking environments such as the one

examined in this study.
Methodology
Setting and Participants

The study was conducted at Istanbul Gelisim University, School of Foreign Languages. The
program took place in the university’s foyer area, designed to resemble a café-like atmosphere
with tea and cookies provided. Sessions were held weekly on Saturdays over a period of three

months.

A total of 193 students volunteered to participate in the extracurricular speaking program. The
participants were enrolled in 22 different academic departments taught in English at Istanbul
Gelisim University. The age of the participants ranged from 17 to 21 years. The cohort included
161 Turkish students and 32 international students. The international participants came primarily
from African countries, Arab countries in the Middle East, and Turkic republics in Central Asia.
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The program was open to students from all academic disciplines, providing a diverse learning
environment that encouraged intercultural communication and the use of English in authentic
social interactions. By the end of the program, 68 students completed the full series of sessions.
Post-program feedback was collected from 26 students, representing 38.2% of completers and

13.5% of the initial volunteers.
Instruments

The study utilized a structured questionnaire developed by the Quality Assurance Unit of the
School of Foreign Languages at Istanbul Gelisim University as part of the institution’s annual
self-evaluation and continuous quality improvement procedures. The instrument has been
routinely administered to monitor students’ perceptions of educational activities, engagement
levels, and overall learning experiences. For the purposes of this study, questionnaire items related
to speaking anxiety, confidence in oral communication, participation in discussions, and
satisfaction with the extracurricular speaking program were analyzed. Responses were collected
using a three-point Likert-type scale (Agree/Strongly Agree, Neutral, and Disagree/Strongly
Disagree), following the response format originally proposed by Likert (1932). Since the
questionnaire was developed internally for institutional quality assurance rather than adapted from

a previously validated research instrument, no external source exists for the questionnaire itself.
Procedure

Students attended weekly sessions involving free discussion, small-group activities, and guided
conversations with teachers facilitating in an informal capacity. No grading or evaluation was

imposed, aligning with the program’s aim to reduce affective barriers.
Data Analysis

Quantitative data from Likert-scale responses were analyzed descriptively. Of the 26 completed
questionnaires, 89% of participants expressed agreement that the program helped reduce
anxiety and increased their willingness to speak. Qualitative reflections highlighted key
themes: comfort of the environment, absence of formal evaluation, and increased motivation to

engage in speaking activities.

Attrition analysis indicated that while participation dropped from 193 to 68, the majority of
dropouts were due to scheduling conflicts rather than dissatisfaction. Nonetheless, the limited

response rate (26 of 68 completers) restricts the generalizability of the findings.

Table 1. Participation and Response Rates

18



Stage Number of Percentage of Initial
Students Volunteers
Initial VVolunteers 193 100%
Program Completers 68 35.2%
Questionnaire Respondents 26 13.5% (of all volunteers)
Satisfaction/Agreement 23 89% (of respondents)
(Yes)
Table 2. Questionnaire Items and Responses
Question Agree/Strongly Neutral Disagree/Strongly
Agree Disagree
1. The program reduced my 22 (85%) 3 1 (4%)
anxiety in speaking English. (11%)
2. | felt more comfortable 24 (92%) 2 (8%) 0 (0%)
speaking in this informal
environment.
3. The program increased 23 (89%) 2 (8%) 1 (4%)
my willingness to participate
in discussions.
4. 1 would recommend this 25 (96%) 1 (4%) 0 (0%)
program to other students.
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5. Overall, 1 am satisfied 23 (89%) 3 0 (0%)
with my participation in this (11%)

program.

Results Summary: Table 2 shows that the majority of respondents strongly endorsed the
program. Eighty-five percent agreed it reduced anxiety in speaking, while 92% reported feeling
more comfortable in the informal environment. Nearly 90% confirmed increased willingness
to join discussions, and 96% would recommend the program to peers. Overall satisfaction
was high at 89%, with no participants reporting dissatisfaction. These findings collectively
suggest that the program successfully created a supportive space for speaking practice, consistent

with recent literature.
Discussion

The findings suggest that extracurricular, informal learning environments can play a significant
role in lowering anxiety and supporting learner autonomy. By shifting practice away from
evaluative classroom contexts, students reported greater comfort and confidence in speaking
English. This aligns with Krashen’s theoretical framework and supports prior research on the

benefits of autonomous learning (Benson & Murray, 2010; Chen, 2013).

The results are also consistent with recent research on foreign language anxiety. Meta-analytic
evidence indicates that anxiety-reduction interventions in language learning produce moderate
but consistent positive effects on learners’ performance and confidence (Kayhan, 2025).
Similarly, studies have shown that supportive learning environments, peer-based interaction, and
low-pressure speaking opportunities can effectively reduce speaking anxiety and encourage
greater participation in communication activities (Putri, 2024; Rahmawati, 2022; EI Khamlichi,
2025). In line with these findings, the present program demonstrates the potential of
extracurricular speaking activities to create a safe and supportive environment in which learners

can practice English more confidently and autonomously.

However, the study is limited by the small sample size of respondents and the absence of pre- and
post-program standardized anxiety measures such as the Foreign Language Classroom Anxiety
Scale (FLCAS). The lack of a control group further constrains causal inferences. Despite these
limitations, the high level of positive participant feedback underscores the potential of

extracurricular programs as valuable complementary interventions in language education.
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Conclusion

This study provides evidence that extracurricular English speaking activities in a relaxed setting
can positively influence learners’ attitudes and reduce anxiety. Future implementations should
incorporate pre- and post-assessments, expand participant engagement strategies to reduce
attrition, and consider comparative designs with control groups. Such measures would enhance
the robustness of findings and provide stronger empirical support for the integration of

extracurricular learning opportunities into language programs.

Implications for Further Research
Future studies should explore the long-term impact of extracurricular speaking programs on learners’
communicative confidence using larger and more diverse samples. Incorporating standardized anxiety
measures and control groups would strengthen causal interpretations. Comparative studies across
different cultural or institutional contexts could also clarify how informal learning environments

contribute to sustained language development and learner autonomy.
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JluHamMuKa o0pa3a ceMbH B 3bIKOBOM CO3HAHNH HOCHTEJIEH Ka3axXCKol 1

PYCCKO# KYyJAbTYPHbI.

Bypymo6aeBa bakbiT CaBeTKaHOBHA

SI3bIKOBOE CO3HAHME — ATO HE TOJBKO 3HAHUE SI3bIKA, HO U CIOCO0, KOTOPHIM YEJIOBEK
MBICJIUT, BOCIHPUHHUMACT MHP H BbIpaXXa€T CBOU MBICIIH. Bmusgune s3pIka Ha CO3HAHHUE
MPOSIBIISIETCS B TOM, YTO YEJIOBEK YCBAWBAE€T HE TOJILKO CJOBAa, HO U CHOCOO MBIIUICHUS, U
orpezieNieHHbIE KYIbTYPHbIE [IEHHOCTH, CBSI3aHHBIE C 3TUMHU cioBaMU. OOpa3 ceMbU B S3bIKOBOM
co3HaHUM (OPMUPYETCS HA OCHOBE TMYHOTO ONBITa, HAOIIOICHUH 3a CBOCH COOCTBEHHOM CEMbEi,
a TaKkKe Ha OCHOBE WH(pOpPMAINHU, TOIYYEHHOW W3 JUTEPaTyphl, KMHO, CPEICTB MacCOBOM
uH(pOpMallUU, U APYTUX UCTOUYHUKOB, KOTOPBIE UCMOIB3YIOT A3bIK. CoaepxkaHue oopaza ceMbl
MOKET OBITh Pa3IMYHBIM ISl PA3HBIX JIOJICH, B 3aBUCIMOCTH OT UX JIMYHOTO OTIBITA, KYJbTYpPHBIX
0COOEHHOCTEH, COLIMANIBHOTO OKpYXeHUs. Hanpumep, 1u1st 01HOTO uenoBeka 00pa3 CEeMbH MOXKET
OBITh CBSI3aH C TEIUIOM, NOJIEPKKOH, JIO00BBIO, a [UIi JPYroro - C KOH(QIINKTaMH,
HANPSDKEHHBIMH OTHOIICHUSMU HIIM HEIOCTaTKOM BHHMaHHUS. DyHkius obpaza ceMbu B
A3BIKOBOM CO3HAHHM 3aKJII0YaeTcs B TOM, UYTO OH pEryJupyeT IOBEICHUE YeJOBeKa B
OTHOIICHUAX C CeMLeﬁ, nmoMoract €My IOHUMATb CBOU POJIM B CEMBLEC, OMNPCACIIATH CBOU

OXHJaHUuAg OT APYTruxX 4JICHOB CCMbH N OPUCHTUPOBATLCA B CEMEHMHBIX CUTyalluAX.

KaxxnoMmy ecTecTBEHHOMY $I3BIKY COOTBETCTBYET YHHMKANIbHAs SI3bIKOBAas KapTHHA MHUpA.
WHCTUTYT CEMbH SBISETCS BAXKHEUIINM OOIIECTBEHHBIM HHCTUTYTOM, B KOTOPOM (POPMUPYETCS
JIMYHOCTb CO BCEMH €€ HMHAWBUAYAJIbHBIMU Kad€CTBaMH, O6yCHOBJII/IBaIOHII/IMI/I KYJbTYPHYIO,
MICUXOJIOTHYECKYI0 M COIMANBbHYIO aJamnTallli0 YelOBeKa B KOHKPETHOM JIMHTBOKYIBTYPHOM
coobmectBe. BeTymass B MEXKKYNIbTYPHYIO KOMMYHHUKALMIO C TIPEJACTABUTENSIMH HHOTO
COITMOKYJIbTYPHOTO TPOCTPAHCTBA, JIIOJU OLEHUBAIOT MX C TOYKH 3pPEHUSI TeX IIEHHOCTEW W
CTEpEOTHUIIOB, KOTOPbIE BOCHPUHSIN B COOCTBEHHOW KYNbTYype, B MEPBYIO OYepe/b, B CEMBE.
HNMenHo cemelHbIe OCHHOCTH U CTCPCOTUIIBI, 3aKJIaJlbIBasACb B JCTCTBC, ABJIAKOTCA
ONpCACIIIIOIIUMU, XOTA U TOABCPratOTCA U3SMCHCHUAM Ha IMPOTSKCHUHA KU3HU. KOHL[CHT CEMb1,
OTpaKaIOIMNUKA 00IIIeUeIOBEUeCKHUEe U HAIMOHAIbHO-CIielupudeckue (ConuaabHble, STUYECKHE,
HpaBCTBeHHBIC) MMpEaACTaBJICHUA O (1)€HOMCHC CEMbH, MOKXHO OTHCCTH K YHCIIYy YHUBCPCAJIBHO
3HAYUMBbIX KOHIICIITOB. HCCJ’IG}IOB&HI/IC KOHICIITa CEMbA M APYTUX YaCTOTHBIX KOHICIITOB B
COMNOCTABUTEIHLHOM ACMEKTE BAKHO KaK ¢ TEOPETUUECKON, TaK U C IPAKTUYECKON TOUKHU 3PEHUS,
TaKk Kak JTH 3HAHMS [AOT BO3MOXHOCTb CTPOMTH OTHOLIEHUS B pPaMKax MEXKKYIbTYpPHOH

KOMMYHUKAIIUH, YCIICHIHO MPHUMCEHASA HE TOJIBKO JIMHTBOKOMMYHUKATHBHBIC HABBIKM, HO H
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JUHTBOKYJBTYpHBIE 3HaHUsA. HanmoHanbHy0 crienM@uKy KOHIIETITa MOXKHO MOCTUYb TOJBKO B
CpPaBHEHHH C COJCpXXaHMEM JAaHHOTO KOHIeNTa B JAPYrod KyjibType. BcenenctBue sTOro
OCHOBHBIM HAIPaBJICHHWEM HAIIEr0 aHalIM3a SBJISIETCS COMOCTABUTENbHBIM moaxon. Konment
CEeMbsl paccMaTpUBAJICi B HAy4YyHOW JHMTepaType Ha MpUMEpe OJHOrO s3blka WU B
conoctaButesnibHOM actiekte (FO.B. XKenesnosa, A.A. Mamenracanosa, H.H. 3anernna, M.A.
Tepnak, A.C. Tpymunckas, A.C. Ckasko, E.C. Cuporkuna). Kpome toro, uccnenoBareneit
NPUBJICKAIN U IPYTHUE KOHIIETITHI, PENPEe3eHTUPOBAHHBIE TEPMUHAMH POJICTBA, KOTOPbIE TaK WX
MHAUYe CBS3aHbI C KOHIENTOM ceMbs. (Oco0eHHO MHOro paboT ObUIO TOCBALICHO B
KYJIbTYPOJIOTHH, JTUHTBOKYJIBTYPOJIOTHH U KOTHUTHBHOW JMHIBUCTUKE KoHuenTty math (2K.JL.
Onangpan, JI. Croyn, P. Tpam6su, O. oprep, A.T. Amren, ®@. Xeitep, O. Xayron, ILA.
Amngnpeesa, H.JI. [Tymkapesa, H.M. XKanneucosa, I'. lllokeim u 1p). [Ipobremam Opaka, ceMbu u
POJICTBEHHBIX OTHOIIEHHWH, a TaKKe CEeMaHTHKE TEPMHHOB, OOCIYXHMBAIOIIMX 3Ty cdepy
COLIMATIbHBIX OTHOIICHWH B Ka3aXCKOM S3bIKE, TOCBSIIEHO HEMalo padoT Ka3aXCTaHCKUX
UCCIIeIoBaTENeH, Cpear KOTOPbIX MOXHO BbLACIUTH TpyA X. AprbiHOaeBa “Kazaxckas cembs”
[1], npencraBustommii coGoit  uror Oosee yem 20-JIETHEro M3yYeHHS MaTEpPHAIOB
STHOTpaQHUUECKUX SKCIETUINI U apXUBHBIX JaHHBIX. AHAU3 JEKCHUKOTpaQUUecKuX HU3AaHUN
pa3HBIX THUIOB TO3BOJWJI BBIIBUTh KaK YHHMBEpPCAIbHBIE XapAKTEPUCTHKU JIEKCEMBI CEMbs
(«rpymnma ONM3KUX POJCTBEHHHKOB, )KMBYIIUX BMECTE»), TaK M HAI[MOHAJIbHO-CHiel(puIecKue,
00yCJIOBJICHHBIE PAa3IMYMsIMH B KYJIbTYPHO-HCTOPHUYECKOM DPAa3BUTHH, a TAKKE PA3IUIUSIMU
A3BIKOBBIX cHUCTeM. VIMEHHO 3TH 0COOEHHOCTH (OPMUPYIOT HAIMOHAIBHO-KYJIBTYPHYIO

CHGI_II/Iq)I/IKy KOHIICIITOB CEMbA B COINOCTABJISACMBIX S3bIKAX.

Tak, B pyccKko-Ka3axCKOM CIIOBape CIOBO CeMbs MEPEBEIEHO Ha Ka3aXCKUM S3bIK Kak “1. oT0achl,
yii-imn; 2. ypmak, aynet, ton” [2, c. 640]. Kazaxckoe cioBa ypmak O3HAa4aeT «IIOKOJIEHHE,
MOTOMCTBOY [3, ¢. 899],ayneT—«poa, nuHactus, moToMku» [4, c. 108 ], Ton — rpynmna [3, c. 820].
B TonkoBoMm ciioBape ka3axckoro si3bika, n3nannoro 2008 roxy [4, c. 968], k ciioBy 0TOACH 1aHa
oTchbulka «K. JKaHys», T. €. «CMOTpHU cIOBO >KaHys». OIHAaKO caMoOro cjoBa >KaHys MBI B
YKa3aHHOM CJIOBape He oOHapyxuiu. Bmecre ¢ Tem, B TaHHOM CJIOBape MMEIOTCS CJIOB OTay
“XKanaman TypmbIC KYpBIN, €HII aiblll OOJIHTEeH YIABIH Yil, otay yu’ [4, c. 643], T. e.
«BBIJIETTUBIIASACS (M3 OTIIOBCKOTO JIoMa) MoJIofiasi ceMbsi» |3, ¢. 648]. CoBo kaHys—HEOJIOTU3M,
KOTOPBI TOSBUIICS B Ka3aXCKOM sI3bIKE B KOHIIE XX BEKa M HEPEIKO YIOTPeOIseTcs] B TEKCTaxX
MyOIUIIMCTUYECKOTO JKaHpa, MHOTa — B Pa3roBOpHOM peun. Heonorusm O6JIM30K 1O OTTIACOBKE K
CTaBIIEMY TPUBBIYHBIM HOCHTEISIM Ka3aXCKOTO SI3bIKa PYCCKOMY CIIOBY CEMbsI U TPE/ICTABIISCT
coboii crokHOe oOpa3oBaHME: >KaH—«IyInay, ysi — «rHe3mo». CioBo o0namaer spKou
00pa3HOCThIO, TAK KaK €ro BHYTPEeHHsIsI popMa po3pavHa. B odunnanbHO-1eI0BOM H HAYYHOM

CTHUIIAAX Ka3aXCKOI'0 A3bIKa (I)YHKI_II/IOHI/IpyCT HCKOHHO-KAa3aXCKOE CJIIOBO OTOACKI (6yKBaJ'IBHO: «y
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OTHS, y M3TrOJIOBbSl OTHSA»), BO3BpAILEHUE CTaTyca KOTOpPOMY B KOHIle XX Beka MOTpeOoBaio
HEMaJIbIX YCHJIMH: TOCYJapCTBEHHON TEPMHUHOJOTMYECKOW KOMHUCCHEM OBLIO yKa3aHO O
HEOMYCTUMOCTH YNOTpeOsieHUsT B OQHUIMATILHON pEeYd CclioBa — >KaHys BMECTO OTOACHI.
CrnoBocoderanueyil i1, ynorpediisseMoe NpeuMylLIeCTBEHHO B pa3rOBOPHOM peuu, B epeBojie
O03HAYaeT «T€, KTO BHYTPHU AoMay. [1aroj tacy 3Ha4uT <«KUTh COBMECTHO» [3, c. 648]. [ua
Ka3aXxCKOTO SI3bIKa aKTyaJIbHBIM SIBIISICTCS M yNOTpeOJIeHHEe B KauecTBe O0O3HAYCHHUS MOHSITHUS
«cembs» cioBa omak [3, ¢. 649]. UurepecHo, 4TO TIOPKU3M OYar B PyCCKOM SI3bIKE, TaK ke, KaK
U B Ka3aXCKOM, YIIOTpeOJIseTCsl B IPSIMOM U B IEPEHOCHOM 3HAYEHHUSX, CP.: — 04aru BOMHBI/ COTbIC
omakTapsl. Kpome Toro, pycckoe cioBocodyeTaHHe —CEMEHHBIN ouar sIBJISE€TCSl SKBUBAJIEHTOM
Ka3aXCKOI'0 CJI0Ba ollaKk—«o4ary. TakuM o0pa3oM, Mbl BUJIUM, YTO B Ka3aXCKOM SI3bIKE ITOHSATUE
CeMbsI BBIPQKCHO HECKOJbKMMHU CTHJIMCTUYCCKMMU CHHOHMMAaMHU: OTOAChl — HEUTpaJbHOE,
o(ULMaNbHO-EI0BOE U HAYYHOE,KaHysA— IMyOJUIUCTUYECKOE M Pa3rOBOPHOE,yH 1IIi, OLIaK—
HelTpaipHOE M pa3roBopHoe. Kpome Toro, umeercs cClioBo — 0Tay, KOTOPOE COJIEPKUT CeMy
«Monofoi». I'maronm oTacy, KOTOpPBIHO3HAYaeT — <(OKUTh COBMECTHO», TaKXKe SBIISETCS
HEUTpanbHBIM. B comepkaHMM Ka3axCKUX CIIOB-CHHOHMMOB OTOAcChl, aHYs,yi i, OIIaK,
OTayHET HM OJIHOTO U3 MEPEHOCHBIX 3HAUYEHUI PYCCKOTO CIOBA CeMbsl («O0OBbEAMHEHUE JIOMCH,
CIUIOYEHHBIX OOIIMMHU HMHTEpPECaMU», «IPYIIa KUBOTHBIX», «PYMIA POJICTBEHHBIX S3BIKOBY).
CrnoBocodeTaHue SI3bIKOBAsi CEMbsI DKBHUBAJICHTHO Ka3axCKomy Tuimep ToO [5, ¢. 329], T. e.
«rpymmna s3bIKOB, s3bIKOBas rpymnmna». OcTalbHblE 3HAYEHHS] PYCCKOTO CJIOBA CEMbSl TaK¥Ke
HepeaalTCcsl MOCPEACTBOM CIIOBa TON—«Ipynmna». TakuMm o0pa3oMm, B Ka3aXCKOM S3BIKE CIOBO
ceMbsl (0TOAcChI, OIIAK, XKAHYs,0Tay) COXPAHAET CBOIO 3aKPEIUIEHHOCTh 32 KOHKPETHOH cdepoit
COLIMAJIbHBIX OTHOIIEHUH, B TO BPEMsI KaK pYCCKOE CIIOBO CEMbsI OOPEIIO B MPOLIecce SA3bIKOBOTO
pPa3BUTHUSI  HEKOTOpbIE  CEMAHTUYECKHME TMPU3HAKU  KaTEeropHajlbHOCTH,  CIIOCOOHOCTH
ynoTpeOnsaThest A7 00O3HAYeHMs Kilacca sBIEHUM (Hampumep, «ceMbsi Oepes3», «ceMbs
rpy3zaei», «cembs A3bIKOB») [6, ¢. 633]. B u3Hu moneit 6pak 1 OpadyHble OTHOLICHUS UTPAIOT
BaXXHYIO pojib. [I03TOMY OONBIIMHCTBO JIOJEH cTapaeTcs NOIXOIUTh K )KEHUThOE U 3aMYKECTBY
CO BCEH CEpbE3HOCTHIO, O UEM CBHUAETEILCTBYET TaKkKe OOJIBIIOE YNCIO HAPOAHBIX M3PEUECHUN.
Bpak u cembst u1sl Ka3aXOB— 3TO LIEHHOCTH Ha BCIO JKM3Hb Ul OCHOBHOM Macchl HacesleHus. B
Opak BCTYHaroT B3POCIBIE JIOAHU, YK€ C(HOPMHUPOBABIIUECS 110/ BIUSHUEM HACIEeICTBEHHOCTH,
CEMbU M BOCIHUTAHMS, CO CBOMMHU NPHUBBIYKAMU M BKYCAMH, C OIpPENEICHHBIM >KHU3HEHHBIM
onbIToM. [lo3TOMY K KeHHUTHOE, BHIOOPY BTOPOI MOJOBHHBI HapOAHAs MYAPOCTb NPU3BIBAET
MOJXOJUTh CEPbE3HO, CO BCEM OTBETCTBEHHOCTHIO. SIPKO M YETKO BBIPAXKEHO 3TO B Ka3aXCKHUX
nocioBuax M mnoropopkax: "CyiireH apiblH KesieHKecl ne ToTTi"- «Tenp moOumoin mymun
cnanka»; "Kemin — KailblH eHeciHIH TombIparblHaH"-«CHOXa cO3/laHa W3 Tpaxa CBEKPOBH»

"AKbULIIBI oien — YHIIH Oepekect” —«YMHasl )KeHIIMHA - OJIarOCIOBEHUE 10Ma.
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bpak u cembsi 3aHUMAIOT B CUCTEME OOIIEUYEIOBEUECKUX LIEHHOCTEH OOJIBIIMHCTBA HAPOJOB
OJTHO U3 TJIaBHBIX MeCT. CIIOBY KEHUTHCS B Ka3aXCKOM SI3bIKE COOTBETCTBYET CJIOBO YHIJIEHY, T.€.
BCTYIUIEHUE B Opak mpenmnojaraeT co3ganue aoma (Yi — IoM, YHJIeHY — 003aBECTHUCH JIOMOM).
WTak, NoHATHE BCTYIUIEHHE B OpaK BBIPAXKEHO B PYCCKOM U Ka3aXCKOM SI3bIKaX CJIOBAMU C pa3HOU
BHYTpEeHHEH (opMoii: 003aBECTUCH KEHOH (B PYCCKOM) M cO3/1aTh JIOM(B Ka3axckom). [Ipuuem
o0a cioBa 0003HAYAIOT ATO MOHATHE C MO3UIMU MYXXUYUHBI, T.€. MY>KUYHHBI KEHATCS - KITITTEP
yitneneni. Uro kacaercsi AeBYIIEK, TO TPU BCTYIUIGHHM B Opak OHHM BBIXOIAT 3aMyXK, T.C.
oOperaroT Myxa. B ka3axckoMm s3bIKe 3TO IOHATHE BBIPAKEHO CJIOBOCOYETEHUEM KYHEyre LIbIFY
(BbIiTH 3amyXk) MM TypMmbicKa Hibiry. CornacHo «Ka3axcko-pycckomy clIOBapro» IOJA pei.
I".MycabaeBa: Typmbic 1. KU3HB; ObIT; TYPMBIC JKar/1alibl OBITOBBIE YCIIOBUS; XAJIBIKTBIH TYPMbIC
JIOPEXKECIH apTTHIPY MOABEM KU3HEHHOTO YPOBHS HApOAa; 2. KOFaMIBIK CaHAHBl TYPMBIC OHIICH i
o0111ecTBEHHOE ObITHE ONpeieNsieT 00LUIECTBEHHOE CO3HAHUE; 3. TYPMBICKA LIBIFY — BHIUTH 3aMYyXK.
BuyTpennss ¢opma TypMBICKAa IIBIFY  JIOCIOBHO BBIUTH B KM3Hb, OBIT) MOAYEPKHBAET
OpPTraHUYECKYIO CBSI3b MEXK/Y BCTYIUICHHUEM JIEBYIIKM B OpaK U €€ HEMHHYEMBIM CTOJIKHOBECHHEM

¢ OBITOM, )KM3HEHHBIMH TIPOOIEeMaMHU.

O mecTte OpayHOTO COI03a B CHUCTEME JKM3HEHHBIX IIEHHOCTEH Yy Ka3aXxOB MOXKHO CYIUTH IO
CJICAYIONICH TOCIOBUIIE: OipiHIII OaNIBIK — IEHCAYIBIK, SKIHII OAWIBIK — aK KayJbIK, YIIiHIII
OailNIbIK — OH cayJbIK (IIepBOE OOraTcTBO — 30POBbE, BTOPOE — OEIIbIiA TUIATOK (T.€. )KEeHA), TPEThe

— OBCI ,Z[GC}ITOK). I/ITaI(, BTOPOC MECTO OTBCJACHO KCHC, T.C. 6paKy, CEMbBC.

Kazaxu nmpu BeIOOpe *eHbl COBETYIOT: 1) asFbIH KOpIN achlH illl, MIEIIECiH KOPIN KbI3bIH al (3a
eny Oepuch, OCMOTPEB MOCYAY, Ha JIEBYILIKE )KEHUCh, Y3HAB €€ MaTh); 2) HE NMPUBEPEIHUYATS!
TaHJaFraH Ta3Fa JKOJIBIFA/bl (MPUBEPEIMBOMY S>KEHUXY IUICHINBAs KEHa JOoCTaHercs); 3)
YKEHUTBHCS Ha JTFOOSIICH: ©31H CYWTeH Il alFaHIla, ©31H]11 CYUTeH 11 al (He )KeHUCh Ha TOH, KOTOPYIO

JTr0OUIIIb, A )KEHUCH Ha TOH, KOTOpast TeOs JTH00UT).

Ono0psiroTcst Opaky MKy paBHBIME: 4) TEHIH Tarca TeTriH Oep (eciv 109b HalIeT POBHIO, OTIai
0e3 BBIKYIA); 5) Jydine UMETh OJHY KE€HY, MHOTOXXEHCTBO OIICHHUBAETCS OTPHUIATEIHHO: €Ki
KaTbIH aJIbITICHIH, Oip MaJere KajbIIChIH (BYX JK€H B3sJ — B Oey Momai), eKi KaTbIH aJlFaHHbIH
KYJIaFbl THIHOAC, €CEeKKE MIHTE€HHIH asFbl THIHOAC (CeJl Ha MIlaKa — HOraM OTJbIXa HET, B3sUT IBYX
’KEeH — yIIaMm 1nokos Het). Kpome Mupa, mokost u coraacusi, HLOOXOAUMBIX JJIsl CHaCTIMBOrO Opaka,
Ka3axy OTMEYAroT Takke 1) Kak HelpeMeHHbIN aTpuOyT, HaJHuKe AeTeH, KeaaTeIbHO OOJIBIIOro
KosindyecTBa: Oamainsl yii Gazap, Oamacel3 yil Ky Maszap (aom ¢ aeTbMH 0a3zap, oM 0e3 aereit

Moruia). 2) B3auMOYBa)X€HHE: 0TOAChl COHI — CBHIMIACTHIK, JOCTHIK COHI — KUMACTHIK (Ipyxk0a
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MIPOYHA YYBCTBOM HCKPEHHUM, CEMbs KpelKa YBa)XCHHEM B3aUMHbIM);3) TOMAIIHUHN YIOT: YHIH

*kamaH 0oJica, KYyWiH jkaMaH (KOT/1a B JOME YIOTa HET, PaJIOCTH B KU3HU HET).

CnoBo cembsi B «Pyccko-Ka3axCcKoM ciIoBape» IMepeaacTes AByMs CJIOBaMU: YH imri, Oana-miara
(Y#-i11i — 3TO TO, 4TO B IoMe, Oaya-Iara — 3To JeTBOpa, AeTh). Takum 00pa3om, B CEMaHTHUECKOM
CTPYKTYype Ka3aXxCKUX CJIOB, 0003HAYAIOIINX CEMbIO, MOKHO BBIICTUTH (DOPMAaTbHO BHIPAKCHHBIE

CEMbI 1O0M U ACTH, YTO €UIC pa3 HNOATBCPIKAACT BbIMICCKA3aHHOC: CEMbs — 9TO IOM U ACTH.

B pycckoMm si3bIKe, KaKk M B Ka3aXCKOM, CIIOBO CeMbsi HE ymoTpeOisiercs aisi 00O3HaYeHUs
IpYNIbl POJCTBEHHBIX S3bIKOB (A3BIKOBas ceMbs). BmecTe ¢ TeMm, ceMbs, B MpeACTaBICHUU
Ka3axa, 9TO ¥ JIOM, U TpyIma OJU3KUX POJICTBEHHUKOB, KUBYIIUX BMECTE, U OOIIHOCTD JIIOJICH,
00BEAMHEHHBIX TPYJOBOU JEATEIBHOCTHIO JIM00 UIE€0IOrHEN, HallPaBIEHUEM UCKYCCTBA, U PO/,
damunus. B kazaxckom si3bIKe Ui MEepelaydl yKa3aHHBIX CMBICIOB HUCIIOJIB3YIOTCS pa3IudHbIe
JeKceMbl (YH «T0OM», 0TOACHI/KaHYs/OIIaK «CEMbS», TOI «TPYIIIA», PY «POII», ayleT «IUHACTUS,
dbamunusi»). OTHUM U3 KIIOYEBBIX MPHUHIUIIOB MOCTPOEHHUS OTHOIICHUH MEXAYy KPOBHBIMHU
POJICTBEHHUKAMU B PYCCKOM KYJIbTYpPE SBJISETCS PUHIUI OMIO3ULIUN «CTAPLIUX» U «MJIaJLIUX»
4JIEHOB ceMbH. 11 pycCcKOM KynbTypbl XapaKTepHa CTpOras HUepapXus 4ICHOB CEMbU I10
CTapIIMHCTBY: MJIQJIIIME POJCTBEHHUKH JOJDKHBI MOBHUHOBATHCSA CTapIIMM, 4YE€ro Mbl HeE
Ha0JI0/1aeM B COBPEMEHHOM Ka3aXCKOW JTMHTBOKYJIBTYpPE, XOTS YBOKEHUE K CTAPIIUM CUUTACTCS

BAKHEHIIEH HOPMOM Ka3aXCKOTO COIIUYyMA.

CeMbs sBIsIETCS OCHOBHOM 0a30BOI IIEHHOCTBIO Ka3aXxCKOTO Hapoja , 4TO MOATBEp)KIaeTCs
YCTOMUYHMBOCTBIO CEMAaHTHYECKOW TPYMIBI PEAKIUN C MOJOKHUTEIBHO-OKPAIIEHHBIM OTTEHKOM
3HAuEHUs: B3aWMOIIOHMMaHUE ,JI000Bb, CYACTHE, BEPHOCTH, APYk0a, MOMOIIb, TEIJIO, MEUTa,

POAUTEIIBCTBO, CINIOYCHHOCTD, CaMO€ I''TaBHOC, MHOI'OI€THA, /:[o6pa;1.

CoBpemeHHast ceMbsi 21 Beka yke He MPEeACTaBISeTCs MaTpruapXalbHON ceMbel, COCTOAIIEH
U3 poauTeneld M OOJBIIOTO KOJMYECTBA JETEeH, a COCTOMT W3 TPEX-UETHIPEX UENOBEK, UYTO
MOKa3BIBAIOT aCCOIMATHI, OTPAKAIOIINE YUCIECHHOE COOTHOIICHUE ee WieHOB. Hapsimy ¢ atum
XapaKTepHBIMU TEHCHITNSIMHI U3MEHEHUH aHATM3UPYEMOTro 00pas3a CTAaHOBSTCS: | )ucUe3HOBEHHE
U3 SIpa acCOIMATHUBHOTO MOJIs 2) BRIpaBHUBAHUE YACTOTHOCTU peakluii Mama — mamna/ oTetr; 3)
ocllabJieHue CEeMaHTHYECKOTO ITOJIsl HEraTHBHO-OICHOYHBIX AaCCOIMAIMA 3a CYET CHIDKCHUS
YaCTOTHOCTH M KOJIMYECTBA OTBETOB, CBSI3aHHBIX C PA3BOJOM M PAClaJioM CeMbH; 4)ITOSBICHHE
HOBBIX OIICHOYHO-TIPArMAaTHYECKUX W TEMAaTUKO-CHTYAI[MOHHBIX MepUPEPHIHBIX pPEeaKIHid,
OTpaXKalIIUX pearui COBPEMEHHOTO colnyMa: paHo (2), mozxe (1); xxuibe, kpeaut (1). Oqaum
U3 OONIMX KJIFOYEBBIX 3JIEMEHTOB CEMbH OCTAIOTCS ACTH. JleTalbHBIA aHaIM3 IMOKa3all, 4To,

HECMOTpPSI Ha OTHOCUTENBbHYIO CTaOWJIBHOCThH SiJJpa UCCIEAyeMOro odpas3a, B HEM IPOU3OILIN

27



CylecTBeHHbIe H3MeHeHHs. OO0 3TOM TOBOPSAT pe3yJbTaThl AHOHUMHOTO OIPOCa CPEeau
oOydarolencss MOJOAEXKHU CTYHEHTOB 1 Kypca By3a, TJe s INPENojald PYCCKUH S3bIK.
CoBpeMeHHast MOJIOJEXKb CTAaBUT HA IEPBOE MECTO HE TOJIBKO CO3aHUE CEMbH, HO U KAPbEPHBII
pOCT, MyTENIeCTBUS, JUYHbIE aMOUIIMU U IIeNU. 3a4acTyl0 MEPBBIMU ACCOLMALUIMU K CIOBY
«CeMbs» Y HUX MOTYT ObITh OTBETCTBEHHOCTb, 00s13aTeNIbCTBA, 3a00ThI, XJ1010THI (1). JlnHamuka
o0pa3a «pebeHOK» OTMEUYEHA TaK)K€ MCUE3HOBEHUEM OTPULIATENIbHBIX aCCOLMALIUMN, CBA3aHHBIX C
npobnemMoil neTel, ocTaBmIMXcs Oe3 TMONeYeHUs poauTeNed, W (QHUKcauued peaxiuid,
OTpaXkaloIIUX MaTepUalbHYI0 COOTHECEHHOCTh: Ooibiume 3arpaThl, 250 Teicsy, mian (1) u
OyraronpuATHBIA BO3pacT sl pokiaeHus nerer eme pano (2), PAHO!, mocme 30 mer (1).
AHanu3upysl JaHHBIE, TOJTYYE€HHBIE Ha JTale aHajdu3a oOpa3oB MyX U JKEHa, XOTEJIOCh OBl
BBI/IETIUTH HanOO0JIee UHTEPECHBIE PE3YIIbTaThl. B accolmaTUBHOM I10J1€ CTUMYJIBHOT'O CJI0BA JKE€HA
HapsIly C COXpaHEHHEM CEMaHTHYECKON 30HbI «CeMbs — IoM» MaTh (7), 1oMoxo3sika (4), KyxHs
(3), nom (3), mama (2), XO034I0IlIKA, XpPaHUTEJIbHHUIIA OYara, ckalika, TOTOBUTh, YIOT, ouyar,l)
IPOUCXOJUT HCYE3HOBEHHE YAaCTOTHBIX pEaKLUi, CBHUJETENbCTBYIOIIUX 00 OTpULIATEIILHOM
OTHOLIEHUU PECIIOHJEHTOB K 00pa3y M COKpAalleHHE KOJUYECTBA HEraTMBHO-OLICHOYHBIX
accolLMaToOB, CBA3aHHBIX € H3MeHOW. Cpenu OCHOBHBIX TEHIEHIMI TUHAMHKHA OTMEYEHO
3HAYUTENIbHOE YCUJICHUE TPYMIbl aCCOIUAINI BHEITHEH COOTHECEHHOCTH 3a CUET BBIIBUKCHHS
ee B pa3psij sIepHONH-caMoI0CTaTOYHOCTh (9), KpacoTa (4), mononocts (3), kapbepa, miaths (1)
U CHIDKEHHUS KOJIMYECTBA SMOLMOHAIBHBIX U I€HHOCTHO-OPUEHTHPOBAHHBIX PEAKIHI.
AHaJIOTUYHbIE M3MEHEHUs, OTHOCSIIMECS K OCHalJeHHI0 30HBI LEHHOCTHO-3MOIMOHAIBHBIX
OTBETOB, MPOU3OIIIN U C COJEpKaHHEM 00pa3a MyX, Il 3HAUUMYI0 NepupepuitHyIo Ipymiy
JIOTUKO-TIOHSATUIHBIX PEaKIMi CTaau 3aHUMaTh aCCOLMATHI, WIUTIOCTPUPYIOLINE MaTepUualbHOE
0J1arornosiydue 1 coCcTosITeNbHOCTh 00pa3a: Oorateiii (3), neHbru (2), pabota, 3apmiaTa, BIacTh,
Jauzep, NPOTyMaHHBIN, MEPCHEKTUBHBIN, 10X0J, cTabmibHOCTh (1). Cpenu saepHbIX peakiui
IPOMCXOTUT HCYE3HOBEHHE TPYIIBl OTBETOB, H300JMYAIONIMX HEBEPHOCTb CYIpYra,
BBIJIBU)KEHWE Ha TMEPBBIA IUIaH JIMYHOCTHOOPHEHTHPOBAHHOW peakuuu s (6) U ycuieHue
CEMaHTHUYECKOHN 30HBI «MYK-JI€TH/ CEMbs»: OTELl; OTBETCTBEHHOCTH (5); cembs (4). TenneHuun
U3MEHEHUH, ONMCAaHHbIE BhIIIE, B IIOJIHOM Mepe COOTBETCTBYIOT U JMHAMHUKE 00pa30B oTely marma.
TpaauunoHHbI 00pa3 0TI/ Markl B SI3bIKOBOM CO3HAHUHU PYCCKUX MOXKET OBbITh MpeACTaBICH
CJIEIYIOIIUM CIIUCKOM, OTPaXKaIOLIMM COOTHECEHHOCTh 00pa3oB C: a) (QYHKIIMOHAIBLHOU POJIBIO C
ceMbe — marma: 3amura (13), rmasa(9), kopmuen, HaJaeKHOCTb, TJIaBa ceMbH (1); oTerr: 3amuTa
(3), omopa (2), HamexXHOCTh, TMaBa ceMbu (1); 0) uepramMu xapakTepa — TMamna: CHUIbHBIMH,
HAJCKHBIM MyX4uHa, MyxecTBeHHBbIH (1); oTem: crporuit (5), cTporuii, HO MOHHUMAIOIINMI,
CTPOTOCTh, CYpOBBIi, ONBITHBIH (1); ¢) 0OLIECTBEHHBIMU peausiMu: namna paboTaeT, (2), J1eTYuK,
pabota, kommbioTep, ycrnex (1); oter: pabora, paborats (1). B sape accormuaTHBHOTO MO

00pa30oB Mbl OTMETHJIM YCHJIEHHE CEMAaHTUYECKOM 30HbI (DYHKIMOHAIBHBIX OO0S3aHHOCTEH M
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CHI)KEHHME KOJMYECTBAa SMOILIMOHAIBHO-OLIEHOYHBIX OTBETOB; YBEJIMYEHHE YHCIa PEaKIuil B
nepuepuiiHONW TpylNe IMYHOCTHO-OPHEHTUPOBAHHON COOTHECEHHOCTH: Mama — oOpasell,
npuMep, MOM Ujea, ropJoCTh; oTel — mpumep (6), 00pazer My KYUHBI, IPYT, TOMOIIHUK, TepOi
(1); mama — yBaxenue (6); orerny — yBaxkeHue (3), o4eHb CHJIBHO yBaxaro (1); cokpamieHue
peakiuii, CBA3aHHBIX C MbSHCTBOM. M3 Bcex M3ydaeMbIX TEPMHHOB POJICTBA Ui HOCUTENIEH
pPYCCKOM KynbTypbl HauOoJiee 3HAUMMBIMM, HECYIIMMM BCE CaMBbIE JIYYILIHE IOJIOXKUTEIbHBIE
MOIIMH, CBSI3aHHBIE C CEMbEH, SBIAIOTCA 00pa3pl Mambl/ Marepu. JleTanbHbI aHamU3
ACCOLIMAaTUBHBIX MOJIEeH MOKa3al, YTO CTaTyC MAaTepPUHCKOrO Hayaia SBISIETCS Ba)KHEUIIUM

COCTaBJIAKOLUIMM JKU3HU COIIMYyMa B IICJIOM Ha BCCX OTallax €ro pa3BUTUA. @

AHanu3 TUHAMUKU U3MEHEHUH 00pa3oB 0albylika/ Jeiylika B PyCCKHX ceMbsX. B
o0paze 0a0ymIKy TPOUCXOIUT PACHIMPEHHIE TPAHMII SAPA 32 CYET BKIIOUYCHUS B HETO PEAKIINNA U3
CEeMAaHTHYECKUX TPYI, ONUCBHIBAIOIINX MECTO TPAIWIMOHHOTO TMPOXHBAHUA 00paza MU €ero
dbyHkoHanpHble o0si3aHHOCTH: TUpoxKU (10), nepesus (9), myapocts (5). Ilocnennee u3
JAHHBIX CEMAHTUYECKHUX IOJIeH CYHIIECTBEHHO YBEJIMYMBAETCS 3@ CUeT IOSBIECHUS HOBBIX
JMYHOCTHO-OPUEHTUPOBAHHBIX AaCCOLMATOB BTOpasi Mama, BTOpas MaTh, MaMa, IOIJIEPKUT,
OMOIIIB, 00eper, moMoxeT u Ap. (1). B xoe npoBereHHOT0 aHAIM3a HAMU TaK)Ke ObLIA BBI/IEICHA
rpymnmna peakiui, CBUIETEIbCTBYIOIIAs O MOOMUJIBHOCTH COBPEMEHHOIO OOIIECTBa JAEKO, B
JIpyroM ropoje, paccTosiHue, JaBHO He Buzen (1). Mi3MeHeHus: accouuaTUBHOTO IMOJIS JeAyIIKa
OTMEUEHBbl U aKTyalu3alueu mois «MyapocTb»: Mynapocth (13), ymHbIM (8); pacmmpeHuem
TPYNIIBl  PEaKIHi, WUTIOCTPUPYIOMIMX THUIUYHOE BPEMSIPENPOBOXKIECHHE oOpas3a paboraer,

OTJIBIX, KO’KaHOE KpPecyo, IIaHCOH, UHTEPHET.

TakxuMm o6pazom, 00001Iast BhIIIECKa3aHHOE, TIPOBEACHHBIN aHATN3 TIO3BOJISIET CIENaTh BHIBO/I,
YTO CEeMbsl OCTaeTcsl (PyHIAMEHTAIbHBIM COIUAIBHBIM HHCTUTYTOM, OOECIEUMBAIOIINM HE
TOJIBKO COLMAIM3AlMI0 JUYHOCTH, HO U €€ SMOLMOHAJbHYI0 cTaOuiabHOCTh. Hecmorps Ha
TpaHchopMaIuioo ceMeWHbIX (opM, pob CeMbH Kak MEPBUYHOTO AareHTa BOCMUTAHUA U
TPAHCISAUU KYIbTYPHBIX IIEHHOCTEH OCTaeTCsi He3aMEHHUMOi, o0ecrieunBasi TPeeMCTBEHHOCTh

IOKOJIEHUH.
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Avantaj ve Dezavantaj Bakimindan Yabancilara Tiirkce Ogretiminde Sosyal

Medyanin Kullamim: Tiktok Ornegi

Ogr. Gor. Selin ORHUNTAS DENIZ

GIRIS

Dijital teknolojilerin hizli gelisimi ve COVID-19 pandemisinin etkisiyle egitim siire¢lerinde kokli
dontistimler yasanmistir (BBC Tiirkge, 2020; Nartiningrum & Nugroho, 2020). Egitim, sinif merkezli
olmaktan ¢ikarak uzaktan ve hibrit modellere yonelmis, 6zellikle yabanci dil 6gretimi bu doniisiimden
dogrudan etkilenmistir (Okur, 2024; Tekin & Karakahraman, 2025). Bu siiregte sosyal medya

platformlari, bireylerin hem igerik tiiketicisi hem de iireticisi olarak aktif rol iistlendigi yeni 6grenme

ortamlar1 sunmus ve yabanci dil 6greniminde alternatif bir mecra olarak 6ne ¢ikmistir (Whiting &

Williams, 2013; Reinhardt, 2019).

Bu baglamda kisa video platformlari, 6zellikle geng kusak dgrencilerin dikkatini cekme kapasitesiyle
one ¢ikmaktadir. TikTok, kisa siireli ve eglenceli igerikleri ile motivasyon yiikselten bir ara¢ olarak
degerlendirilmektedir. Platform, ayni zamanda gilindelik dil kullanimina dair otantik Grnekler

sunmaktadir (Bahri vd., 2022; Chen & Kang, 2023; Lee, 2023).

Bu etki alani, Tiirk popiiler kiiltiiriiniin uluslararas: alandaki yiikselisi ile giiclenmektedir. Ozellikle
Tirk dizilerinin kiiresel pazardaki basarisi ile Tiirk¢e sarkilarin yayilimi, yabanci hayran kitlelerinde
Tirkceye olan ilgiyi ve 6grenme istegini tetikleyen temel faktorler olarak belirlemektedir. Kiiresel
capta 1,59 milyar aktif kullaniciya sahip olan TikTok, bu dizilerden alinan sahnelerin ve popiiler
sarkilarin kesitlerinin cografi sinirlari asarak hizlica yayilmasina olanak tanimaktadir. (Statista, 2025)
Bu durumun dogal bir sonucu olarak, platform {izerinden Tiirk¢e 68reten hesaplar bir pedagojik firsat
yakalamistir. Bu hesaplar, yalnizca dizi sahnelerinin sundugu otantik diyaloglar1 degil, ayn1 zamanda
sarkilarin ritmik ve akilda kalict sozlerini de didaktik materyal olarak kullanilmaktadir. Boylece,
gorsel-isitsel araglar kullanilarak telaffuz, sozciik dagarcigi ve Kkiiltiirel referanslar; eglenceli ve
baglam icinde sunulmakta, bu da 6grenme siirecinin hizin1 ve kaliciligini arttirmaktadir. Ancak,
literatiirde bu igeriklerin pedagojik agidan tasidigi eksikliklere de sik¢a deginilmektedir (Fitria, 2023;
Kus vd., 2022).

Bu calismanin amaci, TikTok'un yabancilara Tiirk¢e 6gretiminde sundugu avantaj ve dezavantajlari
ortaya koymak, alana yonelik pedagojik oneriler gelistirmektir. Bu kapsamda asagidaki arastirma
sorularia yanit aranmistir:

e TikTok igerikleri yabancilara Tiirk¢e 6gretiminde ne tiir avantajlar sunmaktadir?
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e Bu iceriklerin pedagojik agidan dezavantajlar1 nelerdir?

e Sosyal medya icerikleri YTO’de tamamlayici bir arag olarak nasil islev gorebilir?

3. ARASTIRMA YONTEMI
3.1. Arastirma Deseni

Bu arastirma, nitel arastirma yaklasimi ¢cergevesinde betimsel igerik analizi yontemiyle desenlenmistir.
Icerik analizi, birbirine benzeyen verileri belitli kavramlar ve temalar cergevesinde bir araya getirerek
anlasilir bicimde diizenleme ve yorumlama amaci1 tasiyan sistematik bir tekniktir (Yildirim & Simsek,
2016). TikTok platformunda yayimlanan yabancilara Tiirk¢e 0gretimine yonelik videolarin igerik,

bicim ve pedagojik nitelikleri agisindan ¢éziimlenmesi amaglandigi i¢in bu desen tercih edilmistir.
3.2. Calisma Grubu ve Orneklem Se¢imi

Arastirmanin ¢alisma grubunu, TikTok platformunda yabancilara Tiirk¢e 0gretimine yonelik igerik
iireten hesaplara ait 10 video olusturmaktadir. Videolar amacl 6rnekleme yontemiyle belirlenmistir.

Ormeklem segiminde asagidaki dlgiitler dikkate alinmistir:

e TikTok'un dahili arama motoruna "Tiirk¢e 6greniyorum", "Tiirk¢e" ve "learn Turkish"
anahtar sozctikleri girilerek tarama yapilmistir.

e Arama sonuglarinda dil bilgisi (gramer) anlatim1 yapan hesaplar se¢ilmistir.

e Yabancilara Tiirkge 6gretimi icerigi tiretmeyi siireklilik haline getirdiginin gostergesi olarak
10.000 ve iizeri takipgiye sahip hesaplar degerlendirmeye alinmistir.

e Belirlenen olgiitleri karsilayan her hesabin en ¢ok izlenen videosu ¢alismaya dahil edilmistir.

3.3. Veri Toplama Siireci

Veriler, Mayis 2024 déneminde TikTok platformundan dogrudan gozlem ve dijital arsivleme yoluyla
toplanmistir. Her video; kullanici adi/kanal, video basligi/konusu, erisim tarihi, siiresi, izlenme sayisi,
hedefledigi CEFR seviyesi ve baglanti adresi bilgileri kayit altina alinarak arastirmaci tarafindan

olusturulan bir veri tablosuna iglenmistir (bk. Tablo 1).
3.4. Verilerin Analizi

Veriler, icerik analizi yontemiyle ¢oziimlenmistir. Analiz siirecinde Yildirim ve Simsek'in (2016)
onerdigi asamalar izlenmistir: (a) verilerin kodlanmasi, (b) temalarin bulunmasi, (c¢) kodlarin ve

temalarin diizenlenmesi, (d) bulgularin tanimlanmasi ve yorumlanmasi. Kodlama islemi tek kodlayici
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(aragtirmaci) tarafindan gergeklestirilmis; kod ve tema listesi 6nceden belirlenmemis, veri analizi
stireci i¢inde tlimevarimer bir yaklagimla olusturulmustur. Elde edilen kodlar; videolarin pedagojik
icerigi, kullanilan 6gretim teknikleri, sunulan dil bilgisi yapilari, hedef CEFR seviyesi ile videolarin
avantaj ve sinirliliklar gergevesinde temalar altinda toplanmistir. Bulgular sunulurken videolardaki
izlenme sayilari, siire ve seviye gibi nicel veriler tanimlayict amacgla kullanilmis; yorumlar bu

metriklerden bagimsiz olarak igerik {izerinden yapilmistir.
4. Bulgular

Incelenen 10 TikTok videosundan elde edilen bulgular, arastirma sorularina paralel bigimde iki baslik
altinda sunulmaktadir: (1) TikTok iceriklerinin yabancilara Tiirk¢e 6gretiminde sundugu avantajlar ve
(2) bu iceriklerin pedagojik acidan dezavantajlari. Incelenen videolarin konu dagilimi bes ana tema
etrafinda cesitlenmektedir: temel sayilar ("NUMBERS"), selamlama ve giinliik ifade kaliplar1 ("Y1
GUNLER", "Seni Istemiyorum"), argo ve duygusal tepki ifadeleri ("Are You Stupid", "Hiagh in
Turkish", "Adi / adi"), dil bilgisi yapilar1 ("-n", "-(s)I", "-1Ar" iyelik/ilgi ekleri) ve kiiltiirel 6geler
(Tiirk kahvesi yapimi, Kapalicarsi'da aligveris). Bu temalar disinda incelenen videoda baska bir konu
alanina rastlanmamustir. Iceriklerin CEFR seviyesi, izlenme sayisi, video siiresi ve konu cesitliligine

iliskin sayisal veriler, ilgili avantaj maddeleri i¢cinde kanit olarak sunulmustur.
4.1. TikTok i¢eriklerinin yabancilara Tiirk¢e 6gretiminde sundugu avantajlar

Yabanci dil olarak Tiirk¢e ogretiminde TikTok’tan ve burada iiretilen videolardan faydalanmanin

avantajlar1 su sekilde siralanabilir:

1. Motivasyon Artisi: TikTok videolarimin kisa ve dikkat ¢ekici yapisi, 6grencilerin
motivasyonunu artirma potansiyeli tasgtmaktadir. Incelenen videolar arasinda
@speakinturkish'in 26 saniyelik "NUMBERS" videosu 2,5 milyon, @alloabout_turkish'in 23
saniyelik "Adi / adi" videosu 2,4 milyon ve @learnturkishforbeginners'in 15 saniyelik "Are
You Stupid" videosu 1,7 milyon izlenmeye ulagsmistir. Burada izlenme sayilari igerigin genis
kitlelere erisebildigini gosteren bir goriintirliik gostergesi olarak degerlendirilmelidir;
TikTok'un kesfet akis1 algoritmasi nedeniyle bu rakamlarin ne kadarinin Tiirk¢e 6grenmek
amaciyla icerige yonelen kullanicilardan, ne kadarinin ise algoritmik dneriyle videoyla
rastlantisal olarak karsilagan izleyicilerden geldigi bu ¢alisma kapsaminda ayirt
edilememektedir. Bu sinirlilikla birlikte, hesaplarin 6lciit olarak alinan 10.000+ takipgi kitlesi
ve egitim odakli icerik profilleri, platformun yabanci dil olarak Tiirk¢e 6grenmek isteyenler

icin motive edici bir mecra olusturabilecegine isaret etmektedir (Smith, 2023; Sarisin, 2023).
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2. Dogal Dil Kullanimi: Iceriklerde giindelik konusma diline ait 6rnekler bulunmast,
ogrencilerin otantik dil girdilerine maruz kalmasini saglamakta ve telaffuz, akicilik
becerilerinin gelismesine katki saglamaktadir. Ornegin @learnturkishforbeginners hesabinin
"Are You Stupid" baslikli videosu ve @turkey.study hesabmnin "Seni Istemiyorum" baslikli
igerigi, ders kitaplarinda genellikle yer almayan duygusal tepki ifadelerini ve giinliik
konugma kaliplarin1 dogal baglamlarinda sunmaktadir (Lee, 2023; Fitrianingsih & Nurjaleka,
2023).

3. Erisilebilirlik: Ogrenciler, zaman ve mekan sinirlarini asarak iceriklere kolaylikla
erisebilmektedir. Incelenen 10 videonun 8'inin bir dakikanin altinda olmasi ve en kisasinin 6
saniye siireyle (@turkishwithferide, "I'Y] GUNLER") sunulmus olmast, igeriklerin giinliik
yasamin herhangi bir kisa zaman diliminde tiiketilebilir nitelikte oldugunu gostermektedir
(Backlinko, 2024).

4. Kiiltiirel Boyut: Videolar, dilin kiiltiirel baglamda kullanimini yansitarak dgrencilere kiiltiir
aktarimi saglamaktadir. Bu durumun en belirgin 6rnekleri arasinda @turkiswithbaha
hesabinin "Making Turkish Coffee" videosu ile @turkishwithsema hesabinin Kapaligarsi'da
gecen "Let's shop in the Grand Bazaar" videosu yer almaktadir; her iki i¢erik de hedef dili
kahve kiiltiirti ve geleneksel ticaret mekani gibi 6zgiil kiiltiirel baglamlar i¢inde sunmaktadir
(Erdal, 2017; Akgiil & Bas, 2024). Bu tiir icerikler, 6grencilerin dil bilgisel bilgi disinda
kiiltiirleraras: farkindalik kazanmasina da yardimeci olmaktadir.

5. Anlik Tekrar ve Pekistirme (Mikro Ogrenme): Kisa video formatinin hizli ve hedeflenmis
tekrar imkan1 sayesinde dgrenci kelime veya kural pekistirmesi yapabilir. Ornegin
@speakinturkish'in 26 saniyelik "NUMBERS" videosunda yalnizca sayilar,
@turkishwithferide'nin 6 saniyelik "I'YI GUNLER" videosunda yalnizca bir giinliik
selamlama kalib1 tek bir 6gretim hedefine odaklanilarak sunulmaktadir; bu yogunlastiriimig
format 6grencinin ayni igerigi kisa araliklarla defalarca izleyerek pekistirmesine olanak
tanimaktadir.

6. Gorsel ve Isitsel Ogrenme Destegi: TikTok ve benzeri platformlar yiiksek gorsel ve isitsel
uyaran kullanir. Incelenen igerikler icinde @turkiswithbaha'nin "Making Turkish Coffee"
videosunda kahve hazirlama eyleminin gorsel adimlartyla ilgili sdzciikler es zamanli olarak
sunulmakta; @turkishwithsema'nin Kapaligarsi videosunda ise ¢ars1 ortaminin goriintiisii
hedef dildeki ifadelerle birlestirilmektedir. Bu ¢oklu duyusal girdi, gorsel ve isitsel 6grenme

stillerine sahip 6grenciler i¢in materyali daha akilda kalic1 hale getirmektedir.

4.2. TikTok iceriklerinin pedagojik acidan dezavantajlari
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Yabanci dil olarak Tiirkce Ogretiminde TikTok’tan ve burada Tirkge 6gretmek amacl iiretilen

videolardan faydalanmanin dezavantajlari su sekilde siralanabilir:

1. Pedagojik Eksiklikler: incelenen videolarm biiyiik béliimiinde acik bir dgretim hedefi, 6n
bilgi gereksinimi veya CEFR diizeyine iliskin bir bilgilendirme bulunmamaktadir. Ornegin
@speakinturkish'in "NUMBERS" videosunda sayilar herhangi bir baglam ya da kullanim
ornegi sunulmaksizin art arda telaffuz edilmekte; @turkey.study'nin "Seni Istemiyorum"
videosunda ise yalnizca tek bir ciimle, yapisal veya iletisimsel bir agciklama yapilmadan
verilmektedir. Bu durum, igerigin didaktik etkinligini azaltmaktadir (Tung, 2024).

2. Dil Bilgisel Hatalar: Cesitli igeriklerde yazim ve dil bilgisi diizeyinde hatalar tespit
edilmistir. Ornegin @turkishge hesabinin videosunda basligin "Hiagh in Turkish" bi¢iminde
yazildigt; @soeasyturkish hesabinin "Learn Turhis With Us" baslikli videosunda ise hedef
dilin adinin ("Turkish") yanlis yazildig1 goriilmiistiir. Bu tiir hatalar, yaymn oncesi herhangi
bir uzman denetiminden gegmeyen iceriklerde sikca karsilagilmakta ve hatali kullanimlarin
yayilmasina neden olmaktadir (Dingel & Ungan, 2022).

3. Yiizeysellik: Kisa video formati, dil bilgisi kurallarinin veya karmasik kiiltiirel baglamlarin
derinlemesine agiklamalarina firsat vermemektedir. Ornegin @turkishonboard hesabinin 46
saniyelik videosunda "-n", "'-(s)1" ve "-1ArI" gibi birbiriyle iligkili ii¢ farkli iyelik/ilgi eki
yapisi tek bir kisa igerikte birlikte sunulmakta; ancak bu yapilarin kullanim kosullari,
istisnalar1 ve 6rnek baglamlari yeterince islenememektedir. Bu da 6grenmenin s1g kalmasina
yol acabilmektedir (Postman, 2019).

4. Tutarlilik Sorunu: Incelenen 10 videonun konu dagilimi incelendiginde, sayilar, selamlama
kaliplari, argo ifadeler, kiiltiirel sahneler ve dil bilgisi ekleri gibi birbirinden bagimsiz
konularin ayni1 hesap i¢inde dahi belirli bir sira veya seviye akis1 gézetilmeksizin
yayimlandig1 goriilmektedir. Igerikler bu ydniiyle sistematik bir 6grenme plani veya miifredat
akis1 sunmamakta; bu durum 6grencilerin biitiinciil bir beceri gelisimi saglamasini
zorlastirmaktadir.

5. Denetim Mekanizmasinin Eksikligi: Kullanicilar tarafindan iiretilen bu igerikler
yayinlanmadan once herhangi bir uzman veya egitim bilimci denetiminden gegmemektedir.
Nitekim @turkishge ve @soeasyturkish hesaplarinda video basliklarinda dahi yazim
hatalarinin yer almasi, iceriklerin temel bir editoryal siizgegten gecirilmeden yayimlandiginm
gostermektedir. Bu durum, kalitesiz veya hatali bilginin yiiksek izlenme sayilariyla birlikte
hizla yayilmasi riskini beraberinde getirmektedir.

6. Etkilesim ve Uretkenlik Eksikligi: Incelenen videolarin tamaminda igerik tek yonlii bir
anlatim bi¢iminde sunulmus; izleyiciden cevap, iiretim veya alistirma yapmasi istenmemistir.

Ne @speakinturkish'in say1 videosunda ne de @turkishonboard'un ek anlatiminda 6grencinin
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sOzIl ya da yazili bir karsilik tiretmesini saglayan bir gérev bulunmaktadir. Kisa video
format1 bu yoniiyle 6grenciyi pasif bir tliketici konumuna getirmekte; anlik geri bildirim,
pratik veya tiretken dil becerilerinin gelisimi icin firsat sunmamaktadir. Tek yonlii bilgi akis,

dil 6greniminin temel ilkelerinden olan katilim ve etkilesimi sinirlamaktadir.
Sonuc ve Oneriler

Incelenen icerikleri, kisa formatin ve temel seviye konularm milyonlarca izlenmeye ulasmasiyla
TikTok, yabancilara Tiirk¢e 6gretiminde motivasyonu artiran, otantik dil drnekleri sunan ve erigimi

kolay bir ara¢ oldugunu kanitlamaktadir.

tilkketim diizeyinde birakarak derinlemesine 6grenme ve iiretken beceri gelisimini engellemektedir. Bu
nedenle sosyal medya, tek basina bir 6grenme modeli yerine, pedagojik ilkelere dayali tamamlayici

bir ara¢ olarak YTO’de etkili bigimde kullanilabilir.

Aragtirma bulgular;, TikTok’un YTO’de tamamlayici bir ara¢ olarak degerlendirilebilecegini
gostermektedir. Daha Once yapilan ¢alismalar da (Bahri vd., 2022; Susanto & Suparmi, 2024; Saputra
vd., 2024) sosyal medyanin 6zellikle motivasyon ve otantik dil girdisi saglamada faydali oldugunu
ortaya koymustur. Ancak bu faydalar, pedagojik cerceveye dayandirilmadiginda siirdiiriilebilir
degildir. Bu baglamda, 6gretmenlerin sosyal medya igeriklerini segici bicimde kullanmalari, icerik
iireticilerin ise 0gretimsel hedefleri net bicimde belirleyerek videolarini tasarlamalar1 gerekmektedir

(Canale & Swain, 1980; Lightbown & Spada, 2015).

Bununla birlikte, arastirmanin bazi sinirliliklar1  bulunmaktadir. Calisma, yalnizca TikTok
platformunda yayimlanan ve 10 bin iizeri takipgiye sahip hesaplardan segilen 10 video ile siirhdir;
bu nedenle bulgular Tiirkge 6gretimi alanindaki tiim sosyal medya iceriklerine genellenemez. Ayrica
arastirma, igeriklerin yalnizca Uretici tarafin1 incelemekte; 6grenenlerin bu videolardan elde ettigi
gercek kazanimlar veya kullanim davranislar: bu ¢alismanin kapsami disinda kalmaktadir. TikTok'un
kesfet akist algoritmasi icerikleri kullanict niyetinden bagimsiz bicimde dagittigi i¢in, raporlanan
izlenme sayilar izleyicilerin ne kadarinin Tiirkce 0grenmek amaciyla videoya yoneldigini, ne
kadarinin ise algoritmik Oneriyle videoyla rastlantisal olarak karsilagtigini ayirt etmeye olanak
vermemektedir; bu nedenle izlenme verileri ¢alismada igerigin goriiniirliigiine iliskin betimleyici bir
gosterge olarak ele alinmig, 68renen motivasyonunun dogrudan Olgiisii olarak kullanilmamistir.
Calisma, icerik analizine dayali nitel bir incelemeden olustugu i¢in sonuglar herhangi bir nicel etki
ol¢timii icermemektedir. Gelecekteki ¢aligmalarin, sosyal medya temelli dil 6gretimi igeriklerinin

ogrenci basarisi lizerindeki uzun vadeli etkilerini deneysel veya boylamsal yontemlerle 6lgmesi; farkl
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sosyal medya platformlarini (Instagram Reels, YouTube Shorts vb.) karsilastirmali olarak incelemesi;
ayrica icerik ireticileri i¢in pedagojik standartlarin nasil belirlenebilecegini arastirmasi

Onerilmektedir.

ONERILER

Bu ¢alismanin bulgular1 ve tartismasi 1s131nda, sosyal medyanin Yabancilara Tiirkce Ogretiminde

(YTO) daha etkili ve giivenilir bir arag olarak kullanilabilmesi i¢in asagidaki 6neriler sunulmaktadir:
1. icerik Denetiminde Yapay Zeka Entegrasyonu

Platform Is birligi: Icerik kalitesi ve giivenilirliginin saglanmas1 amaciyla, TikTok gibi popiiler sosyal

medya platformlariyla is birligine gidilmelidir.

Yapay Zeka Destekli Denetim Modeli: Dil 6gretim videolarindaki pedagojik ve dil bilgisel hatalari
tespit etmek tizere, egitim uzmanlari ve dil bilimcilerle is birligi icinde ¢alisan yapay zeka (YZ) tabanli

denetim mekanizmalari gelistirilmelidir.
Bu YZ, videolar yayinlanmadan 6nce igerik iireticisine uyar1 verebilir.

Yayinlanmis videolarda hata tespit edildiginde ise, Twitter'daki "Topluluk Notlar1" benzeri bir

modelle, izleyicilere diizeltme veya uyari ibaresi eklenerek bilginin yanlis yayilimi dnlenebilir.
2. Pedagojik Cercevenin Giiclendirilmesi

Ogretmen Egitimi: Tiirkce dgretmenleri, sosyal medya iceriklerini secici bicimde kullanma, elestirel

degerlendirme ve bu igerikleri sistematik ders planlarina entegre etme konularinda egitilmelidir.

Icerik Ureticileri I¢in Kilavuz: Icerik iireticilerine yonelik, videolarin 6gretimsel hedeflerini (CEFR
seviyesine uygunluk) net bicimde belirlemelerini ve bilginin yiizeysellikten kaginilarak sunulmasini

tesvik eden pedagojik tasarim kilavuzlari hazirlanmalidir.
3. Aktif Ogrenmeyi Tesvik Etme

Kisa video formatinin yol actifi pasif tiiketim dezavantajim gidermek igin, icerik {ireticileri
videolarina anlik interaktif testler, yorum alani etkilesimleri veya pratik yapmayi tesvik eden gorevler

ekleyerek 6grenciyi aktif iretici konumuna tasimalidir.

Bu Onerilerin uygulanmasi, sosyal medyanin erisilebilirlik ve motivasyon avantajlarin1 korurken,

pedagojik kalite ve giivenilirlik sorunlarint minimize etmeye yardimer olacaktir.
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Tesekkiir

Bu calisma, Dr. Ogr. Uyesi Alper Degerli damismanhiginda hazirlanan yiiksek lisans tezine

dayanmaktadir. Yazar, ¢alismanin her agamasindaki degerli katkilar1 i¢in danigmanina tesekkiir eder.
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EK 1. Tablo 1: incelenen TikTok Videolar:

Video
N | Kullanici Bashg Erisim Siire Izlenme | CEFR Link
Adi/Kanal | veya Tarihi (sn) Sayisi Seviyesi
Konusu
1 | @speakinturki | NUMBER | 20.09.20 | 26 sn 2.5M Al video
sh S 25
2 | @turkishwithf | IYI 20.09.20 | 6sn 179K | Al video
eride GUNLER | 25
3 | @learnturkish | Are  You | 20.09.20 | 15sn 1.7M A2 video
forbeginners Stupid 25
4 | @soeasyturkis | Learn 20.09.20 | 12sn 433K | Al video
h Turhis 25
With Us
5 | @turkiswithba | Making 20.09.20 | 02:22 21.2K | A2 video
ha Turkish 25
Coffee
6 | @turkishwiths | Let’s shop | 20.09.20 | 00:19 | 810.5K | Al video
ema in the | 25
Grand
Bazaar
7 | @turkishge Hiagh in | 20.09.20 | 00:21 610.6K | B1 video
Turkish 25
8 | @turkey.study | “Seni 20.09.20 | 00:12 10.8K | Al video
Istemiyoru | 25
m”
9 | @turkishonbo | -n , “-(s)l | 20.09.20 | 00:46 | 403.3K | Al video
ard or “-1Arl” | 25
10 | @alloabout_tu | Adi/ adi 20.09.20 | 00:23 2.4M B1-2 video
rkish 25
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Could Machine Translation Get Caesar Killed and How?

Hicran SAKA

Introduction

Everyone knows how the cliché goes: “translation acts as a bridge between different
cultures and languages in the rapidly globalizing world.” Discussing the missing political context
in machine translation renderings, this paper will mainly criticize and update this sentence in

various aspects, trying not to delve into an excessively philosophical discussion.

It is a long-accepted fact that the world is globalizing. But the process of globalization is
hardly over. The planet Earth is still in an effort to align its name and adjective form: the globe is
yet to get fully global. Although globalization is still an ongoing process, one essential step has
already advanced significantly: mobility. Today’s world is on the go; it is a world of mobility.
Both humans and technologies are mobile. Mobility is one of the most popular topics studied by
both social and natural sciences. While natural and applied sciences traditionally address
technological and mechanical mobility—such as in transportation, telecommunications, and
robotics— social sciences look to human mobility through the lens of the 'new mobilities
paradigm," which encompasses highly contested contexts like forced displacement, uneven free
movement, and digital nomadism (Sheller & Urry, 2006). While research in transport planning
and logistics engineering continuously seeks to optimize global infrastructure and enhance
physical movement, a growing body of critical mobilities scholarship focuses heavily on
analyzing and mitigating the socio-political inequalities and disruptions arising from this

intensified movement (Cresswell, 2010; Salazar, 2018).

With increased mobility around the world, cross-cultural communication is no longer
limited to diplomatic, business or touristic contexts. Encounters between members of different

cultures, i.e. different languages, may happen and are indeed happening in more than daily
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frequency. Such increased frequency is a credit to the “death of distance” (Couclelis, 1996).

Mourners of the distance are indicting the same old “digitalization”.

Intercultural communication has already fitted on its new definition. Digital cross-cultural
communication is here now for all our needs including e-mail, social networks, video conferences,
instant messaging, and collaborative tools. And for users of all these communication channels
who are not speaking a shared language, translation has to step in to save the day, but more real-

time now.

The Digital Shift: Real-Time Communication and Translation Mobile Apps

Being “real-time” is one of the distinctive elements one can list in comparing translation
and interpretation. Translation is by definition the written rendering of a text from one language
(i.e., source language) into another (i.e., target language). As it is a written activity, it cannot be
—or rather could not be—real-time or simultaneous or almost-real-time. Language interpreting,
on the other hand, is verbal rendering of any narration from a source language into a target
language. Compared to translation, interpretation is more time-bound, whether simultaneous or
consecutive. The verb interpret is derived from the Latin interpretari, meaning to explain,
expound, or understand. This term traces back to the noun interpres, which denotes an
intermediary or translator, combining the prefix inter (‘between’) with a second element that
historical linguists link to the Proto-Indo-European root *per-, signifying trade or commerce (De
Vaan, 2008; Oxford English Dictionary, n.d.). Moving on to an analogy, inasmuch as we use
online media to sell a wide choice of items, i.e. sell your commodities, opinions or self-image,
across different languages and different cultures, it would be right to rename the act of translation
as “trans-pretation” since the translation apps one uses for such sales need and do behave like

interpretation.

Although being real-time has long been an innate characteristic of oral interpretation, it

has now become a standard expectation for online translation tools embedded within digital
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communication media (Bowker, 2020). These tools, driven by advancements in neural machine
learning and deep learning, are increasingly offered as part of integrated Al service suites. While
everyday users routinely celebrate these tools for their immediate utility and 'good enough’
fluency, this layman satisfaction often overlooks critical criteria—such as systemic bias, lack of
cultural nuance, and stylistic precision—that remain paramount within academic translation

studies (Cronin, 2013; Kenny, 2020).

Researchers from Malaysia probed actual features of various translation applications and
quality expectations of their users. (Kuek et al., 2024). The authors included 12 applications in
their scope and studied the correspondence between users’ expectations and realistic features of
the applications as described by their developers. While Kuek et al. (2024) identify a total of 16
distinct operational and technical attributes, these features can be broadly synthesized into four
core dimensions of application evaluation: core performance, user utility, technical constraints,

and market availability (see Table 1).

Table 1

Classification and Description of Translation Application Features (adapted from Kuek

et al., 2024)
Category Features Brief Description
Refers to the linguistic precision,
Accuracy, Clarity, Speed,
Core semantic  clarity, processing
Operationality of
Performance velocity, and structural handling of
language
target languages.
- Functionality, Measures how easily a regular user
User Utility y yareg
Practicality, User- can navigate the interface, its day-
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friendliness, Language

learning tool

to-day utility, and its educational

value.

Technical Specs

Features, Compatibility,
Being up to date,

Application size

Encompasses the specific technical
tools included, software updates,
operating system compatibility, and

storage requirements.

Access & Market

Cost, Availability, Variety
of languages,

Downloading platform

Covers the financial barriers to
access, global availability, total
language pairings offered, and host

app stores.

Culling out the technical features relating to information technologies (IT) and practical

daily usage convenience, the only remaining item which relates to translation studies is seen to be

accuracy.

And what about the users’ point of view? What place do translation-related features have

in the users’ list? Below is an analysis of the types of problems faced by the users as presented by

the same authors:

In addition to evaluating software features, Kuek et al. (2024) investigated the primary

friction points encountered by translation application users. Rather than isolated glitches, these

issues represent systemic technical and operational barriers that directly degrade the user

experience. To provide a clearer framework for readers, these problems have been classified into

four distinct operational dimensions: linguistic failures, technical and platform barriers, financial

friction, and interface or support deficits (see Table 2).
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Table 2

Typology and Description of Translation Application User Problems (adapted from Kuek

et al., 2024)

Problem Category

Specific User Grievances

Academic / Operational

Description

Linguistic Failures

e Mistranslation
e Inconsistent translation
e Language not operational

Occurs when the software fails
to maintain semantic accuracy
across a text,  outputs
contradictory vocabulary, or
completely fails to process the

grammatical syntax of specific

target languages.

Technical &

Platform Barriers

e Technical problems
e Not compatible

e Not available offline
e Negative modification

Involves core software glitches,
incompatibility with specific
device operating systems or
communication media
platforms, a lack of offline
functionality, and disruptive
updates ("negative
modifications”) that break

existing features.

Financial Friction

e Pricing issues
e Subscription issues
e Advertisement issues

Encompasses prohibitive costs,

rigid subscription models, and
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excessive third-party
advertisements that disrupt the
translation workflow, consume
mobile data, and clutter the user

interface.

Refers to unintuitive Ul design,

a restrictive selection of

Interface & | ® Not user-friendly language pairs, a lack of
e Lack of services/language
Support Deficits variety specialized  features,  and

e Poor customer support
inadequate technical assistance

when software failures occur.

Both tables above highlight the core of machine translation: accuracy of translation, the
absence of which is coined as mistranslation, i.e. a problem which is seen as being limited to
inaccuracy of meaning and inconsistency of translation. But, does no one have anything to say

about the nuances?

The Theoretical Boundary: The Challenge of Context

While the technical limitations of translation applications—such as speed or interface
design—can be solved through software engineering, the fundamental barrier to automated
translation remains conceptual: the processing of context. Context is the homeland of nuances in
language and translation. Meaning of words, phrases and sentences may change based on their
context, i.e. the circumstances and environment they are used in. Context-dependency exists at all
linguistic levels and almost all the time, which also makes translation dependent on context. The

vital importance of context has been a drive for many scholars of translation studies to devise
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different approaches focusing on the potency of context, e.g. communicative translation approach.
“Communicative translation attempts to produce on its readers an effect as close as possible to
that obtained on the readers of the original. Semantic translation attempts to render, as closely as
the semantic and syntactic structures of the second language allow, the exact contextual meaning

of the original” (Newmark, 2006).

Contextual translation handles the relevant background information to reproduce the same

(13

meaning in target language. And situational context “... takes into account the broader
circumstances surrounding the text such as cultural factors, political context and ideologies.” A

human translator does it naturally because they have learned about every such factor contextually.

Processing, analyzing and reproducing the context is still an area where human translators
outperform MT. In order to cover the gap, large language models (LLMs) are now learning more
from context, particularly long contexts (Chen et al., 2024). In a setting where social and cultural
background is the determining factor, LLMs still have a long way to go before they will be at least
as successful as a human translator in correctly rendering such contextual elements in the target
language. Now, we are referring to the context that is larger than the visible—or audible in the

case of interpretation—Ilinguistic units’ conglomeration.

An element of context is political information as to the circumstance and speakers.
Statuses of the speakers, the hierarchy of relations between them, the situation they are in at that
moment and they were in back in past and even they aspire to be in future are all embedded in the

speakers’ utterances, starting with the very first word.

Evaluative Case Studies: Turkish-English MT Analysis

In order to keep things simple, three quite basic language uses will be taken as examples
in this paper. All three examples given below are source and target texts in Turkish<->English
language combination. The expressions shown in the left hand side column in each example are

translated with different MT tools, to obtain the target texts indicated in the right column.
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Example 1:

Turkish English

Gilinaydin Good morning

Hayirli sabahlar

Iyi sabahlar

Gilizel sabahlar

Sabahiniz hayrolsun Have a good morning

From a politically neutral point of view, all of the above source expressions may feel the
same to the receiver of the message, i.e. The message merely being a salutation. But could the
message be neutral? Supposing you are in a meeting with an authority, would you not want to
know if the first word of that authority, which is indeed a form of salutation, were giving you a
message about his/her political identity? You may as well suppose you are starting to chat with
someone upon your first online encounter. Would you not like to know how the winds of culture

and politics blew before the other computer monitor?

Example 2:

Turkish English

Hayirlisi For the best

Let's hope for the best
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Hope the best

Good luck with it

It is all the good

Beauty in simplicity, or rather complexity in simplicity! Could this one single-word source
sentence be translated accurately, even adequately, into the target language? Is the speaker saying

this before or after a long-awaited instance? Is the speaker hopeful, regretful or happy about the

end result?
Example 3:
Turkish English
Stikdir! Thanks!
Thank you!
Thankfully!
Thanks God!

Thank the Lord!

Halleluiah!

Fortunately!

Happily!
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Thank Heaven!

It’s about time!

Finally!

Which religion do you think the speaker follows? May the speaker have been waiting for

the end result so long? To whom is the speaker thankful in the first place?

Discussion: The Political Dimension of 'Simple* Salutations

The users of translation and interpretation services provided by human translators and

interpreters have been taking for granted all these analyses and compliant reproductions. Maybe

it is only now we look back on those good old days and notice that the refined and nuanced human

craft of translation/interpretation performed its best and shined with its subtle graceful touch in

those cases which are allegedly the simplest. As this is intended to be a discussion paper, it may

rightfully ask the following questions:

Is the “simple” really simple?

Do we expect from the MT tools the same level of precision in rendering of the target text
as we have been doing from human translators/interpreters?

Do we succeed in properly giving our acknowledgments to those poor decent human
translators/interpreters who have been doing all this so far naturally, intrinsically and—for
sure—upon yearslong comprehensive training and experience?

Is the human community of the contemporary age and near future looking for contextual
clues and distinctions in their communications and encounters or would human speakers
prefer being neutral vis-a-vis the political identity of their interlocutors in future?

If we can train the language models with sufficient context, which may not be so easy a

task as to train a young human individual, and employ models that are large enough and
52



long enough and consequently if we happen to generate Al tools which are able to detect
any identity-related properties of human individuals and to render translations accordingly,
would it not be a fertile ground for prejudice and discrimination, against which humankind

has been fighting with all its might since many years?

Conclusion

The globalized world may be flattening. But in a flat world, shall we, humans, choose to
go blunt? (Friedman, 2005) How shall we treat the subject of refining and nuances? How should

we decide whether we need them or not? Even better, who should make such call?

A translator’s world is one where content is the king and context is the queen, so it is a
political world with its own rulers. To conclude with an analogy, after all the historical adventures
of humankind, we may argue that it is not enough to know about just Julius Caesar and Cleopatra.
One may also need to know something or at least get a hint of Marcus, who could after all turn

out to be Marcus Brutus or Marcus Antonius.

53



References

Bowker, L. (2020). Machine translation literacy: Instruction for users beyond the translation
profession. Journal of Audiovisual Translation, 3(1), 5-22.

https://doi.org/10.47476/jat.v3i1.2020.117

Chen, L., Wu, J., Zhang, Y., & Liu, X. (2024). Long context is not long at all: A prospector of long-
dependency data for large language models. arXiv preprint arXiv:2404.14361.

https://doi.org/10.48550/arXiv.2404.14361

Couclelis, H. (1996). Editorial: The death of distance? Environment and Planning B: Planning and

Design, 23(4), 387-389. https://doi.org/10.1068/b230387

Cresswell, T. (2010). Towards a politics of mobility. Environment and Planning D: Society and Space,

28(1), 17-31. https://doi.org/10.1068/d11407

Cronin, M. (2013). Translation in the digital age. Routledge. https://doi.org/10.4324/9780203073599

De Vaan, M. (2008). Etymological dictionary of Latin and the other Italic languages. Brill.

https://doi.org/10.1163/ej.9789004167971.i-826

Friedman, T. L. (2005). The world is flat: A brief history of the twenty-first century. Farrar, Straus

and Giroux.

Kenny, D. (2020). Technology and translation. In J. S. Bogucki & M. Deckert (Eds.), The Palgrave
handbook of translation and technology (pp. 505-522). Palgrave Macmillan.

https://doi.org/10.1000/978-3-030-42105-2_26

Kuek, J. R., Han, L. S, Ling, L. Y., & Mahmud, M. (2024). Users’ quality expectations and their
correspondence with the realistic features of translation applications. Texto Livre: Linguagem

e Tecnologia, 17, Article e42167. https://doi.org/10.35699/1983-3652.2024.42167

54



Newmark, P. (2006). About translation (Chinese ed.). Foreign Language Teaching and Research

Press.

Oxford English Dictionary. (n.d.). Interpret, v. In OED Online. Oxford University Press. Retrieved

May 16, 2026, from https://www.oed.com/

Salazar, N. B. (2018). Theorizing mobility through concepts and figures. Tempo Social, 30(2), 153—

168. https://doi.org/10.11606/0103-2070.t5.2018.142112

Sheller, M., & Urry, J. (2006). The new mobilities paradigm. Environment and Planning A: Economy

and Space, 38(2), 207-226. https://doi.org/10.1068/a37268

55



Is Cognition Modular or Unitary? Evidence From Stuttering
Fadime Tiirkkosel

Dr. Bilal Genc¢2

1. Introduction

Stuttering is a speech disorder known as repeating or prolonging sounds, syllables or
words while speaking. It can also be seen that there is difficulty in initiating speech or difficulty
in producing certain sounds or words, prolonging them. “Stuttering is typically defined as
involuntary dysfluency in verbal expression. Usually, stuttering manifests as repetitions of
sounds, syllables, or words or as speech blocks or prolonged pauses between sounds and words”
(Prasse & Kikano, 2008, p. 1271). Individuals with stuttering problems know what they want to
say, but have difficulty saying it. For example, they may repeat a word, a consonant or a vowel
sound, prolong it, or pause for a long or short time during speech, which is called a block. This
disrupts the flow of speech and can lead to difficulties in communication. According to Perez and
Stoeckle, “Stuttering is a speech disorder, common in persons of all ages, that affects normal
fluency and time patterning of speech” (2016, p. 479). Stuttering often has negative effects on a

person's self-esteem, self-confidence and interactions with other people.

The etiology of stuttering is complex and multifactorial. Although the exact cause is not
yet fully known, it is thought to occur as a result of the interaction of genetic, neurological,

environmental and psychological factors.

The etiology of stuttering is controversial, but contributing factors may include cognitive
abilities, genetics, sex of the child, and environmental influences. Research has shown that
more than 80 percent of stuttering cases are classified as developmental problems, although
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stuttering can also be classified as a neurologic or, less commonly, psychogenic problem
(Prasse & Kikano, 2008, p. 1271).

If we look at the history of stuttering, it is known that the first records of stuttering were
seen on Sumerian tablets dating back to 3500 BC. In ancient Greece, it was known that orators
such as Demosthenes suffered from stuttering. VVarious theories were put forward about stuttering
during this period, but they were not based on a scientific basis. In the Middle Ages, stuttering
was often associated with demonic powers or evil spirits, and treatments often included religious
rituals or magic. During the Renaissance, a more scientific approach to stuttering began to be
adopted, with anatomical and physiological studies and research on the mechanism of speech.
Today, it is accepted that stuttering is related to neurological and genetic factors. Modern
treatment methods such as speech therapy have been developed, and various treatment methods
such as behavioral therapies and drug treatments are used. Research focuses on better

understanding the causes of stuttering and developing more effective treatment methods.

Now, to touch upon the subject of cognition, which is one of the main topics of the study;
there are several articles and academic research on this subject and it is a comprehensive field that
is still being done. Unfortunately, despite the rich literature data, it continues to divide the world
of science into two and therefore, a consensus has not been reached among scientists. While some
scientists argue that cognition is modular and that cognitive processes operate in the form of
independent modules, some believe that it is a unitary system, that is, all cognitive processes occur
within a holistic and unified system. Both viewpoints contain both rational and irrational ideas,
creating uncertainty in the research community and among the general readership. Before
touching upon these distinctions in detail, it would be more appropriate to focus on the concept
of cognition and the previous definitions of this concept in the literature. Cognition refers to
mental processes and the ability to obtain, process, store and use information. These processes
enable us to perceive information, make sense of it and interact with the world. To give a
definition found in the literature on this subject: “Cognition is a term referring to the mental
processes involved in gaining knowledge and comprehension. In other words, cognition refers to
the mental action or process of acquiring knowledge and understanding through thought,
experience, and the senses” (Subedi, 2022). “Cognition is defined as the brain’s ability to acquire,
process, store, and retrieve information” (Khera & Rangasamy, 2021, p. 1). “In general, cognition
refers to those, sometimes mysterious, covert processes that have to be inferred from behavior”
(Robbins, 2011, p. 1).

Focusing on the main topic, the question of whether cognition is modular or holistic is central

to this article and forms the basis of the discussion. Based on this question, the cognitive processes
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of stutterers and healthy children will be compared. In light of the data obtained, modular and
unitary mind approaches will be examined in the context of stuttering children between the ages
of 7 and 10 who receive speech and language therapy. On the one hand, there is the modular
approach, which argues that cognition operates in independent modules, and on the other, the
holistic approach, which argues that cognition is more holistic and interconnected. These two
differing perspectives are supported by various scholars. This debate provides an important
foundation for understanding the structure of cognition. The study is expected to contribute to
filling gaps in the literature, such as the fact that stuttering is often treated solely as a speech
disorder, and that studies on this topic have limited age ranges. Additionally, while most studies
have used a single test, this study used various tests on the same sample to ensure data diversity.
Therefore, this study aimed to fill this gap by examining the cognitive system of primary school

children with stuttering using various cognitive measures.
2. Literature Review

This section discusses two different perspectives that form the basis of this study and will be
supported by previous literature. Although stuttering is generally thought to be solely related to
speech, many linguists and therapists have considered it to be not just a speech disorder, but
related to cognitive processes and processing speed, and have tried to investigate its true cause.
This literature review aims to establish the basis of the study by utilizing existing information and
highlighting the gaps in the research focus.

2.1 Modular Mind

The modular theory of mind is a view that cognition is not comprised of a single system, but
rather independent of each other, with each part performing its own function. According to this
view, the mind is thought to be fragmented, with each part operating independently but
synchronously. For example, vision has a distinct and independent structure from speech. These
two operate independently, located in different areas of the brain and possessing their own
management systems; in other words, they are not governed by a single, superordinate structure.
We can compare these to an apartment building: from the outside, it appears as a whole, but when
you enter, it becomes a larger structure divided into apartments, each apartment distinct from the
next. Each component specializes in its own field, and these specialized subsystems are called
"modules.” This idea may raise the question: Do these modules then operate sequentially? Is one
active while the other is inactive? In fact, no. These modules are automated and fast-paced in their
own domains, so the operation of one is not dependent on the other, and they operate in tandem

rather than sequentially.
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Many scientists agree with this view, such as Noam Chomsky, Jerry Fodor, and Steven Pinker.
Fodor even has a book dedicated to this topic: "The Modularity of Mind." According to him, the
mind is composed of independent modules, functioning separately in areas such as facial
recognition and memory. According to this perspective, the mind is not a single entity but a
collection of units that share tasks. Chomsky agrees with Fodor and, in addition, argues that
language is an independent component of the brain. With his concept of the Language Acquisition
Device (LAD) in his book of “The Modularity of Mind”, he proposes that humans have an innate
capacity to learn languages, and that language functions as a module independent of general
intelligence or other cognitive functions. Scientists who believe in modular mind theory have
searched for cases to prove their point, and one of the groundbreaking studies in this field was the
study of Christopher by two distinguished linguistics professors, Smith and Tsimpli (1995).
Christopher is a savant (a person with extraordinary talent in a particular field despite cognitive
or physical disabilities) who is notable for speaking nearly 20 languages and being able to translate
them, despite having severe cognitive and motor impairments. Researchers have demonstrated
that while Christopher performed comparable to healthy adults in complex syntactic and
morphological structures, he struggled in areas such as world knowledge, abstract concept
formation, and problem-solving in daily life. This difference provides empirical evidence that

language function operates independently of general intelligence.

Further evidence in this area comes from individuals with Williams syndrome. Individuals
with Williams syndrome typically exhibit an unbalanced cognitive profile. These individuals
often have very poor visual-spatial skills and, as in Christopher's case, problem-solving skills.
However, their language abilities in verbal expression and communication are quite strong.
According to Capirci et al. (1996), “Despite impaired intellectual skills, initial delay in language
development and delayed motor milestones, older Williams Syndrome children are sometimes
described as exhibiting unusually strong linguistic abilities” (p. 1018). These examples show that
the mind is not a single whole, as Fodor suggests, but rather consists of specialized sections

(modules).
2.2 Unitary Mind

The unitary view of the mind stands in stark contrast to modularity, arguing that the mind
is not composed of independent modules, but rather of interconnected, interacting processes that
function as a unified whole. In other words, processes such as memory, vision, attention, and
language are intertwined and in constant interaction. This approach also has many supporters,
though not as many as modularity. Those who support the modular idea have strong evidence, but

there are also those who support the unitary idea: Down syndrome and Alzheimer's disease.
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People diagnosed with Down syndrome have slow vocabulary development and experience
problems with language structures and articulation. In the context of a unitary mind, cognitive
processes and language are affected together. This brings with it the idea that there is no single
"speech” or single "mental™ disorder, but rather that these two functions are interconnected. In
Alzheimer's disease, people often struggle to remember words, speak fluently, or construct
meaningful sentences. As the disease progresses, language may disappear entirely. This supports
the idea that language is not a separate module but part of overall mental functioning, that

language and cognition decline together, and that unitary thinking supports this idea.
3.Method

This study was conducted to examine the differences in speech and cognitive task
performance between children who stutter and those who do not. The data were collected under
controlled conditions. The research methodology aimed to obtain reliable and valid results by
implementing tasks, using objective measurements, and relying on validated analyses. This study

is a comparative, experimental, and quantitative research.

3.1 Participants

Participants were selected using convenience sampling. Convenience sampling involves
selecting participants who are easy to access and willing to participate in the study (Etikan et al., 2016).
Participants were selected from primary school children between the ages of 7 and 10. Ten students
(4 boys, 6 girls) were selected for the stuttering group and 10 (4 boys, 6 girls) for the non-stuttering
group. Participants were selected on a voluntary basis and with the written consent of their families.
Primary school children who stutter receive speech and language therapy. The native language of all
participants is Turkish, and Turkish is also chosen as the test language. The independent variable of
the study is stuttering status, and the dependent variable is reaction times. Three purposefully selected
tasks are given to the stuttering and non-stuttering groups, and the students' reaction times are
compared. Group differences were analyzed using Mann-Whitney U tests, and the results were
interpreted in the context of modular and unitary cognitive theories. Since the data did not show a
normal distribution, parametric measurement was not appropriate; therefore, the results were analyzed

using the Mann-Whitney U Test, a non-parametric measurement tool.

3.2 Data Collection Instruments and Data Analysis

The data collection tools used for the study were Nonsense Word Repetition Tasks, Picture
Naming Tasks, and The Stroop Color-Word Task tests. The Mann-Whitney U test was used to
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analyze the data. The results were interpreted in the context of modular and unitary cognitive

theories.

3.2.1 Nonsense word Repetition Tasks

The non-word repetition task is a verbal test that measures individuals' short-term memory
and phonological information processing skills. The test consists of words that have no real-world
meaning but are constructed according to specific phonological rules. “In non-word repetition
tasks, children are asked to repeat items that, by definition, they have not heard before and are not
part of their learned vocabulary” (Chiat, 2015, p. 125). Because the words are made up, the
individual's ability to draw on memory is eliminated, making the measurement more reliable. This
test has several purposes, including identifying language disorders, examining typical and atypical
language development patterns (as in this study), and measuring memory capacity. The
experimental groups (CWS-CWNS) were given a list of 20 made-up words (Table 3) based on
specific phonetic rules (e.g., difficult-to-pronounce letters, letters that are difficult to read when
placed side by side), and the students were asked to pronounce these words. Table 1 shows the
reaction times for this task. Response times were calculated by keeping each response to a split-

second.
3.2.2 Picture Naming Tasks

The picture naming task is a measurement tool used to assess cognitive abilities, access
vocabulary, examine speech production outcomes, or measure language skills. According to
Johnson et al. (1996, p. 113), picture-naming tasks may help identify various neurological and
developmental disabilities. In this section, research participants are shown a series of images and
are asked to name these images. As a result, reaction time, pronunciation accuracy and language
memory can be measured. For this study, both groups were shown 20 pictures and asked to name
the images with the first word that came to mind. Response times were calculated by keeping each

response to a split-second. Table 4 shows the reaction times for this task.
3.2.3 The Stroop Color-Word Task

The Stroop color word test is a test in which color words are printed with different ink
colors. For example, the color "green™ can be written in red ink, and the subject is asked to name
the color of the ink, not the text itself. The purpose of this test is to measure cognitive abilities
such as attention, memory, temporary memory, and processing speed. The different ink colors

used in writing create cognitive complexity, allowing for the measurement of attention and
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processing speed. “The most interesting feature of the Stroop test-the conflict or interference
situation in which the subject must name the color of the ink of color-words when the color and
the word are incongruous” (Jensch, 1929, as cited in Jensen & Rohwer, 1966, p. 37). The test

results are shown in Table 6.

4. Results

This section compares the results of three cognitive tests administered to elementary
school-level children who stutter while receiving speech and language therapy, as well as to
healthy, non-stuttering children. The results of the study are presented in the paragraph below this
section, and the Mann Whitney U test was used for the analysis. The study yielded the expected

results.
4.1 Nonsense Word Repetition Task Results

Nonsense word repetition test is a verbal test that measures individuals' short-term memory
and phonological information processing skills. Tables 1 and 2 show the times taken to perform

this task. Table 3 shows the words used in this test.
Table 1

Descriptive Statistics Results for Nonsense Word Repetition Reading Times of Children with and
without Stuttering

Group N Mean Minimum Maximum Standard
Deviation

CWS 200 3,70 1,00 14,08 2,10

CWNS 200 1,98 0,54 5,08 1,14

As can be seen in the table 1, the test results used in the study showed that children who
stutter and children who do not stutter read almost twice as slowly during non-word repetition.
Children who stutter read in an average of 3.70 seconds, while healthy children who do not stutter

read in 1.98 seconds.
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Table 2

Mann Whitney U Test Results for Nonsense Word Reading Times of

Children With and without stuttering.

Grou N Mean Sum of U z p Effec
p Rank Ranks t size
CWS 20 260,4 52096,5
0 8 0 -
2003’50 10,37 ’OOO 0,51
CWhn 20 140,5 28103,5 6
S 0 2 0

This significant difference between the two groups was indicated by the Mann-Whitney
test (p<0.001). Furthermore, the high effect size (r=0.51) demonstrates the significance of this
difference. The mean rank of the CWS group (260.48) was considerably higher than that of the
CWnS group (140.52), indicating that children with stuttering had higher reading-time scores. In
addition, the effect size was large (r = .51), suggesting that the observed difference was

substantial.
Table 3

Words used for the non-word repetition task

Kapos Budek Citok Dubat Pekir Kabudota Copetagi

Gotek Kupada Tebike Daguta Cubete Kobaki Patige

Bidoku

Cedok
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4.2 Picture Naming Task Results

Picture naming tasks are an assessment tool used to evaluate cognitive abilities, examine
vocabulary, evaluate speech production outcomes, or measure language skills. Tables 4 and 5
show the response times performed for this task.

Table 4

Descriptive Statistics Results for Picture Naming Times of Children with and without Stuttering

Group N Mean Minimum Maximum Standard
Deviation

CWS 200 2,67 1,01 7,04 1,31

CWNS 200 1,48 0,43 5,06 93

Table 4 shows the reaction times for this task for children who stutter and those who do
not stutter. Children who stutter (CWS) required an average of 2.67 seconds to name a picture,

while children who do not stutter (CWNS) required an average of 1.48 seconds for the same task.
Table 5

Mann Whitney U Test Results for Picture Naming Task Times of

Children with and without stuttering.

Grou N Mean Sum of U z p Effec

p Rank Ranks t size

CWS 20 257,1 51435,0 8665,00 ,00 0.49
0 8 0 0 0 '
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CWn 20 143,8 28765,0 -
S 0 3 0 9,80

A Mann-Whitney U test was performed to determine whether this difference was
statistically significant. The difference was found to be p<0.001 and the effect size was r=0.49.
The high effect size also demonstrates the practical significance of this difference. According to
these data, children who stutter (CWS) showed a significant difference in this task, responding

more slowly than children who do not stutter (CWNS).
4.3 Stroop Color-Word Test Results

The purpose of this test is to measure cognitive abilities such as attention, memory, short-
term memory, and processing speed. The different ink colors used in the writing create cognitive
complexity, allowing for the measurement of processing speed. The numerical data obtained from

the test results are shown in Tables 6 and 7.

Table 6

Descriptive Statistics Results for Stroop Color-Word Test Times of Children with and without

Stuttering
Group N Mean Minimum Maximum Standard
Deviation
CWS 200 2,40 0,90 11,03 1,60
CWNS 200 1,48 0,43 6,08 1,00

Table 6 shows the reaction times for Stroop Color-Word task for children who stutter and

those who do not stutter. As seen in the table, children who stutter (CWS) again showed a

significant difference compared to children who do not stutter (CWNS) on this confusing task.
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The mean reaction time of CWS children was 2.40 seconds, while the mean reaction time of
CWNS children was 1.48 seconds. This indicates that children who stutter respond more slowly

to the stimuli on the Stroop test. In other words, children who stutter are significantly slower.
Table 7

Mann Whitney U Test Results for Stroop Color-Word Test Task Times

of Children with and without stuttering.

Grou N Mean Sum of U z p Effec
p Rank Ranks t size
CWS 20 234,3 46873,5
0 7 0 -
33226,50 5 85 ,000 0.29
CWn 20 166,6 333265 6
S 0 3 0

The p-value was found to be p<0.001, indicating that this difference is not coincidental
and is significant. The effect size for this test was found to be r=0.29, meaning the difference is
real and significant, but not as strong as in previous tests. This is because other tasks are more
language-focused, while the Stroop test is attention-focused. So, stuttering makes more significant
differences in speech and language tasks, but less so in tasks like attention and color selection,
because being a stutterer does not mean being inattentive. Table 8 graphs the test results for both
the stuttering and non-stuttering groups. This table represents the results of all three tasks.

Table 8

Mean reaction times of Cws and Cwns groups (+) SD
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Duration (seconds)

4 % %k %k

3,5

2,5

mCWS

1'5 7 m CWNS

0,5 -

T
Nonsense Word  Picture Naming Task Stroop Color-Word
Repetiton Test

5. Discussion

These consistent findings suggest that stuttering is associated with slower processing
across verbal and cognitive tasks, with the strongest disparities in nonsense word reading—a task
demanding phonological encoding. The smaller Stroop effect may reflect domain-general
cognitive load rather than speech-specific delays. Future research could explore whether these
differences stem from motor planning, attentional allocation, or linguistic processing deficits. In
terms of Nonsense Word Repetiton task, the average time for stutter children was higher, but it is
twice as low in children who do not stutter. Stuttered children spent 3.70 millisecond to read aloud
each word while children who do not stutter spent only 1.98 millisecond. In the Picture Naming
Task, however, the magnitude of this difference is relatively small. This suggests that these
differences do not indicate a functionally or clinically significant delay, as limited differences
between groups are to be expected in this test, which involves naming familiar words and is a
largely automated process. Stroop Color-Word Test is significant because there is small difference
between the averages of two groups. Since stroop test related with the inhibitory factor of the
memory, we believe our study supported to view that mind is not unitary but modular. Regarding
Picture Naming Task and Non-Word Repetition task as can be seen in the tables, there are great
differences since stroop test reveals only little difference this means mind is modular.

6. Conclusion

This study compared cognitive development processes, information processing speed, and
automatic response skills in individuals with and without stuttering. Data were collected in a
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clinical setting; the study group consisted of 10 children with stuttering and 10 children without
stuttering, aged 7-10 years, and data were obtained from 200 task responses. These data were
analyzed using the Mann-Whitney U test. Since the data did not show a normal distribution,
parametric measurement was not appropriate; therefore, the results were analyzed using the
Mann-Whitney U Test, a non-parametric measurement tool. The Stroop Test, nonsensical word
repetition (non-word repetition), and picture naming tasks were used as measurement tools in the

study.

The findings revealed that children with stuttering performed significantly slower on all
three tasks, suggesting that stuttering involves differences in cognitive processing and that
cognition is more prone to modularity. This indicates a need for further research on different
cognitive processing mechanisms in children with stuttering, using a wider variety of cognitive
tasks and larger groups, highlighting the inadequacy of the current literature in this area. Future
research could be conducted on a larger sample size to obtain more generalizable results. This can
inform targeted interventions and improve our understanding of the underlying

neuropsychological basis of the disorder.
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Playing on (Proper) Names: Wordplay in Bulgarian Social Media Discourse

Dr. Ogr. Uyesi Ralitsa DECHKOVA DEMIRKOVA

1. Introduction — “What’s in a name?”’3

Proper names* are considered a very controversial subject but at the same time they are
fundamental with regards to the issues of reference and connotation, and how they are related.
There are two main groups of theories of proper names. According to the first one®, proper names
have reference but no meaning or sense, and the second group of theories® suggests that proper
names have reference but also meaning which can be described in terms of characteristic features
invoked by the bearer of the name. The present paper is not meant to dwell on these theories in
detail. Rather, its aim is to analyse playfully manipulated proper names in relation to the
associations they carry and to the punning mechanisms used by their creators (social media users).

Most definitions’ of proper names focus on their referential function, i.e. a proper name is
considered a word or group of words (i.e. a linguistic expression) employed to refer to or name a
person, a place, an organization, a thing and is usually capitalized. Although proper names are
used first and foremost for the identification of their bearers, in certain contexts proper names can
exhibit connotative nuances. Therefore, they are not only linguistic but also cultural items whose
connotative use is often in the form of some idiosyncratic characteristics of the referent (Heois,
2020) and, as van Dongen et al. (2021, p. 747) point out, this use depends on the communicative
intentions of the speaker, the assumed shared knowledge and the discourse-relative perspective
of the interlocutors.

Similarly to Baltes (1991), the thorny issue of “meaning of proper names” is understood
in terms of the so-called “scripts”®. According to Raskin (1985) a script is a cognitive structure
including semantic information surrounding the word/phrase that has activated it. This

information is not restricted to the lexical meaning of the item but also contains the speaker’s

3 This is a famous quote from Romeo and Juliet by William Shakespeare.

4 Proper names are also known as proper nouns.

> See Lyons (1977), Searle (1969), Katz (1977), etc.

b See Jespersen (1965), Carroll (1980), van Langendonck (2007), etc.

7 Such definitions can be found in Oxford English Dictionary, Encyclopedia Britannica, etc.
8 Also known as “frames” or “schemata” — (see Fillmore, 1982; Gumperz, 1982).
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knowledge base related to particular entities, events, individuals, etc. derived from real-world
experiences. Thus, proper names are thought to give rise to “a mental image or descriptive set of
characteristics” (Baltes, 1991, p. 75) via its referent or via its phonological form. This set of
features does not necessarily correspond to the bearer of the name. As Langendonck (2007, p. 86)
puts it, the key feature of names is that “they have an inherent presupposed meaning”. Within the
“presupposed meaning” category, he distinguishes categorical, associative, emotive and
grammatical meanings (such as definiteness, number, gender, etc.). Langendonck (2007, p. 86)
positions the categorical meaning at the level of langue (“competence”) whereas associative
meaning — at the level of parole (language use/performance). The former is related to the basic
categories such as woman, man, river, mountain, street, country, etc. while the latter to the
connotations carried by the name form or the (inter)subjective descriptions given to the name
referent. Emotive meaning can be appreciative and depreciative and is either inherent in the name
form or found at the level of connotations, i.e. interpreted personally (Langendonck, 2007, pp.
82-83).

According to Baltes (1991, p. 76) connotations arise from the relationships established
between pre-existing knowledge structures, i.e. scripts, and develop through previous
experiences. As a result, words may acquire various associations (personal and/or shared). Quite
often these socially shared associations are utilized to assign meaning to a given name without
referring to a specific name-bearer. This is a common strategy used in literary texts,
advertisements, as well as in everyday interaction. The section that follows is devoted to various
wordplay-based strategies used by social media users to modify proper names in such a way as to

turn them into meaningful names and trigger strong (mostly negative) associations.

Punning on proper names

The very essence of punning is conveyed through the exploitation of the creative potential of
language. It is tightly linked to the pun creator’s linguistic personality and his/her strive for
ingenuity, playfulness and originality (Demirkova, 2023, p. 7). Most commonly, puns9 involve
lexical ambiguity, i.e. polysemy or homonymy. Wordplay is a broader term and can be defined as

a confrontation between two (or more) linguistic structures. These structures are formally similar

® See Leech (1969, p. 209).
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or identical but semantically incompatible in the given context, which leads to linguistic
ambiguity and cognitive incongruity (Attardo, 1994; Demirkova, 2023, p. 9). In the present paper
“wordplay” and “punning” are used interchangeably to refer to the deliberate exploitation of
various expressive means in order to produce ambiguity/incongruity or double meaning for

various purposes, most often to produce humorous or derisive effect, or to spark off associations.

Wordplay is a frequently and cleverly used strategy in social media discourse aiming at attracting
attention, making fun of someone or moulding public opinion. The category of proper nouns is
extensively played upon by social media users resulting in a large amount of invented meaningful
names, i.e. name puns. These are mainly names of political figures, celebrities, political parties,
institutions, newspapers, etc. Creativity manifests itself in the skillful exploitation of various
word-formation mechanisms motivated by sound similarity/identity (i.e. punning) and the

activation of different extralinguistic factors.

A systematic approach to punning names necessitates building on existing taxonomies of
wordplay, while also recognizing their limitations as far as proper names in contemporary social
media discourse are concerned. Previous taxonomies have made important contributions by
focusing on the structural and semantic transformations involved in wordplay, as well as the
linguistic mechanisms that allow for ambiguity and incongruity. Yet they were not designed
specifically for proper names, nor do they provide a complete account of the evaluative and

pragmatic dimensions that are characteristic of social-media interaction.

Consequently, the present study does not rely on a single classification but seeks to integrate and
apply insights from several authors. The goal is to establish a framework that is sufficiently
precise to encompass the formal (structural) and linguistic (functional) processes underlying
punning on names, yet flexible enough to address the pragmatic functions these puns perform in
media discourse. This approach allows for a more comprehensive analysis, one that treats name-
based wordplay not merely as a set of formal and semantic manipulations but as a complex

phenomenon employed for humor, satire, ridicule, and other communicative purposes.
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The following section introduces a threefold analytical framework comprising the structural-
semantic, functional-linguistic, and pragmatic dimensions. Taken together, these dimensions
serve as complementary tools for examining the corpus. They allow the analysis to capture not
only the formal/structural mechanisms behind punning on names, but also the broader pragmatic

effects such plays on proper names bring about.

3. Classification of Name-Based Wordplay
3.1 Theoretical Background

As outlined above, existing typologies of wordplay provide the basis for the analysis of
punning names. To analyse name-based wordplay in a more comprehensive way, the present study
proposes a three-dimensional framework designed to account for its formal (structural), linguistic
(functional), and pragmatic facets.

The discussion begins with a brief theoretical overview of earlier classifications. Particular
attention is paid to the categories developed by Bondzholova (2006), Veisbergs (1997), and
Delabastita (1996, 1997), which respectively highlight the structural-semantic transformations, the
interplay between structure and meaning, and the linguistic mechanisms that trigger ambiguity and
incongruity. The study also introduces an integrated model comprising three dimensions. This model

provides the conceptual framework for the subsequent analysis of the corpus.

3.1.1 Bondzholova’s classification

As has already been pointed out, Bondzholova (2006) provides a very detailed typology of
word-formation processes used in Bulgarian media to create occasionalisms, i.e. nonce words that are
invented for specific contexts. She focuses on morphological and structural transformations by which
new, playful, and often evaluative lexical units emerge, including proper names. Table 1 below is a
summary of Bondzholova’s classification which consists of some general mechanisms, most of which

are further divided into subcategories.

Table 1: Classification of word-formation mechanisms

MECHANISM DESCRIPTION

Morphemic derivation Evaluative suffixes or pejorative affixes, or
both are used to reshape names — a very
productive process, especially in social
media discourse.
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Composition

Combining bases into compounds, often
producing hybridized lexical items with a
distinct meaning that carry political or
cultural connotations.

Abbreviation

Shortening of words or phrases by clipping,
initialisms, etc. that produces compact,
catchy forms with humorous, critical or
colourful effect.

Univerbization

Merging of two (or more) words into a single
lexical unit, increasing its playful potential.

Semantic transformation (appellativization)

Shifting proper names into common nouns,
often to stereotype or generalize.

Conversion

Altering the grammatical category of a
lexical unit, typically turning nouns into
verbs to mock behaviors and to add
expressiveness.

Formal and semantic lexicalization

Transforming a phrase or a sentence into a
nonce word through semantic and
formal/graphic transformations. It is usually
accompanied by substantivation.

Re-etymologisation

Reinterpreting lexical units through false or
folk etymology by highlighting their inner
form giving it a new understanding, thus
yielding satirical or other effect.

Blending

It is a combination of abbreviation and
composition by means of which new lexical
units are created.

Reduplication

Repeating sounds or sequences of words for
emphasis or for conveying a mocking tone.

Substitution (substitute derivation)

Replacing a component of a word (phoneme,
syllable, morpheme) with another, with the
aim of creating a particular effect.

Epenthetic word formation

Inserting an extra component (a vowel or a
consonant) within the base of a lexical unit
for humorous distortion.

Metathesis (spoonerism)

Transposing sounds or letters to produce
playful and witty effect.

Rederivation (back formation)

Reversing derivational  processes, i.e.
removing morphemes or other parts of the
word perceived as morphemes as a result of
reinterpretation, thus generating novelty

Graphic word formation

Transforming the letter composition of the
lexical unit and grapheme substitution —
manipulating spelling, capitalization, or
typographic form.
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Overall, these word formation mechanisms highlight the creative flexibility of Bulgarian
language. As far as punning on proper names is concerned, Bondzholova’s categories are especially
relevant because names can also be subject to the same morphological, semantic, and graphic
transformations as other nonce words, revealing that personal, institutional and brand names are not
static designators but dynamic material for humorous play. Thus, structural-semantic manipulation
lays the foundation for the humorous, critical, or derogatory reinterpretations that characterize punning

names in social media.

3.1.2 Veisbergs’ classification

Veisbergs (1997, p. 157-162) approaches idiomatic wordplay through a typology
distinguishing between structural and semantic transformations, which can be adaptable to proper
names, as well. Structural transformations include substitution, addition, ellipsis, and insertion,
demonstrating how applying some formal changes to idioms or other lexical units, can open them
up to reinterpretation. Semantic transformations involve dual actualization, extended metaphor
and zeugma, where form remains unchanged but meaning shifts markedly. Veisbergs’ key
contribution lies in highlighting how formal adjustments can bring about discernible semantic
shifts. Punning idioms preserve recognizability and at the same time their meaning can be

reinterpreted in a humorous and often unexpected way.

If considered in relation to Bulgarian social-media discourse, Veisbergs’ categories
complement Bondzholova’s more morphologically and structurally oriented typology. Where
Bondzholova details the mechanism of word formation (derivation, blending, abbreviation,
graphic play), Veisbergs focuses on how these changes lead to semantic (cognitive)
reinterpretation. A transformation in a proper name, for example, is not only a structural operation
but also a semantic (and cognitive) one by means of which the name is considered in a new
evaluative frame. Thus, his taxonomy is essential for understanding how punning names achieve

their rhetorical effect.

3.1.3 Delabastita’s classification

Delabastita’s (1996, 1997) taxonomy of wordplay mechanisms focuses on how ambiguity or
incongruity are generated by means of various linguistic triggers. These are phonological and
orthographic mechanisms such as: homonymy, homophony, homography and paronymy alongside
polysemy.

According to Delabastita (1996, p. 128) wordplay is a result of a communicatively significant
confrontation between two (or more) linguistic structures that are formally linked but semantically
incompatible. Applied to names, this explains why various transformations like an altered phoneme,
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an added letter or a changed suffix — can trigger its humorous or satirical reinterpretation. Thus,
Delabastita’s typology supplies the inventory of linguistic mechanisms that underlie onomastic
wordplay.

Taken together, these classifications reveal the diversity of the approaches to wordplay and
highlight its inherently multifaceted nature. Each of the above-mentioned frameworks contributes
important insights into particular aspects of the phenomenon. At the same time, when taken in
isolation, they cannot capture its full — from formal (structural) manipulation through linguistic
mechanism to pragmatic function. To resolve this issue, the present study proposes a three-
dimensional typology — structural-semantic, functional-linguistic, and pragmatic — designed to account

systematically for the transformations of proper names in social-media discourse.
3.2 A Three-Dimensional Approach to Name-Based Wordplay

The analysis of punning on proper hames requires an approach that can account not only for
the formal transformations of names but also for the linguistic mechanisms that lead to ambiguity and
incongruity and the pragmatic functions that these transformations perform. To this end, the present
study proposes a three-dimensional model consisting of structural-semantic, functional-linguistic, and
pragmatic dimensions. This model synthesizes insights from earlier taxonomies while tailoring them

to the specific features of name-based wordplay in Bulgarian social-media discourse.

Structural-semantic dimension

The structural-semantic dimension covers the formal modifications applied to proper names
and the semantic shifts that accompany them. It is based on Bondzholova’s typology of formal
transformations producing nonce words and Veisbergs’ structural and semantic transformations
producing idiomatic wordplay. It focuses on the productivity of these processes in generating name
puns which have recognizable yet reinterpretable name forms and demonstrates how even subtle

formal shifts lead to different semantic interpretations which bring about various evaluative effects.

Functional-linguistic dimension

The functional-linguistic dimension draws on Delabastita’s taxonomy. It focuses on wordplay
functional mechanisms. They aim at identifying the linguistic triggers that render puns humorous.
These triggers include phonological resemblance (homonymy, homophony, paronymy, rhyme),
graphemic and orthographic manipulations, and polysemy. This dimension explains how linguistic
form manipulation leads to ambiguity and incongruity. Thus, the gap between observable structural

transformations and the reinterpretation that renders the pun effective is bridged.

Pragmatic dimension
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The pragmatic dimension concerns the discourse functions of punning names. It considers how
these forms operate in a given context with the aim of ridiculing or delegitimising political actors,
parties or institutions, engaging in satire, vulgarizing and intensifying criticism. Taking into
consideration Vlahov and Florin (1990, pp. 213-246) who focus on the cultural and value-laden
aspects of proper names, this dimension highlights that name-based wordplay is rarely an end in itself:
it is a strategic discursive resource utilized in ongoing political and cultural debates.

These three dimensions provide a comprehensive analytical tool: they analyse punning names
starting from their formal construction, through the linguistic/functional mechanisms that generate
ambiguity and incongruity, to the communicative purposes these transformed forms fulfill in media
discourse. They are both powerful linguistic resources and instruments for humour, satire or ridicule.
The Appendix presents a shortened and illustrative selection from the larger corpus consisting of 100
name-based wordplays, which are analysed in the study.

Having established the three-dimensional approach, the section that follows is focused on the
analysis of the corpus. The examples below illustrate how structural-semantic, functional-linguistic,
and pragmatic dimensions intersect in authentic instances of name-based wordplay in Bulgarian social

media.

4. Corpus Analysis

The excerpted corpus consists of 100 instances of name-based wordplay. It is collected from
posts, comments, and memes circulating on Facebook between 2022 and 2024. This period is marked
by intense political polarization in Bulgaria and frequent electoral campaigns. The selection of name-
based wordplay was based on two criteria. The first criterion is the presence of a formally modified
proper name (politicians, parties, institutions, companies, or public figures). And the second criterion
is the availability of sufficient context by means of which both the formal transformation and its
intended pragmatic effect can be reconstructed.

The excerpted corpus is particularly appropriate for studying punning on names. Social media
setting is where linguistic creativity is very much stimulated. As Androutsopoulos (2014, pp. 62-64)
points out, social media is characterized by context collapse, which means that speakers address
multiple and overlapping audiences and their linguistic choices are adapted accordingly. Thus,
punning names can be quickly and widely invented and circulated through social media. In such a
context, proper names are no longer just neutral labels. They become powerful tools where playful
linguistic changes are used to express criticism, irony, or satire.

At the same time, it should be noted that the corpus is illustrative rather than exhaustive. The
examples analysed do not claim to cover the entire range of punning manipulations used in Bulgarian

social media discourse. Instead, they have been selected for their recurrence and representativeness of
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broader tendencies. The aim is to focus on the most widely used and productive patterns of name-
based wordplay rather than to provide a statistical overview.

The analysis that follows applies the three-dimensional model introduced in Section 3. Each
example is examined along its structural-semantic, functional-linguistic, and pragmatic dimensions,
in order to demonstrate how form, linguistic mechanism, and discourse function contribute to the
creation of punning names.

In light of this, the following analysis examines selected examples from the corpus, beginning
with the transformation of the proper name Elena Yoncheva. She is a Bulgarian freelance journalist

and politician who has been serving as a Member of the European Parliament since 2019.

Example 1: Elena Yoncheva — Elena Millyoncheva
Structural-semantic dimension:

The punning form is created by means of blending where the original surname Yoncheva
is transformed into Millyoncheva. The two lexical items blended are the common name million
and the family name Yoncheva. As a result of the existing homophony between the segments -ion
and yon- of the two lexemes, it is possible to integrate the English numeral lexeme million via
overlap into the name Yoncheva — MILL[ion] + [yon] CHEVA — MILL[y]JONCHEVA. This
mechanism demonstrates how cross-linguistic similarity can be exploited to reshape a name while

preserving recognizability.

Functional-linguistic dimension:

As has already been pointed out, functionally, the wordplay relies on homophony and
paronymy: the phonological continuity between Yoncheva and Millyoncheva allows the altered
form to remain transparent, while simultaneously activating a semantic association with
wealth/large sums. The lexical trigger (million) shifts the interpretive frame, recasting the

politician’s identity through financial innuendo.

Pragmatic dimension:

The pragmatic effect is strongly pejorative. By turning Yoncheva into Millioncheva, the
pun implies personal enrichment, corruption, or dubious financial connections (she was under fire

in 2021 for alleged money laundering). It functions as a concise rhetorical weapon in online
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discourse: easy to remember, easy to share, and effective in discrediting the politician through

ridicule and suspicion.

Example 2: VVolen Siderov — Bolen Liderov

Structural-semantic dimension:

Volen Siderov is a Bulgarian far-right politician and leader of the nationalist party “Attack”.
He is famous for his hate speech rhetoric, intolerance and aggression. The punning variant of his name
is created through substitution of the initial consonant of the first name (Volen — Bolen). There is also
a root substitution of the surname (Sider — Lider). As a result, the first name becomes the adjective
bolen (“ill, sick” in Bulgarian), while the surname aligns with lider (meaning “leader” in Bulgarian).

The -ov suffix is kept thus retaining the Bulgarian patronymic pattern.

Functional-linguistic dimension:

The pun is based on paronymy. The phonological change from Volen to Bolen brings about a
significant semantic shift (‘willful’ — ‘sick’). The surname’s transformation from Siderov to Liderov
leads to lexico-semantic transformation. It relies on phonological proximity of s and | while using the
English-borrowed lexical item lider. The original name is recognizable but at the same time it is
reinterpreted in a mocking way. The neutral personal name becomes a punning name meaning a ‘sick

leader.’

Pragmatic dimension:

From pragmatic point of view, the punning name can be described as derisive and
delegitimising. By naming the politician Bolen Liderov, his persona is undermined. He is described as
both mentally unstable (bolen) and unfit for leadership (liderov). The political criticism is encapsulated
into a memorable label. It can easily circulate in social media thus reinforcing negative perceptions of

the politician’s extremist stance.

Example 3: Vazrazhdane — Vah-razhd@ne

Structural-semantic dimension:
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The pun alters the far-right and ultranationalist political party’s nhame Vazrazhdane (“revival”
in Bulgarian) through prefix substitution (vaz- — vah!). An interjection is introduced which substitutes
for the original morpheme. From etymological point of view, transparency of the word is disrupted.
According to Bondzholova’s (2006) classification, the transformation can be described as re-
etymologisation (false etymology). The interjection vah! is treated as if it were a legitimate prefix of
the lexeme. As a result, a new segmentation is produced (vah! + razhdane??). This pseudo-motivation
shifts the word from “revival” to “birth preceded by an exclamation.” The addition of the symbol @

in place of the vowel a constitutes a case of graphic transformation.

Functional-linguistic dimension:

The wordplay is based on morphemic substitution (vaz vs. vah) and graphemic play. The
humorous trigger lies in paronymy between the real prefix and the exclamation, together with the
incongruity of juxtaposing an ideologically loaded lexeme (revival) with an exclamatory particle

(vah!), which underestimates the party’s ideological seriousness.

Pragmatic dimension:

The pragmatic effect is scorn, derision and delegitimation. The transformation delegitimises
the party’s name. By turning Vazrazhdane into Vah-razhd@ne, social media users disgrace the party,
presenting it as laughable or clownish. The interjection vah! connotes mockery and exaggerated
surprise, while the @ symbol signals informality and digital playfulness. The party’s pretensions are
ridiculed because its name was presented as linguistically shallow and emphatically exaggerated.

Example 4: Georgi Lapchev — Georgi Lapachev
Structural-semantic dimension:

Georgi Lapchev is a former mayor of a small municipality. His surname is transformed through
epenthetic word formation. An insertion of a single vowel a into the surname Lapchev occurs. The
lexeme lapa (“to gobble, gulp”) is foregrounded and activated. It remains latent in the original form.
This structural manipulation focuses on the semantic potential of the verb “lapa”, suggesting greed or

voracity. The neutral family name is transformed into a transparent, negatively charged punning name.

Functional-linguistic dimension:

10 In Bulgarian “razhdane” means “birth”.
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The functional mechanism relies on paronymy through phonemic insertion: the added vowel
creates a paronymic form that still preserves recognizability. At the same time, the pun triggers
resemantization (cf. Blank, 1999; Veisbergs, 1997) as the surname is reinterpreted as being derived

from the verb lapa.

Pragmatic dimension:

The intended pragmatic effect is derisive labeling. The politician is presented as someone who
“gobbles” or “grabs greedily”. This is in unison with common discursive practices of portraying
mayors as corrupt or self-serving. The pun thus operates as a tool of delegitimation. The politician’s
public image is reduced to a stereotype of gluttony and greed.

Example 5: Ivan Geshev — Ivan GERBeshev
Structural-semantic dimension:

Ivan Geshev is a former prosecutor general of Bulgaria. The name-based wordplay is created
by means of blending. An acronym is inserted and overlap occurs. The party acronym GERB fuses
with the initial syllable of Geshev (Ge- — GERB-). As a result, a hybrid surname is produced. The
recognizability of the original proper name is preserved. The punning name is semantically loaded

with political associations.

e Functional-linguistic dimension:

The linguistic mechanism used involves graphemic transformation. The party name GERB is
capitalized inside the surname. Paronymy is also used because the pun relies also on phonological
overlap. The acronym is visually prominent. This fact strengthens the semantic reinterpretation,
ensuring that readers immediately recognize the political allusion. The pun thus achieves its effect by

equating Geshev with the GERB party.

« Pragmatic dimension:

The communicative effects achieved by the wordplay are delegitimation and political satire.
The pun portrays Geshev as subordinate to or controlled by the ruling party. He is lacking
independence. There is also a hint at political bias. The punning name reinforces a common criticism
in Bulgarian public discourse that the Prosecutor General acted in service of GERB’s political interests
rather than as an impartial institution. The capitalization not only increases visibility but also magnifies
the mocking effect. The punning name thus functions as both ridicule and an indirect political

accusation.
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Example 6: Multigroup — MultiTRUP
Structural-semantic dimension:

Multigroup is the name of a Bulgarian business conglomerate founded and led by Iliya Paviov,
assassinated in 2003. The conglomerate is linked to the shadowy intertwining of business, politics,
and the former communist security services during the post-1989 transition. The punning
transformation is based on substitution: the final segment -group is replaced with -trup. In Bulgarian,
trup means “corpse, dead body.” The rest of the word (Multi-) is preserved, which secures
recognizability of the original company name. The resulting punning form allows for the re-reading

of the name.

Functional-linguistic dimension:

The analysed punning name uses paronymy as a functional mechanism. The mechanism is
based on phonological similarity between the two lexemes group and trup. As it becomes clear from
the analysis, the initial segment of the proper name is changed (group — trup). A new lexical item is
created, i.e. a punning name, with distinctly different semantic content. The functional mechanism
also involves a shift. A business term (group) with a neutral meaning is substituted with a lexeme with

negative connotations (trup, “corpse”). This leads to the evocation of morbid association.

Pragmatic dimension:

The communicative function can be characterized as stigmatizing satire and delegitimation.
The pun equates the conglomerate with death, hinting at its alleged criminal ties and the violent fate
of its leader. It also functions as a form of negative labeling, reinforcing public perceptions of its
mafia-like character. By equating the corporate name with the Bulgarian word for “corpse,” the pun
symbolically links Multigroup to the criminal underworld and to the assassination of its leader. The

effect delegitimises the company by branding it as both corrupt and doomed.

Example 7: Kornelia Ninova — Kornelia NiNova-NiStara

Structural-semantic dimension:

Kornelia Ninova is a former leader of the Bulgarian Socialist Party (BSP), later founder of a
new political party. The surname Ninova is reinterpreted through formal-semantic lexicalization and
rederivation (Bondzholova, 2006). In this case, the final segment -nova is not treated as part of a proper
name but as the adjective nova (“new”), which enables its integration into the evaluative phrase ni

nova, ni stara (“neither new, nor old”). The result is two punning forms: NiNova (“not new”) and
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NiStara (“not old”), both of which detach the surname from its onomastic function and reframe it as a

lexical element within a negated construction, carrying evaluative meaning.

Functional-linguistic dimension:

The mechanism rests on homonymy and morphological reinterpretation: the surname
morpheme -nova is simultaneously read as the adjective nova (“new”). The particle ni- functions both
as a productive negating element and as a graphemic manipulation of the surname. In NiNova, the pun
exploits phonological identity and orthographic segmentation to generate ambiguity between a
personal name and a phrase (not new). In NiStara, the substitution sharpens the semantic play by
activating an antonymic opposition (new « old), thus reinforcing contrastive evaluation. The pun thus
generates meaning through phrase-level ambiguity, collapsing the boundary between a proper name

and a colloquial evaluative expression.

Pragmatic dimension:

The punning name analysed above performs the function of political ridicule and
delegitimation through paradox. Kornelia Ninova’s political identity and credibility is questioned by
means of the playful manipulation of the Bulgarian phrase Ni nova, ni stara. The first part of the pun
NiNova implies that Ninova is not genuinely new to the political scene. Her reformist rhetoric related
to the future of BSP is undermined. The second part of the pun NiStara adds a further nuance of
ridicule. The authenticity of being “old” is also denied to her. She is portrayed as a leader without
ideological consistency or direction. The pragmatic effects of the punning name clearly show that
Ninova’s leadership is contested and she is marginalized. It should also be pointed out that the easy
circulation of such punning names in social-media discourse makes them readily recognizable.

The findings from the analysis of the examples from the corpus are summarized in the table
below. Each illustrative example is described in relation to its main structural transformation, the
functional-linguistic mechanism used, and its pragmatic effect. The table highlights both the diversity

of formal transformations and communicative functions.

Table 2: Illustrative examples analysed in the present paper

Example Structural- Functional-linguistic Pragmatic
P semantic dimension dimension dimension
i i Ridicule via
Eena voncheva iﬁ?g‘;g (miIIior\lNltE Homophony / financial innuendo
Millyoncheva Yoncheva) paronymy (corruption,
enrichment)
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GERBeshev

insertion/overlap

Structural- Functional-linguistic Pragmatic
Example . . : . . .
semantic dimension dimension dimension
Volen Siderov Substitution  (first Paronymy + lexico- Delegitimation:
— Bolen name consonant + semantic  substitution “sick leader”
Liderov surname root) (lider) mockery
i itution + L
Vazrazhdane — Prefix Sulet-ltu“-On Parorr]lymy (Va(zj.ﬁ th), Scorn and ridicule
Vah-razhd@ne re-ety_mo ogisation + graphemic istortion of party ideology
graphic play (@)
Georgi Lapchev Epenthesis (insertion ]ICDhonemlc i mserltlon De”;'ve labeling:
_, Lapachey of a) oregrounding apa greedy, corrupt
(“to gobble™) mayor
N v acronym

(capitalization),
phonological overlap

independence, tied
to GERB

Multigroup —

Substitution (group

Paronymic

substitution; semantic

Stigmatizing satire:
mafia ties, death,

MultiTRUP — trup) inversion (business — delegitimation
corpse)

. Morphological . e
Kf)rnella Formal-semantic reinterpretation (-nova POI't'CaI. ridicule:
Ninova — e N paradoxical

. lexicalization + as nova new”); .
NiNova, rederivation antonymic substitution framing, loss  of
NiStara y credibility

(stara)

The corpus analysis above revealed the creativity and flexibility of Bulgarian social media

users in relation to proper names manipulation. There are diverse instances of wordplay on proper

names, which apply various formal and structural transformations such as blending, substitution,

insertion, acronym play, or re-etymologisation. These newly coined punning names produce powerful

pragmatic effects. The functional-linguistic mechanisms used range from phonological similarity and

graphemic manipulation to morphological restructuring. These allow for the altered form to remain

recognizable while simultaneously activating new, often pejorative associations. As far as pragmatic

effects are concerned, the punning names can be considered as powerful tools of ridicule,

delegitimation, and political satire. They carry implications of corruption, voracity, opportunism, or

criminal ties. The analysis also demonstrates how Bulgarian users creatively exploit the

linguistic/formal features of proper names to contribute to political or other heated debates, turning

the play on words into a form of opinion voicing.
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5. Discussion

Punning on proper names in Bulgarian social media is far from random or merely playful or
witty. Instead, it follows recurrent patterns that can be systematically encompassed through the
proposed three-dimensional model. The significance of the corpus findings lies less in the individual
examples than in the broader patterns they reveal about language use in Bulgarian social media. The
targeting of politicians, parties, companies, and institutions by means of punning names indicates that
such wordplay is not an incidental result of online creativity but a key strategy of political satire, where
humour is directed at socially salient targets (Davies, 2011). What distinguishes these practices is their
ability to express various socio-political narratives — corruption, favouritism, ideological hypocrisy —
into single, memorable pun names. This shows that punning on names functions not only as a play on
words but also as a form of shaping public perception and reinforcing collective attitudes (Fairclough,
1995; van Dijk, 2006).

At the same time, the corpus reveals how strongly Bulgarian punning practices are tied up into
local culture. Many of the examples draw on acronyms, stereotypes, and historically loaded references
that are intelligible only within the Bulgarian socio-political context. It should be pointed out that this
observation relates with Atanassova’s (2022) analysis of the local linguistic landscape. It highlights
how public linguistic creativity reflects collective cultural scripts and shared social meanings within
specific communities. For instance, embedding GERB into Geshev’s surname or reshaping
Multigroup into MultiTRUP is effective because it activates widely shared public perceptions of
political dependency and mafia-like business structures. Similarly, transformations like NiNova,
NiStara depend on familiar colloquial expressions. These cases illustrate that the pragmatic effect of
punning on names cannot be separated from the scripts it activates (Wierzbicka, 1997; Sharifian,
2017): ridicule and delegitimation gain their impact not only from incongruity, but also from their
ability to evoke collective memory and shared cultural evaluations.

As Atanassova (2022, p. 118) points out, “the imitation of foreign letter shape and spelling
[...] can result in creative interpretations symbolising other countries and cultures,” thus effectively
turning abstract notions of the global “other” into concrete, culturally situated representations in the

local space. Such visual adaptations of foreign letter shapes can be seen in the graphemic puns in the
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corpus (e.g. Ruzzia, VaZZrazhdane'?). They reveal how orthographic imitation can acquire
symbolic meaning, representing ideological “others” through visual form.

The present study contributes to existing taxonomies by introducing a three-dimensional model
that brings together the structural-semantic, functional-linguistic, and pragmatic dimensions of
punning on names. Earlier models have tended to focus on only one aspect — formal transformations
(Bondzholova, 2006; Veisbergs, 1997) linguistic mechanisms (Delabastita, 1996), or cultural
associations (Vlahov and Florin, 1990). The approach proposed here allows for a more comprehensive
account of how punning on proper names operates simultaneously at the level of form, linguistic
mechanism, and pragmatic effect. In this way, the model provides a fuller account of the phenomenon

and a tool of analysis that can be applied to different corpora.

6. Conclusion

The present study has shown that name-based wordplay used in Bulgarian social media is far
more than a display of linguistic ingenuity. It can be considered as a systematic practice of playful
manipulation of linguistic material with the aim of producing political satire and delegitimation. By
transforming the names of politicians, parties, and institutions, users create memorable punning names
that expose corruption, ridicule hypocrisy, and question authority. In this sense, punning on names, is
a phenomenon that is part of everyday social-media discourse, reflecting how linguistic creativity is
used as a tool for criticism, satire, and ridicule.

The three-dimensional model consisting of structural-semantic, functional-linguistic, and
pragmatic dimensions provides a comprehensive account of name-based wordplay as compared to
earlier taxonomies. The punning of names is analysed starting from the formal transformations
applied, through the linguistic mechanisms that generate ambiguity and incongruity, to the pragmatic
functions performed within social and political contexts. Thus, the model not only systematizes diverse
strategies of punning but also foregrounds its communicative and pragmatic effects.

The findings of the present paper have a wider significance and can be applied beyond the
Bulgarian context. They are indicative of how ordinary social-media users contribute to shaping
political narratives, intensifying collective attitudes through playful yet powerful manipulation of
language. In other words, punning on names can be considered a cultural practice that combines humor

with ideology, creativity with criticism, and playfulness with delegitimating.

11 A name pun based on Russia.
12 A pun based on the play with a political party’s name Vazrazhdane.
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Future research could extend the scope of analysis. Gathering larger corpora would allow for
more precise quantitative analysis of patterns that occur across time and platforms. Comparative and
cross-linguistic studies could reveal similarities and differences in name punning across languages and
cultures. They would be especially valuable for showing how universal mechanisms of wordplay
demonstrate culture-specificity and dependence on political realities. The contribution of such studies
IS seen as a possibility to broaden the theoretical understanding of wordplay and also to shed light on

the ways digital communication shapes, and is shaped by political and cultural life.
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Appendix: Overview of the Three-dimensional Model for Name-based Wordplay

Dimension

Analytical category

Description

Example of name-based
wordplay

Structural-semantic

Blending

A fusion combining two
proper names: Putin and
Hitler.

Putin + Hitler — Putler

Substitution Replacement of | Natsionalna Staistika
morphemic  or  non- | (statistical institute) —
morphemic segment | Natsionalna Lazhistika
while preserving
recognizability of the
original name.

Substitution of Stat- to
Lazh- meaning “lie”),
maintaining

morphological symmetry.

Epenthesis/insertion Epenthetic word | Krasimir Karakachanov
formation — adding -t | (politician) — Krasimir
sound. The result — the | Karakachantov
ending segment —chanta
means ‘bag’.

Graphemic Substitution of “s” sound | Boyko  Borissov =~ —

transformation and [ with the dollar sign $. | Boyko Bori$$ov

substitution

Graphemic
transformation which
visually implies money.

Functional-linguistic

Paronymy

Phonological similarity is
exploited to  trigger
semantic reinterpretation.
Substitution of the final
syllable -prom with -
porn. The two syllables
are paronymic.

Gazprom (company) —
Gazporn

Allusion and
phonological similarity

Substitution and allusive
renaming, replacing
Gabriel with Gargamel
(villain from The Smurfs)

Mariya Gabriel
(politician) — Mariya
Gargamel

Homonymy Homonymy between the
acronym and the lexical BAN  (Bulgarian
base. The acronym BAN
(Bulgarian Academy of Academy of
Sciences) is reinterpreted Sciences) R
as the root of the common
noun banitsa, the BANitsa
traditional Bulgarian
pastry.

Homophony Homophony and semantic | Sijka Mileva
reinterpretation, turning | (prosecutor) — Seek-a
Siyka into seek-a (English | Mileva

“seek”). Anglicized
pseudo-translation  and
graphemic transformation
of the first name.
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Pragmatic

Ridicule

Ridicule and
stigmatization leading to
political ~ criticism by
labeling the person as
gnusen (“disgusting”).

Kostadin Kostadinov
(politician) — Gnustadin
Gnustadinov

Delegitimation

The acronym GERB is
distorted graphically to
GE’P. The result is the
verb “gep” colloquial for
“steal” leading to
delegitimation of the
political party and its
ridicule. It implies moral
decay or corruption.

GERB
(political party) — GE’P

Political satire
derision

and

Semantic reinterpretation
of the name of the
Bulgarian president,
creating a paronymic
connection with “ruble”
and “theft.” The
pragmatic  effect is
political satire and
derision portraying the
president as pro-Russian
and corrupt.

Rumen Radev (Bulgarian
presidenty —  Rublen
Kradev

Satirical criticism

Substitution by insertion
and capitalization  of
STRES (“stress”) within
ministerstvo (‘ministry’).
Expresses satirical
criticism, implying that
the Ministry of Education
generates stress rather
than education.

Obrazovatelno
ministerstvo

(“Ministry of education”)
— Obrazovatelno
miniSTREStvo
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Posib pyccKosAI3BIYHBIX MaTepeil B epegaye pycCcKOro si3bIKka AeTsAM B TYpPelKo-

PYCCKHX CeMbSIX AHTAJIbHU

Svetlana ZAKHVATAEVA

1. BBEAEHHUE

B ycnoBusix coBpeMeHHOU rio0anu3aliyi ¥ HHTEHCUBHBIX MUTPALMOHHBIX MPOIIECCOB BOMPOC
COXpaHEHHUs W Tepefadyd  «HACIeACTBeHHBIX  s3bikOB»  (heritage  languages) B
WHTEPHAIIMOHAIIBHBIX CEMBSAX IPHOOPETaeT OCOOYI0 aKTyalbHOCTh. HaciencTBEHHBIH S3bIK
SBIIIETCS. HE TMPOCTO CPEICTBOM KOMMYHHKAIIMM, HO W BAXKHEUIIUM HWHCTPYMEHTOM
(GbopMUPOBAHUS KYJIETYPHON HICHTHYHOCTH PEOSHKA, CBSI3YIOIIMM 3BEHOM MEXKTy TTOKOJICHUSIMHU
U KyJabTypaMu. B ycioBusX, KOTZa OJMH SI3BbIK SIBISCTCS JIOMUHHPYIOIIUM B OOIIECTBE,
COXpaHEHHE BTOPOro (MAaTEpPUHCKOTO) si3bIKa TPeOyeT OCO3HAHHBIX YCHIIMHA U ONpPEICIICHHBIX

CTpaTeruil co CTOPOHbI POJUTEIEH.

Typuus, v, B YaCTHOCTH, PpETUOH AHTaJIbU, B TIOCIEAHUE JECSITUIIETUS CTAJIM MECTOM aKTUBHOI'O
dbopMupoBaHUS MacIITAaOHOTO PYCCKOS3BIYHOTO cooOmiecTBa. Kak oTMedaroT mccieaoBarein
Aitna Jlenns u Mypar Osriop (Deniz & Ozgiir, 2013), mpoiecchl MUIpalid HPUBEIH K
3HAYUTEIBHOMY POCTY YHCIA TYpPEIKO-PYCCKUX OpakoB. Pe3ymbraToM 3TOTO mpolecca cTajo
MOSIBJICHWE HOBOTO IOKOJIEHUSI OMJIMHIBOB, JUISl KOTOPBIX TYPEUKHUN SA3BIK SBIJISETCS OCHOBHBIM
(rocyapcTBEHHBIM U 00pa30BaTEeNbHBIM), a PYCCKUN — HACJIECTBEHHBIM, YCBOCHHBIM B KPYT'Y
ceMbHU. AKTyaJIbHOCTb JJaHHOTO MCCIIEJOBAHMS TIOATBEPKAAECTCA TEM, YTO B HACTOSAIIEE BPEMsI B
VYHuBepcurere AKJIEHU3 Ha OTACJIEHUN PYCCKOTO A3bIKa U JIUTEPATYpPhI C IEPBOTO MO YETBEPTHIN
Kypc oOyuaercsi 96 CTyIeHTOB, U3 KOTOPbIX 11 yenoBek W3 Takux cemeil, I7ie pycCKUi s3bIK

HACJICOOBAJICA HCIIOCPCACTBCHHO OT MATCPU.

OcHoBHas Hay4Has mpoOlieMa JaHHOTO HCCIEAOBAaHHUS 3aKII0YAeTCs B aHAM3€ MEXaHU3MOB
COXPAHEHHUsI PYCCKOrO s3bIKa B YCIOBHSAX HHOS3BbIYHOM cpenpl. HecmoTps Ha Hamuuue
PYCCKOSI3BIYHOM HMH(PACTPyKTyphl B AHTallbe, KIIOUEBOW (UTYypoll B mpoliecce S3BIKOBOU
COLMANIN3alUU OCTaeTcsi MaTb. VMIMEHHO Ha Hee JOKHMTCS OCHOBHAs Harpy3ka IO CO3JaHHUIO
SI3BIKOBOM CpeIbl, TIPEOJIOJICHUIO COITMAIILHOTO JaBIEHUS M MOUCKY MOTHBAIUU 7S peOeHKa B

HN3YUCHUU «A3bIKA MaMBbI.

HaCTOﬂH_[aﬂ pa60Ta BBITTIOJIHCHA B paMKax IIporpaMmsbl IMOAACPIKKHN UCCIIEA0BATCIIECKHUX ITPOCKTOB
cryneatos TUBITAK 2209-A. Ienbio uccie0BaHus ABISETCA KOMIIEKCHOE M3ydeHHE POITH
PYCCKOSI3BIYHBIX MaTepeil B Hepejaue PycCKOTO A3bIKa JETSAM B TYPELKO-PYCCKHX CEMBSIX

AHTaJIBI/I, BBISAIBJICHUC MATCPUHCKHUX CTpaTCTHﬁ, MOTHUBOB H pr,Z[HOCTCI‘/’I, C KOTOPBIMHU OHHU
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CTAJIKMBAIOTCS HAa Pa3HBIX ATanax B3pociaeHus pebeHka. Mbl HCXOIUM U3 TUIIOTE3bl, YTO PYCCKUMN
SA3bIK B TAaKWX CEMbSX BBINOJIHSAET HE TOJBKO KOMMYHHKAaTHBHYIO, HO M TJIyOOKYIO
CUMBOJIMYECKYIO (DYHKIIMIO, BBICTYMAs <«OMOIMOHAIBHBIM JIOMOM» W (QYHIAMEHTOM IS

dbopMUpPOBaHUS TOJIEPAHTHOM, MYJIbTUKYJIBTYPHON JTMYHOCTH.

WccnenoBanust Auersl [TaBnenko (Pavlenko, 2002) u psima npyrux uccrnemosatencii (Schwartz &
Verschik, 2013; IIportacoBa, 2021) moaTBEp K0T, YTO B JABYSI3BIYHBIX CEMbSIX PYCCKHUI S3BIK
KaK JOPUTAXKHBIA  (HACJICICTBEHHBIM)  BBIMOJHSIET  BAXHEHIIYI0 CHMBOJIMYECKYI0 U
SMOIMOHATIBHYIO POJib, BBIXOJSIIYIO JaJeKO 3a PaMKH IPOCTOro oOmeHa HH(MOPMAIUCH.
[TaBneHKO MOAYEPKUBAET, YTO JJISi OWIMHIBOB IepBbiid s3bIK (L1) yacTo sBISIETCS «SI3BIKOM
cepaua» W o0nazaeT TIYyOOKMM 3MOLMOHAIBHBIM PE30HAHCOM, KOTOPBI HEBO3MOXKHO
HOJIHOCTBIO  Bocpom3BecTH Ha BTopoM si3bike (Pavlenko, 2002, c¢.U48-49). Spxum
HOJTBEP)KACHHEM 3TOTO CIIY)KUT BbICKa3bIBAHUE W3BECTHOW IMMHCATEIBHUIBI KUTAHCKOTO
npoucxoxaeHuss Mundonr Xo: «KuTalickuit — 3TO 5A3bIK ¢ CAMBIM TJTyOOKHAM 3MOIMOHAIBHBIM
PE30HAHCOM ISl MEHSsI. DTO ObLT €IMHCTBEHHBI 3HAYMMBIIA SI3BIK, U 51 CYATAIO €T0 S3BIKOM CBOCTO
cepaua. Bo3aMoxHO, IMEHHO TIOATOMY JaXe ceidac, KOTa s riady, s iady mo-KATaicKun (IuT.

no: Pavlenko, 2002, c.47).

HecmoTpss Ha Hanmuuusi TIyOOKHMX COLMOJIOTMUECKUX HCCeOBaHUNA OpayHOM Murpanuu B
peruone (Deniz & Ozgiir, 2013) 1 OTAeNbHBIX JIUHTBUCTUYECKHX PAbOT, OCBANIEHHBIX aHAIU3Y
pEeYEBBIX OMIMOOK U MEXbSI3bIKOBOW MHTEp(hEpeHIINN Y ABY3bIUHbIX Aerel ([Jankbuibiy, 2016),
B TYpELUKOH Hay4yHO-UCCIeI0BaTeIbCKONW JuTepaType HaOdrogaeTcss JeQUIUT TPYJOB,
KOMIIJIEKCHO aHAIM3UPYIOLINX CEMEHHYIO S3bIKOBYIO MOJUTUKY. TakuM 00pa3oM, pe3ynbTaThl
HACTOALIET0 MCCIIEOBAHMS TPU3BAHBI BOCIOJIHHUTH O3TOT MpoOed, OMHChIBasg CTpPaTeruu
COXpaHEHUsI PYCCKOTO SI3bIKa B YHHUKAJIBHOM COLMOJMHIBUCTUYECKOM KOHTEKCTE€ AHTAalbU, U

MOTYT IOCIIY?KUTb IIPAKTUYECKUM OPUEHTUPOM ULl IPYTUX MHOTOSA3BIYHBIX CEMEH.
2. OB30P JIMTEPATYPbBI U TEOPETUYECKAS BA3A

TeopeTnueckyr0 OCHOBY JIaHHOTO MCCIEIOBAHUS COCTABIAIOT paboThl B  00JIacTH

COIIMOJIMHI'BUCTUKH, JIBYSISI)I‘—II/IH (6I/IJ'II/IHFBI/13Ma) nu TeOpI/II/I COXpaHeHI/ISI HACJICACTBCHHBIX SI3BIKOB.
2.1. [loussiTHE «HACJAEACTBEHHOI'0 A3BIKA» U OMJIHMHIBU3M

B coBpemMeHHOI TMHTBUCTHKE MOJ] «HACTIEACTBEHHBIM s13bIkoM» (heritage language) nonumaercs
A3bIK, HA KOTOPOM TOBOPAT JOMa HJIM KOTOPBIA SBJISETCS S3BIKOM IPEIKOB, B TO BpeMs Kak
OKpy’Karollee OOLIECTBO IOBOPUT HAa JpPYroM, JOMHUHHUpYRoIIEeM s3blke. Kak oTmewaror A.

3abpoackas u O. MBanoa (Zabrodskaja & lvanova, 2021), pycckuii s3bIK ceroiHsi o0namaet
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YHUKQJIbHOH "TMHTBUCTHYECKOM Cy1p00#", coBMeras B cebe MHOKECTBO (GyHKIIMHA. B KOHTEKCTE
HAIllero HCCIeNOBaHuA B AHTallbe 0OCOOCHHO Ba)KHA POJIb PYCCKOTO sI3bIKAa KaK 3PUTAKHOTO
(HacleACTBEHHOT0) M JIOMAIlHEero $3bIKa, KOTOPBIM CyIIECTBYeT B cCHelH(pHUYECKOn
COLIMOJIMHTBUCTHYECKOW  CHUTyalluu, OajaHCUpys MEXIy KyJIbTYpHBIM HAcleJueM U
WHCTPYMEHTOM TIOBCEHEBHOTO OOINEHUS B CMeEIIaHHOW cembe. McciemoBarens ®pancya
I'poxan (Grosjean, 1997) momyepkuBaeT, uyTO OMJIIMHIBM3M — 3TO HE MPOCTO 3HAHUE JABYX
S3BIKOB, & CJIOYKHAsI IMHAMHYECKAsi CUCTEMA, TJI€ S3bIKK PACIPEesatoTces o chepam OOmICHMS.
B Typerko-pycCKuX CeMbsiX PYCCKHU SI3BIK 3a4acTYH0 OTPAHUYHMBACTCS «OMOLMOHAIBHON» U
«OBITOBO» CdepaMu, YTO JENIAeT €ro YS3BUMBIM TEpe JIMIOM JOMUHHPYIOUIETO TYPEIKOTO

A3BIKA.
2.2. Ucno/ib30BaHue CTATHCTHYECKHX IAHHBIX: AHTAJIbS Kak «Pycckuii neHTp»

CraTucrtuyeckue mokaszarenu: Tpancpopmaruss AHTaNIbU M3 TYPUCTHUECKOTO LIEHTpa B
MacIITa0HBIA COLMATBHO-TMHTBUCTUYECKUN PErvoH SBISIETCS Pe3yJbTaTOM MHOTOJIETHETO
mpoiiecca, B KOTOPOM BPEMEHHOE MNpeObIBAHWE CMEHWJIOCh TMOCTOSHHBIM IPOKUBAHUEM U

riy6okoii naTerpamueii (Deniz & Ozgiir, 2013).

CormacHo HCTOYHHUKAM, JUHAMHUKA 3TOI'O Pa3BUTHUSA BbIITIAAUT CICAYIOIIUM 06pa30M:

JBOJIIOMSI MoOJejlell MHUrpauMM: Ha cMeHy mpeoOnamaBmied B Hawyaine 2000-x romoB
TYPUCTHYECKOW U KPATKOCPOUYHOM TPYAOBOM MUIPALIMM MPUIUIA YETKas TPEXITaIlHas CUCTEMA,
[0CJIEI0BATENIBHO BeyIasi OT CTaTyca TypHcTa K posid paOOTHUKA WIIM TapTHepa U, HAaKOHEL, K
CTaTycy MOCTOSIHHOTO XHUTeNs J100 IpakJaHWHA, MPUOOpeTaeMoMy MOCPEICTBOM Opaka Win
nokynku Henswxumoctd (Deniz & Ozgiir, 2013). Ilpu >ToM 3akiodeHHe Opaka CTalo
CTpPaTEern4eCKUM HMHCTPYMEHTOM JICTalM3allii CTaTyca W MmojydeHus rpaxiaanctsa (Deniz &

Ozgiir, 2013).

Jemorpapuyeckuii B3pbiB: B 2012 rony B AHTanbe NpoKUBAJIO OKOJIO 18 ThICAY «pyCCKHX
’KEeH», a 00111ast YUCIEHHOCTh POCCHsIH cocTaBisiia okoio 30 Teicsy uenosek (Hiirriyet, 2012). K
Maro 2024 ropa cuTyalus W3MEHWJIACh KapJAMHAIBHO: YKHCIO HWHOCTPAHLEB C BUIOM Ha
JKUTEIBCTBO B peruoHe npeBbicuio 100 000 yenoBek, mpu 3TOM POCCUSHE 3aHUMAIOT MEPBOE
MecTO (1moutu 30 THICSY TOJIBKO MO OQUITHATBHBIM Pa3pelieHUsIM Ha MPOKUBaHUE, HE CUUTAs TEX,

KTO y»Ke Monmyunn rpaxaanctso) (Antalya Haberleri, 2024; Goc Idaresi Baskanligi, 2025).

IKOHOMHYECKOE 1 HHCTUTYIITHOHAJTBHOC IIPUCYTCTBHUE: AHTanedg crana LOCHTPOM NPUTAKCHUA

poccuiickoro kanutana: 85% Bcell HEIBMKMMOCTH, KYyIUIEHHOW poccusHamu B Typuwn,
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MPUXOJUTCS UMEHHO Ha 3TOT peruoH. ['opoa Kemep naxe monyunsn HeopuLmanbHOE Ha3BaHUE
«Manenpkas Mocksa» (Deniz & Ozgiir, 2013). B peruone akTHBHO JIEHCTBYIOT pyCCKHE

o0I1ecTBa U MIKOJIBbI, KOTOPBIE IOMOTAIOT COXPAHATH S3bIK U KynbTypy (Deniz & Ozgiir, 2013).

JInHrBucTHYeckune nocjaeacTBus: B pernone chopmupoBanock HOBOE IOKOJIEHNUE OUIMHIBOB,
JUIsL KOTOPBIX TYPELKHUN S3bIK SIBISETCS TOCYJApCTBEHHBIM, & PYCCKHH — «IPUTAXKHBIM»
(HacIeNCTBEHHBIM), COXPAaHAEMbIM BHYTPU CEMBU. OTO NPEBPAIIAECT PErMOH B YHUKAJIbHYIO

71a00paTOPHUIO 110 U3YUYEHUIO SI3bIKOBBIX KOHTAKTOB M COXPAHEHMS POJHOM peun B MHOA3BIYHOMN

cpene.

Takum 06pazom, eciiu paHbllle pyccKoe MPUCYTCTBHE B AHTAJIbU HAITOMUHAJIO CE30HHBIN TPUITUB,
KOTOpPBIA yXOOWJI C OKOHYAaHHMEM JIeTa, TO CEroJHs 3TO — IIOJHOBOJHAs peKa, KOTopas
MPOJIOKUIIA TTOCTOSIHHOE PYCIIo. PermoH mpeBpaTuiics B «OKUBOW MOCT», TJI€ PYCCKHUM SI3bIK
nepectan ObITh I3bIKOM «TOCTEH» U CTall MOJIHOMPABHBIM SI3bIKOM MTOBCETHEBHOM KU3HH, OU3HECa

Y BOCITMTAHUS HOBBIX ITOKOJICHUH.

s Hamero uccienoBaHUs 3TU JAHHBIE MMEIOT KIIKOYEBOE 3HAYCHHUE: OHM IIOKA3BIBAIOT, YTO
PYCCKOSI3bIYHBIC MaTepU B AHTaJIbe ICHCTBYIOT HE B U30JISIINH, A B YCIIOBUSIX C(OPMHUPOBAHHOM
A3BIKOBOM Cpefbl, KOTOpas MOXKET KaK IMOJAEpKUBaTh Iepelady fA3blKa, TaKk M CO3aBaThb
cneunduyeckre BbI30BBI (Hampumep, mpeoOsajaHue «OBITOBOIO» PYCCKOTO s3bIKa Hal

aKaJIEMUYECKHUM).
2.3. Posib MaTepu B SI3bIKOBOI COIMAIN3AIUMN

[lenTpanbHOE MECTO B IpolLecce Iepelady s3blka 3aHMMAET MaTh KaK IEPBUYHBIN arcHT
couunanuzanuu. CornacHo uccnenosanusm E. 1O. Ilporacosoit (ITpotacosa, 2021), coxpaneHue
POZIHOTO $3bIKa B YCJOBHSIX HMHOS3BIYHOIO OKPYKEHHS KPUTHUECKH 3aBUCUT OT O0beMa U
KayecTBa «HMHITyTa» (MOCTYMarollell pedn), KOTOpblii peOeHOK Moiydaer B ceMbe. MaTh
BBICTYINIA€T HE TOJbKO KaK HOCHTEIb I'PAaMMATHUKH, HO M KaK TPAHCIATOP KYJIbTYPHBIX KOJOB,
Npa3AHUKOB MU Tpaguluil. B cuTyanuu, xorga oTel SBISETCS HOCUTENIEM JOMUHUPYIOLIETO
(Typeukoro) si3blka, Ha MaTh JIOXKHUTCS JIBOMHAsl OTBETCTBEHHOCTh: OHA JOJKHA MOTHBHPOBATh
peOeHKa UCTOIb30BaTh PYCCKUMN SI3bIK, HECMOTPSI HA OTCYTCTBHE BHEIIHEH HEOOXOAMMOCTH BHE

J0Ma.
2.4. MoTuBanus M CTpaTerun

Teopernueckas 0a3a HccleIOBaHUS TaKXKe OMUPAETCS Ha CTPATETMM CEMEHWHOM S3BIKOBOM
nonutuku (Family Language Policy). Cemelinas s3pikoBas nonutuka (Family Language Policy,

FLP) — 3T0 OTHOCUTENBHO MOJIOAAs MEXIUCIUIUTMHAPHAS 00JIACTH UCCIICIOBAHUMA, H3yJaroIas
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COBOKYITHOCTh TPOIIECCOB PEryJIUpOBaHUsS (MEHEI)KMEHTAa), YCBOCHHS M COIJIACOBaHUS
SI3BIKOBBIX MpakTHK BHYTpU ceMbu (Schwartz & Verschik, 2013). MccnenoBanue cTpaTeruii,
UCIIOJIB3YEMBIX MaTepsAMU B AHTanbe, NMOATBEpXkAaeT kKiaccuyeckyro Teopuro K. belikepa o
HEOOXOIMMOCTH YCTAaHOBJICHHUSI YeTKUX "s3bIKOBbIX Trpanmil’ (language boundaries). beiikep
OTMEYaeT, YTO MOJIeb "ouH poauTeab — oauH sA3bIK" (OPOL) sBisieTcss onHOM M3 Hambosee
3 PeKTUBHBIX MOeNel 6maroaapst GOpMHUPOBAHUIO YETKUX KOHTEKCTYaIbHBIX TPAHUI] OOLICHUS
(Baker, 2001). Takoii moaxoj IMO3BOJSIET MHHUMH3HPOBAaTh PUCKH XAOTHYHOTO CMEILCHHS
A3BIKOBBIX ~ CHCTEM, OJHAKO IIOJIHOCTbIO HE HCKJIIOYaeT eCTECTBEHHBIX IPOILIECCOB
uHTep(epeHIy, MEePEKIYCHHUs] KOJIOB M 3aUMCTBOBAaHUS OE€37KBUBAJICHTHOW JIEKCUKH JIJIS
HOMUHAIIMK CHEUU(PUIECKUX TYpPEUKUX COLHMOKYIbTYPHBIX peanuii. OJHAaKO B YCIOBHSX
AHTaTBPM MaTepH YacTO HCIIOJB3YIOT CMEUIAHHBIE CTPATETHH, aJanTUPYSICh K IIKOJIBHOW
Harpy3ke peOeHKa U MO3UIUHU Typeukoro cynpyra. Kak mokassiBaroT npeBapuTeIbHble JaHHBIE
namero npoexta TUBITAK 2209-A, sMonioHaIbHAS IPUBS3aHHOCTD K A3BIKY SBISETCS TAKUM
K€ CHWIBHBIM CTUMYJIOM IS COXpaHEHHs OWJIMHTBH3MA, KaK W YHCTO MPAKTUYECKHE

COOOpakeHHUsI.
3. METOA0JI0I'usA
3.1. YyacTHHKH HCCJIeI0BAHUSA

B wuccnenoBanuu npusanu ydactue 20 pYyCCKOSI3BIYHBIX MaTepeH, cOocTosAlMX B Opake ¢
rpaxaaHaMy TypIuu U IOCTOSTHHO MPOYKUBAIOLINX B AHTalIbe B TeueHue cpoka ot 10 1o 30 jer.
Bce yuyacTHMIIBI MMEIOT OJHOrO WMJM Oojee JeTel M aKTUBHO BOBJIEYEHBI B IPOLECC HMX

BOCITUTAHMUSL.
3.2. Coop naHHBIX

OCHOBHBIM ME€TO/IOM cOOpa JaHHBIX TMOCIYXWIA THOJYyCTPYKTYpPUPOBaHHBIE WHTEPBBIO,
IPOBE/IEHHbIE B MEpUOJ C U0 MO ceHTAO0ph 2025 rona. MHTEpBbIO BKIIOYAIM BOMPOCHI O
MOTHUBAIIMM COXPAHEHUs S3bIKa, UCIOJIb3YeMbIX CTpaTerusx (Hampumep, mozaeiab OPOL), ponn

OTIIa ¥ BIMSTHUYM COLIMAIBHON CPEJIbI.
3.3. AHajau3 JaHHBIX

Jns cucrematuzalMyd U TIyOOKOTO aHaIM3a MOJYYEHHBIX TPAHCKPUITOB MHTEPBHIO ObLIa
UCMOJb30BaHa TMporpaMma s KadecTBeHHoro ananmusa gaHHbix MAXQDA. TIponecc

06pa60TKI/I JaHHBIX BKJIFOYaJl B ce0s HECKOJILKO 3TAIlOB:
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KonupoBanue: BrigeneHne Ki0OueBbIX CMBICIOBBIX €AMHUIl B TEKCTaX MHTEPBbIO (HAIpUMED,

«MOTHUBALUAY, IIOJAEPAKKA CYIIPYra», KTPYyIHOCTHY).
Karteropuszaums: ['pynnupoBka Ko/10B B 60jiee KpyIHbIe TeMaTHUECKue OJIO0KH.

Temarnueckuid aHaau3: BbIABICHUE MOBTOPSIOMIMXCS MAaTTEPHOB M B3aUMOCBA3EH MEXAY
cTparerussMu  Matepeid u ux 3ddexruBHocThIO. Mcmonb3zoBanne MAXQDA 1o3BoIMIO
o0ecreunTh OG'bGKTI/IBHOCTB aHaJIM3a U HarJIAAHO IIPOCIICAUTH YaCTOTHOCTh YIIOMUHAHUA TCX UJIN

UHBIX (DAaKTOPOB, BIMSIOIIMX HA IEepeady HACIECTBEHHOTO S3bIKA.
4. PE3YJIBTATBI U OBCYXXJIEHHUE

B mannom pa3aciic mpeaAcCTaBJICHbl OCHOBHBIC PE3YJIbTATbl KAYCCTBCHHOI'O aHaJIn3a MHTCPBBIO,
HAIlpaBJICHHOI'0O HAa H3YUYCHHUC POJIU MATCpU B HEpcAaydc pPYCCKOIro s3bIKaA. Amnanus JaHHBbIX

ITO3BOJINJI BBIACIIUTh HECKOJIBKO KJIOYEBbIX TEMATHYCCKUX 0JI0KOB.
4.1. MoTuBanusi MaTepeil B COXPAHEHUHM PYCCKOIO0 fI3bIKa

AHanu3 KayeCTBEHHBIX JaHHBIX, MpoBeAcHHbIH B mporpamme MAXQDA, 1mo3Boui BBISIBUTH
KJIFOUEBBIE CTUMYJIBI I COXPAHEHHUSI PYCCKOTO s3bIKa B ceMbsiX. PacmpesneneHue OCHOBHBIX

KaTeropuii MOTUBalMU NpezcTaBieHo Ha Pucynke 1.

MoTtuBbl Nepepaun pycckoro asbika

57

26

ObpasoBatenbHbie U CoxpaHeHMe KyAbTYPHOTO KoAa U ObLweHre ¢ poACTBEHHUKAMU
NpoheccUoHaNbHBIE BO3MOXKHOCTH UAEHTUHHOCTA

Puc. 1. Mepapxus MOTMBOB Nepegaum pycckoro A3elka (Mo 4acToTe YNOMUHAHWSA KOZLOB)

B xo1e KoaupoBaHUs MHTEPBBIO OBLTH BBIACICHBI TPH JOMHHUPYIOIINAE TPYIIIBI MOTHBOB (CM.
Puc. 1). HauOosbimii yaenbHBI BEC MMEIOT WHCTPYMEHTAJIbHBIE MOTHBBI, CBSI3aHHBIC C
KapbepHbIMH M 00pa30BaTEeIbHBIMU TEpPCIeKTUBaMU (75 CErMEHTOB). JTO KOPpEIUpyeT C
teopueir K. Beiikepa (Baker, 2001) o "nIMHTBHCTHYECKOM KamuTaie": POAMTEIH CTPEMSTCS

nepenaTh S3bIK, KOTOPbIN 00ecneunT peOeHKY MOOMIIBHOCTh Ha PHIHKE TPYAA.
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MoTuBebl Nnepeaayumn pycckoro asbika

OGPa3OHaTE}Ith‘E ’ HPO¢ECCMDHaanbIE _ 20
BO3MOXKHOCTA
(OXPAHEHNE KYBTYPHOTO KOAR M ASHTANHOCT _ 9

Obwexne ¢ POACTBEHHUKAMM 13

Puc. 2. Konnuecteo AOKYMEHTOB (MHTepBbI'O), cojepxawux yNnoMUHaHKMA OCHOBHbBIX MOTUBOB COXpaHeHWAa
A3blKa.

Opnako pgaHHble Puc. 2 JAeMOHCTPUPYIOT, YTO IIEHHOCTHO-OPUEHTUPOBAHHBIE MOTHBBI
(coxpaHeHHEe HJICHTUYHOCTH) MPAKTUYECKH HE YCTYMAIOT HWHCTPYMEHTAIbHBIM I10 OXBarTy
aynutropuu (19 pecnonaenToB npotuB 20). ITO MO3BOJIIET CHENaTh BBIBOJI, YTO COXpaHEHUE
PYCCKOTO s3bIKa B HCCIEAYEeMOW TpyIe omupaeTcss Ha OajgaHC MEXIy MparMaTudecKuMm
MOJIXOJIOM U TTIyOOKOM CBSI3BIO C STHUUECKUM caMoco3HaHueM. Kak oTMeTusia o/iHa U3 y4acTHHUII
(Mawma 19): «Mut srcueém 6 Typyuu, no y Hac doma — Kycouek Poccuuy. SI3pIK BOCIPHHUMACTCS

KaK «3MOLMOHAJIBHBIM J0M», O0ECIEeUnBaIOLIUMN IICUXOJOTHYECKU KOM(OPT B HHOS3BIYHOMN

cpene.
4.2. CTpareruu si3bIKOBO#i nepenaiun

CornacHo JaHHBIM, B HCCICAYCMBIX CEMbIX Ha6JIIOI[aCTC$I pacnpeaciicCHue MCExKXAy TpEMs

KIITOYEBBIMU MOACIIAMMU

Crparerus OPOL (One Person — One Language): 3adukcupoBana B 13 cembsax (25
YyIIOMHHAHUK). DTO camas NONyJspHas MOJeNb, I/e€ MaThb IOCJIEJOBATENbHO BBICTYMAET

HOCHUTEJIEM PYCCKOTO A3bIKA.

CutyaTHBHOE TIEpPEKIIOUEHHE KOJOB: Takke 3agukcupoBaHo B 13 cembsax (18 ymomunHanwmil).
Bricokoe coBmaneHue ¢ konuyectBoM cemeid, BeiOpaBmux OPOL, ykaspiBaeT Ha TO, 4TO B
MPUCYTCTBUU TYPELKOrO CyHpyra WIH B OIPEACIICHHBIX COIMAIbHBIX CUTYyalUsX TPAHUIIbI

CTPATCrur pasMbIBAIOTC.

Crparerus mL@H (Minority Language at Home): peanusyercs B 9 cembsix (14 ynomunanuii).
3TO ceMbH, I/Ie PYCCKUH S3BIK SBJISAETCS TOMMHUPYIOIIUM S3bIKOM JJOMAIIHEro OOIIeHUs (CM.

Puc. 3 u 4).
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CemeiltHada a3bIKOBaA NOANTUKA

. Crpaterna nepeaaun asbika "OfuH poaUTENb-OAMH A3LIK"

. CuTtyaTMBHOE MEepekoYeHne KOJOB B NPUCYTCTBMMU Cynpyra

Crpaterna "A3blk MEHBLUMHCTBE AOMa"
14

Puc. 3. PacnpegeneHune cTpaternii A3bIKOBOW NEPesaqm no MHTEHCMBHOCTKA WX 0BCYKAeHNA (KOANYeCcTBO
YNOMWHaHWRA).

CemeiltHada a3bIKOBaA NOANTUKA
13

CuTyaTMBHOE NepeKknrYeHe KOAOB B Crparerus nepegaym asbika "OauH Crpaterva "A3blk MEHbLUMHCTBA Aoma”
NPUCYTCTBUKW Cynpyra poautens-oanH asbik" (OPOL)

Puc. 4. Tunonormsa ceMerHbIX A3bIKOBbIX MOAENEN B UCCAEAYEMON rpynine (KosM4yecTBO ceMei).

KonnyecTBeHHBIE JAaHHBIC, CBUJACTCILCTBYHOIINUEC O HOMYJAPHOCTHU CTPATCTUU OPOL HaxogsiaT
MOATBCPKACHUC B MHTCPBLIO. PecnioHAEHTHI OIIUCHIBAIOT YETKOC (bYHKIII/IOHaJII)HOC pasaciCcHue

"...nana pazeoeapusaem ¢ HUM

SI3BIKOB, TJIeé pPEOCHOK BBICTYIACT AKTHUBHBIM ITOCPEIHUKOM:
MONLKO HA MYPEYKOM, 51 C HUM PA3208apusaio Ha pycckom. M on, coomeemcmeenno, maxoice, OH
€O MHOU pazeosapusaem Ha pycckom, ¢ nanou eogopum Ha mypeyxkom" (Mama 9). CornacHo
berikepy (Baker, 2001), Takas mOCIEIOBATEIbHOCTh SBJISIETCS KIIOYEBBIM  (HaKTOPOM

dbopmupoBanus cOaTaHCUPOBAHHOTO OMJIMHTBU3MA.

Tem He MeHee, B psife ceMel GUKCUPYETCsl TOCTENEHHBIN S3bIKOBOI CABUT B CTOPOHY TYPEIIKOTO
S3bIKA TOJ] BIUSHUEM MPUBBIYKU U OKPYXKEHHUSI: "Mbl yorce npusbikiu npocmo ece Ha mypeyxom,
y Hac 6 cembe mym mooice Ha mypeykom” (Mama 10). DTOT IpuMEp WILUTIOCTPUPYET IPO3HUIO
CTpaTerMl COXPAHCHUS sI3bIKa, KOTJIA YAOOCTBO KOMMYHHUKAllMM W JIOMUHUPOBAHUE

Ma)KopHTapHOﬁ CpCAbl CTAHOBATCA CUJIBHEC OCO3HAHHOI'O TINIAHUPOBAHUS.

Hcnonb3oBanue MeauapecypcoB u Jureparypbl: 90% ONpOIIEHHBIX aKTUBHO HCIOJb3YIOT
y y p yIo

pycckue MylnbT(UIBMBL, KHUTH U 00pazoBaTesbHble maTdopMsl. (cMm. Puc.5.)
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MeTtogbl nepepaum asbika

MynbTdbuasMbl, GUABMBI, My3bika, OHASNH
pecypcel

90% (18)
. MynbThuabmMel, GUABMBI, My3bIKa, OHAAWH

. OByueHure rpamoTe, UTeHWe, MUCEMO

OByyeHue rpamoTe, YTeHUE, MUCEMO 90% (18)

Puc.5. MeTtoabl nepegaum a3bika

CouuagbHasi cpeia AHTaAbU: MaTepu OUYEPKUBAIOT BAXKHOCTh «PYCCKON HHMPACTPYKTYPHI»
AnTaneu (KpYy)KKH, TApKH, OOLICHHWE C APYrUMH PYCCKOS3BIYHBIMHU JETbMH) Kak (akropa,
JETUTUMU3HUPYIOIIETO HMCIOJIb30BAaHUE S3bIKA BHE JoMa. MepompusTHsi Il PYCCKOS3BIYHBIX
ceMell B AHTaJIbe BBINOJHSIOT POjb "0€30MaCHbBIX JUHIBUCTUYECKUX 30H", T/Ie PEOCHOK BUIUT
JKUBOI MPUMEP YCIEUTHOTr0 OMIMHIBU3MA Y CBEPCTHUKOB: «...8 AHMAIbe 0YeHb MHO20 PA3HbIX
Op2aHuU3ayuUlL... NPA30HUKU OP2AHU30BbIBAIOMCS, Mbl NOCEWAeM MEPONPUSMUS HA PYCCKOM S3bIKe.
Ha smux meponpusamusx mnoeo maxux cemeti, c0e 0emu 3HAOmM XOpouio 08a A3bIKA, OHU MAaM

3Haxkomamcs, oowaromesy (Mama 3).

Cornacuo K. Beiikepy (Baker, 2001), Takue KOHTaKThl KPUTHYECKH BaXKHBI JUIS (OpMHUpPOBaHMUSI
NO3UTHUBHBIX YCTAaHOBOK K $3bIKy MeHbLIMHCTBA. Korma peOCHOK BHAWT, YTO PYCCKHH S3bIK
UCTIONIB3YETCSI HE TOJBKO Mamoif, HO M OOJBIION TPYIIION JIIOJEH Ui YCIIEHIHOTO COLUAIBHOTO
B3aUMOJICHCTBHUS, ITO 3HAYUTEIBHO TOBBIIIACT CYOBEKTUBHYIO BUTAIBHOCTD SI3bIKA U MOTHUBHPYET

peOeHKa MpoI0JKATh €r0 UCIOIb30BAHNE BOIIPEKH JaBJICHUIO MaKOPUTAPHOH (TypeLKO) CpeIbl.

4.3. Po1ib Typenkoro oTua ¥ ceMeiHoOro OKpy KeHust

Pesynbraret MAXQDA-konupoBaHMsl TOKa3bIBalOT, YTO MO3MIMS TYPELKOro OTHA SBISETCS

KPpUTHYCCKUM (I)aKTOpOM ycuexa. Brigensercs TPpU TUIIA YIACTUA OTLOB:

AxTtuBHas nogzaepkka: OTell MooupsieT N3y4eHne A3bIKa, yYUT 0a30BbI€ CJI0BA UJIU CaM BIIAJEeT

B }IOCTaTOqHOﬁ MEPEC A3BIKOM, ITOAUYCPKHUBACT IMPECTUK PYCCKOI'O A3bIKA.

ITaccuBHas JOSILHOCTS: OTCI_I HC BMCIIMBACTCA B HPOHCCC, IMO3BOJIAA MATCpU camoi

BBICTPAUBATh SI3BIKOBYIO CPEIY.

CKpBITOG COIMPOTHUBIICHUC! OTeH BBIPAXKACT HEAOBOJILCTBO I10 IMTOBOAY U3YUYCHHA PYCCKOT'O SI3bIKA

JC€TbMHU HU3-3a JaBJICHU BHENTHEH Cpeabl, pOACTBECHHUKOB, HCITPUHATHUA pYCCKOﬁ KYJbTYPBI.

I[CTaHBHBIﬁ AHaJIN3 CUCTEMBbI MOAJCPIKKHU IIOKAa3all, UTO B PYCCKO-TYPCUKUX CEMbIAX AmnTanpu

chopmupoBaHa OIaronpusATHas cpefa JUis OMIMHIBH3MA. AKTHBHAs IHOJJIEP’KKAa CO CTOPOHBI
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otua 3adukcupoBaHa B 14 cembsix (70%), 4TO BbIpaxkaeTcs B IMOOLIPEHUU HCIOJIB30BaHUS
PYCCKOTO si3bIKa W Npu3HaHuM ero neHHoctu. Eme 30% oTioB NMpuAepKUBAIOTCS MO3UIUU
MACCUBHOM JIOSUTBHOCTH, HE TIPETIATCTBYS S3bIKOBOMY IUIAHUPOBAHUIO MaTepu. TakuM o0pazom,
B 19 u3 20 cnyuaeB (95%) uneonoruyeckuii GoH B ceMbe CIIOCOOCTBYET COXPAHEHHIO PYCCKOTO
A3bIKa KaK HaciencTBeHHOro. Citydan CKphITOro conpoTuBieHus (5% ) sBISIIOTCS UCKIIOYEHUEM
U CBSI3aHBI C WHIAMBUIYAIBHBIMU OCOOCHHOCTSIMUA BHYTPHCEMEWHON NUHAMUKH, a HE C OOIIUMU

TCHACHLIMUAMU B IUACIIOPEC.
4.4. TpyaHocTH: BHellIHee aBJIeHHE U KKPHU3MC MIKOJbHOI0 BO3PacTa

[Ipouecc mepenaun pyccKOro si3blka B AHTajlbe MPOTEKAET B YCIOBUSAX MOLIHOTO BHEIIHETO
napnenusi, koropoe Kommu bBeiikep (Baker, 2001) xmaccudunmpyer kak (akTopsl,
cniocobcTByronme si3pikoBoMy ciBury (language shift). Kak ormeuaror 3abpojackas u MiBanosa
(2021), hyHKUMOHANBHBIN MOTEHIIMANI YHACIEAOBAHHOTO SI3bIKa BHE JOMaIIHEH cdepbl Uurpaet
KPUTHYECKH BaXXHYIO pOJIb B MpoIecce ero coxpaHeHus. Ha oOmryro KHU3HECIIOCOOHOCTH
APUTAKHOTO SI3bIKA CYIIECTBEHHOE BIMSAHHE OKA3bIBAIOT KAK YaCTOTA €0 MCIIOJIb30BaHUS, TaK U
pazHooOpa3ue TOCTYITHBIX KOMMYHUKATHBHBIX POJICH HE TOJBKO B CEMEHHOM KOHTEKCTE, HO U 32
ero npenenamu (Banfi, 2018, uur. mo: Zabrodskaja & Ivanova, 2021). B xoae ucciaenoBanus
OBLIIO BBIABICHO, YTO JaKe€ MPU HATUYUMU BHICOKON MOTHBAIIMHM U MOAJEPKKH BHYTPH CEMBH,

BHCHIHSAA Cpe€aa BBICTYIIACT arpeCCUBHBIM ar€HTOM aCCUMUJISALINU.
OO0pa3zoBaTe/bHas CHCTEMa KAK KaTaJIM3aTOP CyOTPAKTHBHOIO OMJIMHIBU3MAa

[kona B Typuuu CTaHOBUTCA JOMUHHUPYIOIIUM areHTOM COIMAIM3AINH, 3allyCKAIOIUM
MEXaHHU3MBbI CyOTPaKTHBHOTO (MJIH «BBITECHSIONIET0») Oununrau3mMa. CormnacHo konuenuuu K.
beiikepa, maHHbI (EHOMEH OMUCHIBACT CUTYAIUIO, MPU KOTOPOH (HOPCHPOBAHHOE YCBOEHHUE
BTOPOTO, MaXOPUTAPHOTO SI3bIKA CPEIbl TMPOMCXOMUT 32 CUYET ITOCTETIEHHOTO OCIA0ICHHS
KOMIIETEHIINI B IEPBOM (POJTHOM) SI3BIKE, UTO HEPEIKO BEJET U K yTpaTe CBS3U C MATEPUHCKOI
kyabTypoii (Baker, 2001). B uccnemyeMoM KOHTEKCTE 3TO BBIPaXKAeTCsl B MEPEBOIE PYCCKOTO
S3bIKA M3 KATETOPHHM AaKTHBHOTO OOIICHHS B KAaTETOPHIO «ITACCUBHOTO Oaraxka». OCHOBHBIMH
NPEIATCTBUAMU HAa IIYTU COXPAaHCHHA OajylaHca SA3BIKOB 34€Chb BBICTYIIACT Jle(i)I/IIII/IT BPEMCHH U

BBICOKAsl KOTHUTHUBHAA HAarpy3Ka.

PecnnonaeHThI OTMCYArOT, 4YTO C HA4YaJIOM IIKOJIbHOI'O O6y‘-IeHI/IH MOAACPIKAHUC PYCCKOI'O sA3bIKa

HaYMHAET TPeOOBATh OT CEMbU CBEPXYCHIIUH:
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«...04eHb CIONCHO OBLIO, KO20A Oemu NOULTU 8 WIKOTLY, YMOoObl UM nepedams PYCCKUll A3bIK, YUMo
ewé OONOTHUMENbHO C HUMU 3AHUMAMbCS, IO ObLIO OUCMBUMENbHO 04eHb CILONCHO, HOMOMY

umo 6 wiKoue o4eHb N030Ho 3akarnuusaromes sanamusy (Mama 10).

U3-3a mnmotHoro rpaduka ydyeOHOM U BHEY4eOHOM JEATENbHOCTHM Ha S3bIKE CpEpbl,

He(i)OpMaJ'IBHBIe N UT'POBBIC MCTOABI IMTOAACPIKAHUA PYCCKOI'O A3bIKa YaCTO BBITCCHAIOTCA:

«...eCmbv )y HAC HEeCKOJIbKO ucp, npu6€3éHHblx u3z Poccuu, no NOCKOJIbKY OH celiyac ywumcs, u
npocpamma 'y Heco npiAm 6npumslK 3ANOJIHEHA... NOINIOM) 6 OQHHBILL MOMEHm Cceuddac He

sanumaemcsay (Mama 14).

C Ttouku 3penust Teopun beiikepa, 3T0 BeaeT Kk cydTpakTuBHOMY OmnmHreusmy (Baker, 2001,
¢.114-115), mpu KOTOpPOM pa3BUTHE BTOPOrO s3bIKa (TYPEIKOr0) IMPOUCXOIUT 33 CYET

BBITECHEHUS U OCJIA0JICHUS TIEPBOTO (PYCCKOTrO).
«MoHos3bIYHBII MH(})» U HHCTUTYIIHOHAJIbHOE IaBJIeHHE

ITomMuMO OOBEKTHBHOM HarpyskKu, Marepu CTAJIKHBAKOTCA C HIACOJOTHYCCKUM JAaBJICHUCM CO
CTOPOHBI IICAAroroB, KOTOPBLIC YaCTO TPAHCIUPYHOT HAYYHO HEOOOCHOBAHHBLIE COBETHI 00

«OIMACHOCTU» ABYA3BIYMS.

«...KaxCOblll pas oemu, Ko20a WU 8 WIKOLY, cmapuiue, cpeonue, y Hac obyuenue ObLIO U 8
YACMHBIX U 20CYOAPCIMEEHHBIX WIKONAX, 8 KAXHCOOU WKOLe HAM 8Ce20d 2080PUNU, 4mMobbl Mbl C

dembMu 2080punu Ha mypeykom...» (Mama 3).

Takast ycTaHOBKa CO CTOPOHBI IIKOJIBI (POPMUPYET y POAUTEINIEH JTOKHOE YYBCTBO BUHBI U CTpaXx,

4qTo pO,Z[HOfI SA3BIK MOJKCET IIOMCIIATh AKaICMUYCCKUM YCIICXaM pe6eHKa.
COI[I/IaJIbHOG JAABJIC€HHE U OTHOJIMHIBUCTHYECCKAA BUTAJbHOCTD

JlaBieHue co CTOPOHBI pacIIMpPEeHHOW CeMbH (POACTBEHHMKOB MY’Ka) SIBISIETCS €Il€ OJHUM
(akTOpOM 5pO3UM A3bIKa. OTO AABJICHHE 4YacTO OOYCIOBIEHO YYBCTBOM JIMHTBUCTHUYECKON

HCKIIFOYCHHOCTHU POACTBCHHHUKOB!

«...pooument mMyca, Ol HUX OYeHb CJLOACHO, 0d, MO, YMO 5 2080PI0 NO-PYCCKU... OHU HUUe20 He
NOHUMAIOM, OHU Kaxcowvlll paz: "Opocvme bl 3mom pyccKuil s3vlK, O0asatme no-mypeyxu

2osopume”...» (Mama 9).

Takoe OTHOILIEHHE OKPYXEHHs CHUXKAET CyObEKTHBHYIO BUTAJIBHOCTH s3blKa (ethnolinguistic

vitality). B pe3ynbraTte pycckuil Si3pIK HaUMHAET BOCIIPUHUMATHCS HE KaK MPEUMYIIECTBO, a KaK
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Oapbep JUIsI BHYTPHCEMCHHOW WHTErpaiuu. TepMHUH «BUTAJIBHOCTH SI3bIKa» (S3BIKOBAsS
YKU3HECTIOCOOHOCTB) Hcmob3yercs B Tpynax K. beiikepa (Baker, 2001, ¢.68-71) mis onucaHust
CIIOCOOHOCTH JIMHTBUCTUYECKOH TPYIIIbI I[ef/’ICTBOBaTB KaK OTACJIbHAsA W aKTUBHadA CIUHUIIA B

MEXKITHHYCCKOM KOHTCKCTC.

AHanu3 CBUACTEILCTB MaTepel MOATBEPKAACT, YTO YCIIEX COXPAHEHUS HACIEACTBEHHOIO S3bIKa
B AHTajbpe HalpsMYI0 3aBUCHUT OT IICHXOJIOTMYECKOM yCTOMUMBOCTH MaTepu. Eil mpuxoaurcs
IPOTHBOCTOSATH JIBYM MOIIHBIM CHJIAM: IIKOJILHOW CUCTEME, (PU3NUECKU BBITECHSIOMICH SI3BIK U3

rpaduka pedeHka, U COIMATLHOMY OKPYKEHUIO, TPEOYIOIIeMy 0TKa3a OT «HETOHSATHOT0» KOJa.

be3 akTUBHOTO COMPOTUBICHUS ITUM BHEUIHUM (haKTOpaM, Jaxe MpH MOJICPKKE MyxKa, CEMbs
HEU30eXKHO JIpeiiPyeT B CTOPOHY TYPEIIKOTO MOHOSI3BIUHUS. DTO MOTICPKUBACT HEOOXOAMMOCTh
CO3MaHMSI PYCCKOSI3BIYHBIX OOIIECTBEHHBIX IMPOCTPAHCTB (TIPA3IHUKH, COOOIIECTBA, IIKOJIBI
BBIXOJHOT'O JTHS), KOTOPbIE MOTJIM Obl KOMIIEHCUPOBATh 3TO JaBJICHUE U MOBBICUTH COI[UAIBHBIN

IPECTHK PYCCKOTO si3blKa B I71a3ax peOeHKa.
5. 3AKVIFOYEHUE U PEKOMEHJAIIUU

[TpoBeneHHOE UCCIIeJOBaHUE POJIU PYCCKOA3BIYHBIX MaTepell B epeaue pyccKoro sA3blKa J1ETsIM

B TYPELIKO-PYCCKHUX CEMbSAX AHTaJIbU MO3BOJISET CJIENIaTh CIEAYIOIINE UTOTOBbIE BBIBO/IBI:
5.1. KoHceHcyc u cTpaTeruu BHYTPH CeMbH

HccnenoBanue mokas3ano, 4YTO B PYCCKO-TYPEUKHX CEMbSX C(HOPMHUPOBAH YHHUKAIbHBIN
«JIMHTBUCTUYECKUH albsiHC». HecMoTps Ha KynbTypHBIE pasnuuus, B 95% cayyaes (19 u3 20
ceMell) TypeUKHE OTLbl IOAAEPKUBAIOT CTPEMIICHHE MAaTepeld COXpPaHUTh PYCCKUH S3BIK.
Benymeit crparerueit ocraercst OPOL (13 cemeit), nogkpemisieMasl akTUBHBIM Y4aCTHEM OTLIOB
(14 cemeii). OtHaKo peanbHasi KOMMYHHKATHBHAS MMPAKTUKA YACTO OTKJIOHSETCS OT BHIOPAHHOMN
Mozenu: B 65% cemell Typeukuil s3bIK KaK S3BIK MEXPOAMTEIHCKOIO OOIEHHUS CO3/aeT
«(OHOBBIN 1TyM», KOTOPBIM OrpaHUYKMBAET 00BEM Kaue€CTBEHHOIO PYCCKOT0 MHIYyTa (pe4eBOro

MaTepuana, apecoOBaHHOTO PEOCHKY).
5.2. lllko/1a KaK are’HT «A3bIKOBOI'0 BHITECHEHUA»

[[IxonmpHOE O0OydeHwe B Typrmum BBICTYNAeT CaMbIM MOIIHBIM OapbepoM Jisi COXpaHEHHUs

HaCJICACTBCHHOI'O A3bIKA.

®usnyecknii O6apbep: I[l10THBIN Tpaduk M MO3AHME 3aHATHS JUILAIOT JETe cuil Ha

«JIOTIOJTHUTENbHBIN» pycckuit s3b1k (Mama 10, Mawma 14).
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Nneosiornueckuii 6apbep: HCTUTYITMOHAIBHOE AABJICHHUE M1€1ar0T0B, TPAHCIUPYIOIHNX MUQBI
0 Bpene ABysas3bluMsa (Mawma 3), BbIHYX/JaeT MaTepeil MposBIATH BBICOKYIO IICHMXOJIOIHUYECKYIO
ycroiunBocth. Cornacuo teopun Konuna beiikepa (Baker, 2001), mkona B JaHHOM KOHTEKCTE
CIocoOCTBYeT CyOTpakTUBHOMY OWJIMHIBHU3MY, IpEBpalias PYCCKUIl S3bIK W3 aKTUBHOTO B

[IaCCUBHBIMN.
5.3. CounajbHO€e JaBJIeHUE U BUTAJIBHOCTD A3BIKA

Buemnee  okpyxeHue  (pOJCTBEHHUKHM  CyIlpyra) 4acTO  HETraTUBHO  BIMSET  Ha
STHOJIMHI'BUCTUYECKYI0 BHUTAJIBHOCTh PYCCKOTO s3blKa, TpeOys OTKa3a OT Hero paau
«IIpo3pavyHoCTH» ceMeitHoro oomenus (Mama 9). B aTux ycinoBusix coXpaHeHHeE sI3bIKa IEPEeCTaeT
OBITH TIPOCTO OOYYEHHEM M CTAaHOBHUTCA (POPMOI COXpaHEHHs KYJIbTypHOW HMICHTUYHOCTU U

HMOLIMOHAIBHOM CBSI3U «MAaTh-PEOECHOKY.
5.4. MaTtpb KaK rJ1aBHbIil areHT U TApaHT COXPAHEHHS HACJIeICTBEHHOI0 SI3bIKA

I'maBHBIM BBIBOJOM HCCIIEIOBAaHUS SBISAETCS TO, YTO B TYPELKO-PYCCKHUX CEMBAX AHTaJIbU
MMEHHO MaTh BBICTYNAET OCHOBHBIM ar€HTOM CEMEWHOI0 SI3IKOBOI'0 MEHE/DKMEHTA U KIIHOYEBBIM
rapaHTOM BBDKHBAHUS PyCcCKOro s3blka. E€ poiib BEIXOAUT JaJIEKO 32 PAMKH IIPOCTOTO OOIIECHHUS:
oHa Oeper Ha ceOs (YHKIMIO MENarora, BHICTPAMBAIOLIETO CHCTEMY JOMAIHEro OO0y4YeHHMs,
3aIUTHUKA MUHOPUTAPHOTO SI3bIKA MTEPE] JIULIOM TYPELKOH IIKOJIBI ¥ TUIIJIOMATa B OTHOILIEHUX
C pPOACTBEHHMKaMHU cyrnpyra. Takas MHOTOBEKTOpHAasi aKTHBHOCTb JOKa3bIBaeT, 4TO 0€3
OCO3HAaHHOTO M CHCTEMATHYECKOI0 MAaTEPUHCKOIO0 areHTCTBA COXPAHEHUE DPUTAKHOTO SI3bIKA B

YCIIOBHSIX JIOMUHUPYIOIIEH TYpPEIKOM Cpe/ibl CTAHOBUTCS HEBO3MOKHBIM.
Pexomenpannn

Jl1s ycrenHoro mpoTUBOCTOSIHUS «IIKOJIBHOMY (DaKTOpY» U COLMAIbHOMY JaBJICHUIO, CEMbSIM

PEKOMEHTyeTCsI:

Co3nanue BHemHMx omop: IlocemeHne pycCKOSI3BIYHBIX COOOIIECTB M y4yacTHe B
COLIMOKYJIBTYPHBIX MEPOIPUSATHSIX, MO CBHJIETENBCTBY pecrnoHaeHToB (Mama 3), sBhsieTcs
KPUTHYECKH BaXXHBIM (PAKTOPOM OCO3HAHUSI pEOCHKOM COLMAIbHON 3HAUMMOCTH si3bIka. OJIHOM
u3 Hanbonee 3(PppekTUBHBIX (HOPM HHCTHUTYIIHMOHATHHOM TMOACPKKH HACIEACTBEHHOTO SI3BIKA
BBICTYNAeT CO3[JaHME WIKOJ BBIXOJHOro aAHA. Kak mokazano wuccienoBaHue, Haubosee
MHTEHCUBHAs 9pO3Usl sI3bIKa HAUYMHAETCS C MOCTYIUIEHHEM peOeHKa B 0011eo0pa3oBaTelbHyIO
mkony (Mama 3, Mama 14). JlesITeTbHOCTD IITKOJT BBIXOJIHOTO JIHSI TTO3BOJISIET KOMIIEHCUPOBAThH
Ie(UIUT PYCCKOSI3BIYHOTO WHITYTa, HE Hapymias rpaguk OCHOBHOro oOydeHus. B kadecTBe

HpaKTHQCCKOIZ MCPBI JIOKAaJIbHBIM KyJ'IBTypHO-O6p330BaTCJIBHBIM HOCHTpaM H HNPCACTABUTCIISAIM
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AUaCIlOpbl pEKOMEHAYETCA MHUIIUUPOBATL CO3AaHNEC JIMHITBOKYJIBTYPHBIX IIJIOINAJOK BBIXOAHOT'O
JIHA. DTO 1O3BOIUT NpeBpaTuTh HU3YUYCHUC A3bIKa B COLIMAJIbHBIMN JA0Cyr, 1OBbIIIAA
ITHOJIMHIBUCTHYCCKYH0 BUTAJBHOCTbL PYCCKOI'O #A3bIKa M obOecrnieunBast H€06XOI[I/IMYIO

"IMOIMOHAIBHYIO TIyOHHY" U cTaTyc "s3bika cepana’’, o kotopeix numier [Tasienko (Pavlenko,

2002).

BoBiieyeHne oTHA: Ja)Ke MACCUBHOE 3HAHUE OTIIOM HECKOJIBKHX PYCCKUX (ppa3 pe3KO MOBBIIIAET

CTaTyc s3bIKa B I71a3aX peOeHKa.

HrpoBasi koMineHcanusi: B YCJIOBUSAX IIKOJIbHONW HArpy3Ku HEOOXOAUMO MEPEBOJIUTH PYCCKUI

A3BIK U3 30HBI YPOKOB» B 30HY «OT/bIXa U UTPBI».
IIpakTH4eckoe NpUMeHeHHE:

Pe3ynbrarel JHaHHOTO HCCIEIOBaHUST MOTYT OBITh HCIIOJIB30BAaHbI CIENHMAIUCTaMU B 00JIacTH
OWJIMHTBU3Ma, & TAaK)KE CTAaTh METOAUYCCKUM OPHUEHTHUPOM JUIS MOJIOABIX MHOTOSI3BIYHBIX CEMEH B
Typuuu, momorast UM 3apaHee MOJITOTOBUTHCS K «IIIKOJIBHOMY KPHU3UCY» U BbIPaOOTaTh YCTOMYUBYIO
CEMEHHYIO SI3BIKOBYIO TOJUTUKY. B 3akiioueHune CTOUT OTMETHTh, YTO SI3BIK MAaTe€pu CIOCOOEH
0CTaBaThCS KUBBIM JIaXKe B MHOSI3BIYHOM CpeJie, €CJIM 32 HUM CTOWT JIIOOOBB, CUCTEMHAs TIOJITICPKKA U
OCO3HaHUE LIEHHOCTU CBOEr0 KyJIbTypHOro Hacieaus. Kak mnoguepkHyiga ofHa W3 YYaCTHHMIL
uccienoanust (Mama 7): «..0Omo He npocmo cno8a, KOMOpbIMU Mbl U3BACHAEMCS, MO YACHb

KVIbMYpbL ... »
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Between Policy and Preference: Why Kazakhstani Students Learn English

Ogr. Gor. Aruzhan KURBAN

Introduction

The selection of an academic major is a critical milestone that shapes a student’s academic
engagement and future career path. However, empirical research on these decisions remains limited
in Central Asian contexts such as Kazakhstan. Previous research shows that choosing a university
major is influenced by both internal and external factors (Sara & Abdelkader, 2022). According to
Self-Determination Theory (SDT), these decisions range from autonomous choices, driven by intrinsic
interest, to controlled choices, influenced by external factors such as parental expectations (Ryan &
Deci, 2000). Students tend to choose majors based on interest, job prospects, personal aptitude, and
expected income (Malgwi et al., 2005). Understanding these motivations is important for higher
education institutions seeking to support student success. A poorly chosen major can lead to
dissatisfaction, lower engagement, and limited professional development (Ghaleb & Dahiam, 2024;
Schmitt et al., 2008; Wessel et al., 2008). Given these consequences, it is important to examine what
motivates students to choose English degree programs.

In the context of post-Soviet Kazakhstan, the motivation to pursue higher education in English
is strongly influenced by national language policies. For the past three decades, the English language
has been widely seen as a pathway to social mobility, international integration, and personal success
(Sartor, 2021). This perception was formalized through the implementation of the “Trinity of
Languages” policy in 2007, an initiative aimed at fostering nationwide trilingualism by integrating
English into the national linguistic landscape alongside Kazakh and Russian (Nazarbayev, 2007). To
support this policy, the government has promoted English through educational reforms, including the
rapid expansion of English Medium Instruction (EMI) across higher education institutions (Agbo &
Pak, 2017). As a result, English is no longer just a subject but a highly valued academic and

professional asset.
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Despite this strong state-led promotion and the high social prestige surrounding the language,
international literature on English enrolment motivations remains geographically skewed. Most
studies examining why students choose English as a field of study have been conducted in distinct
geopolitical environments such as Morocco, Mauritania, or Indonesia (Eli & Hamou, 2022; Fitria et
al., 2022; Sara & Abdelkader, 2022;). Within Kazakhstan, previous studies have mainly examined
English through language policy, sociolinguistic attitudes, and English-medium instruction, rather
than students’ decisions to choose English as a university major (Agbo et al., 2025; Akynova et al.,
2014; Sartor, 2021). However, there is little empirical research on the decision to pursue English as a
university degree — a high-stakes decision that influences students’ academic paths and future careers.
As a result, it remains unclear how students make decisions under the influence of national policies
and family expectations in Kazakhstan.

This study directly addresses this empirical gap by investigating the motivations, perceptions,
and experiences of 68 undergraduate students enrolled in English-related degree programs at Khoja
Akhmet Yassawi International Kazakh-Turkish University. Grounded in the motivational constructs
of Self-Determination Theory, this study explores how intrinsic interests, external influences, such as
family expectations, and career considerations interact to shape students’ academic pathways.

To guide this investigation, the study addresses the following research questions:

RQI1. What factors influence students’ choice to major in English?

RQ2. How do students perceive the relevance of English to their future careers, social mobility,
and personal development?

RQ3. How do students who reported voluntary and non-voluntary program choice describe
their experiences in English-related programs?

Methods and Materials
Research Design

This study adopted an explanatory sequential mixed-methods design (Creswell & Creswell,

2017). In the first phase, quantitative survey data were collected to identify patterns in students’

motivations and career perceptions. In the second phase, qualitative data from open-ended written
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responses were used to contextualize and deepen the quantitative findings. Combining quantitative
and qualitative data made it possible to examine both broader motivational trends and the subjective
experiences underlying students’ educational choices.

Participants and Context

A total of 68 undergraduate students from Khoja Akhmet Yassawi International Kazakh-
Turkish University participated in this study. Participants were recruited using purposive sampling to
ensure inclusion of students enrolled in English-related degree programs.

The sample included 58 female students (85.3%) and 10 male students (14.7%). Regarding
academic year, 27 students were in their first year (39.7%), 10 in second year (14.7%), 18 in third year
(26.5%), and 13 in fourth year (19.1%). Participants were enrolled in five degree programs: English
Language and Literature (38.2%), Translation Studies (25.0%), Foreign Languages: English—Chinese
(14.7%), Foreign Languages: English-Turkish (17.6%), and English Language (4.4%).

All participants provided informed consent prior to participation, and ethical procedures were
followed in accordance with institutional guidelines.

Instruments

Data were collected using a researcher-developed instrument consisting of two parts: a
structured quantitative survey and a qualitative open-ended response section. Content validity was
ensured through evaluation by three experts in English language education, and revisions were made
based on their feedback.

The quantitative survey included 12 items: multiple-choice questions on external influences
and 5-point Likert-scale items (1 = strongly disagree to 5 = strongly agree) measuring motivational
constructs based on Self-Determination Theory (SDT), including intrinsic and extrinsic motivation.

Internal consistency analysis was conducted on the Likert-scale items. The initial Cronbach’s
alpha was o = .612. Based on item-total analysis, two items (Q5 and Q11) were removed due to low
item-total correlations. After removal, reliability improved to a = .751, indicating acceptable internal

consistency.
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The qualitative section included nine open-ended prompts exploring students’ family
influence, personal agency, and career orientation. A branching design was used: students reporting
voluntary choice completed one version, while those reporting non-voluntary choice completed a
parallel version.

Procedure

Data collection took place during the 2025-2026 academic year. The instruments were
distributed via Google Forms through official university communication channels and email lists.
Participants were informed about the study purpose, confidentiality, and provided digital informed
consent.

The survey items were completed first. Depending on the categorical response to the program
selection item (“Did you choose this major voluntarily?”), the platform automatically directed the
participant to the corresponding open-ended narrative section.

Data Analysis

Quantitative data were analysed using IBM SPSS Statistics (Version 27). Multiple-response
items were coded dichotomously (1 = selected, 0 = not selected) and analysed using Multiple Response
Frequencies. Descriptive statistics (frequencies, means, and standard deviations) were used for Likert-
scale items.

Qualitative data from the open-ended responses were analysed using MAXQDA (Version 24)
following thematic analysis procedures outlined by Braun and Clarke (2006). Responses were read
multiple times to identify recurring ideas and patterns related to students’ motivations, career
orientation, and external influences.

An initial coding framework was informed by motivational concepts associated with Self-
Determination Theory, particularly intrinsic and extrinsic motivation. Additional categories were
developed inductively based on recurring student responses and emerging patterns within the data.
Similar responses were then grouped into broader thematic categories, including personal interest,
career opportunities, family influence, global and international orientation, and perceptions of

practical English learning.
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The coded themes were then reviewed and refined to improve clarity and consistency before

being summarized descriptively alongside the quantitative findings.
Results

Quantitative Results
Reliability of the Motivation Scale

The final five-item motivation scale demonstrated acceptable internal consistency (a = .751).
Q5 and Q11 were analysed separately as descriptive variables.
Influences on Program Choice

As shown in Table 1 multiple-response analysis showed that students most frequently
identified themselves as the main influence on their choice of program. Specifically, 76.1% selected
“myself,” followed by parents at 40.3%. Teachers were selected by 9.0% of participants, while school
counsellors were selected by 4.5%. Peer influence and media influence were each selected by only
1.5% of participants.

Table 1

Influences on Students’ Program Choice

Influence Source n % of Cases
Myself 51 76.1
Parents 27 40.3
Teachers 6 9.0

School counsellors 3 4.5

Peer influence 1 1.5

Media influence 1 1.5

Note. N = 68. Multiple responses were permitted.
Reasons for Enrolling in an English Program

The most commonly reported reason for enrolling in an English program was personal interest,
selected by 77.9% of participants. Better job opportunities were also frequently identified, with 58.8%

of students reporting this reason. Family influence was selected by 20.6%, while perceived prestige
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was selected by 17.6%. Limited alternatives were reported by 7.4%, and situational constraints were
reported by only 1.5% (Table 2).
Table 2

Reasons for Enrolling in an English Program

Reason n % of Cases
Personal interest 53 77.9

Better job opportunities 40 58.8
Family influence 14 20.6
Perceived prestige 12 17.6
Limited alternatives 5 7.4
Situational constraints 1 1.5

Note. N = 68. Multiple responses were permitted.
Attitudes and Motivation Toward English Programs

Descriptive statistics indicated generally positive attitudes toward English programs. As
presented in Table 3 students generally reported strong agreement that English would support their
future careers (M = 4.57, SD = 0.76) and reported high enjoyment of studying English (M = 4.35, SD
= 0.81). Students also tended to agree that their program choice was mostly their own decision (M =
4.21, SD = 1.06). The item “I would choose the same major if I had full freedom now” had a lower
but still positive mean score (M = 3.68, SD = 1.26). The overall motivation score was high (M =4.12,
SD = 0.72), suggesting generally positive motivation toward English-related studies. Items were
measured on a five-point Likert scale, where higher scores indicate stronger agreement.

Table 3

Descriptive Statistics for Motivation and Attitude Items

Item Mean SD
Q3. 1 enjoy studying English 4.35 81
Q4. English will help my future career 4.57 .76
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Q6. My program choice was mostly my own decision 4.21 1.06
Q7. 1 would choose the same major again 3.68 1.26
Q10. My classes connect English to real-life or career tasks 3.78 1.13
Overall Motivation Score 4.12 .72

Responses to Q5 suggested that family opinion played a moderate role in students’ educational

decisions (M = 3.62, SD = 1.26). Responses to Q11 showed that exams and grades were a moderate

reason for studying outside class (M = 3.37, SD = 1.24) (Table 4).

Table 4

Additional Descriptive Items

Item Mean SD
Q5. Family opinion affected my decision 3.62 1.26
Q11. Exams and grades motivate outside study 3.37 1.24

Career Orientation

Most participants reported that they planned to work in a profession requiring English fluency.

In total, 88.2% answered “yes,” 10.3% were unsure, and only 1.5% answered “no.”

Among the coded profession responses, teaching was the most frequently mentioned career

path (48.5%), followed by translation (39.7%). Other career categories included tourism (8.8%),

business (5.9%), international professions (5.9%), and office-related work (4.4%) (Table 5).

Table 5

Intended Career Categories

Profession Category n % of Cases
Teacher 33 48.5
Translator 27 39.7
Tourism 6 8.8
Business 4 5.9
International professions 4 5.9
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Office-related work 3 4.4
Unsure 5 7.4

No profession specified 4 5.9

Note. N = 68. Multiple responses were permitted.
Main Reasons for Studying English

Open-ended responses to the question about the main reason for studying English were
grouped into thematic categories. As shown in Table 6, future and career opportunities were the most
common category, reported by 53.0% of participants. Travel and international orientation, as well as
personal interest, were each reported by 27.3%. Smaller categories included self-development (6.1%),
external pressure or forced choice (4.5%), and access to information or media (3.0%).

Table 6

Main Reasons for Studying English (Open-Ended Responses)

Theme n % of Cases
Future/Career opportunities 35 53.0
Travel/International orientation 18 27.3
Personal interest 18 27.3
Self-development 4 6.1
External pressure/Forced choice 3 4.5

Access to information/media 2 3.0

Note. N = 68. Responses were coded into thematic categories. Multiple thematic categories
could be assigned to a single response.

The findings showed that students’ motivations were shaped by both personal and external
factors, including intrinsic interest, career expectations, and family influence. While most participants
viewed their decisions as primarily self-directed, external expectations also remained important for
some students. These quantitative patterns were later examined in more detail through the qualitative
analysis.

Qualitative Findings
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The qualitative findings revealed multiple interconnected themes related to students’
motivations, educational experiences, and future expectations regarding English-related degree
programs. The findings demonstrated that students’ decisions were shaped by both intrinsic and
extrinsic motivations, including personal interest, career-oriented expectations, family influence,
international aspirations, and perceptions of English as a global necessity. Participants also discussed
dissatisfaction with overly theoretical instruction and emphasized the importance of practical
communicative learning experiences.

Theme 1. Personal Interest and Intrinsic Motivation

Many participants described a long-term personal interest in English as a major reason for
choosing their degree program. Several students reported becoming interested in English during
childhood through music, films, social media, or positive school experiences. Others described being
inspired by English teachers or language-learning experiences during school years. One participant
stated:

When | was around eight to nine years old, | used to watch MTV as a kid and loved the songs

they played. One day, I heard “Feel This Moment” by Pitbull and Christina Aguilera, and |

wanted to understand the lyrics so badly (Participant 47).

Another participant stated: “I have been interested in English since childhood” (Participant 3).

Many students also connected their motivation to enjoyment of language learning and
communication with people from different countries. For many participants, these experiences
reflected relatively strong intrinsic motivation and long-term emotional engagement with English
learning.

At the same time, intrinsic motivation was not equally present across all participants. Some
students described entering the program because of limited academic alternatives, admission
circumstances, grant placement, or uncertainty regarding other majors. In several cases, participants
explained that English was chosen primarily because it was practical, available, or compatible with
admission opportunities rather than because of strong personal interest. A smaller number of students

also reported initially lacking strong interest in English before gradually developing more positive
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attitudes toward the subject over time. These responses reflected different levels of personal interest,
external influence, and practical circumstance. For example, one student explained: “I missed the
pedagogy program by one point, so I entered translation studies instead” (Participant 18).

Theme 2. English as a Pathway to Career and Global Opportunity

A second major theme involved career prospects, international opportunities, and global
mobility. Many participants described English as a “global” or “international” language that could
provide access to employment, study abroad opportunities, travel, and communication with people
from different countries. Students frequently associated English with future professional success in
areas such as teaching, translation, tourism, international business, and international education. One
participant described English as: “English is like the key to the doors of the whole world for me; if
you know English, all doors are open to you,” (Participant 30) while another student stated: “English
gives more opportunities for work and study” (Participant 43).

For many participants, English was viewed not only as an academic subject or career tool, but
also as an essential skill required for participation in modern global society. Students repeatedly
connected English with globalization, communication across cultures, technological access, and
broader life opportunities. Several participants described English as necessary for travelling abroad,
studying internationally, communicating with foreigners, and accessing global information online.
Some students also associated English with professional competitiveness, financial stability, and
broader social opportunities.

Many participants imagined English as a pathway toward international mobility and broader
global participation. Students frequently discussed aspirations related to studying abroad, migration,
exchange programs, international employment, and interaction with foreign communities. Several
participants also described real-life situations where English became practically useful, particularly
when communicating with tourists, foreign professors, or international students. For example, one
student wrote: “I believe English will play a very important role in my future. It’s an international

language that connects people from different countries” (Participant 57).
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Many students perceived English as a form of social and professional capital closely connected
to globalization, mobility, and future opportunity.
Theme 3. Family Influence and External Expectations

Family influence emerged as another important theme in students’ educational decisions. Many
participants stated that parents or relatives encouraged them to study English because they believed it
would provide better career opportunities, financial stability, and future success. In several responses,
family members were described as important advisors during the process of choosing a major. As one
respondent explained: “My parents actually advised me to join this English program. They always
believed that English would open many doors for my future” (Participant 57).

Many students also described family attitudes toward English positively, emphasizing
emotional support and encouragement. Parents often viewed English as an important international
language associated with education, employment, and social mobility.

However, not all participants described their choices as fully independent. Several students
reported experiencing direct parental pressure or limited freedom in their academic decision-making.
In some cases, participants suggested that family expectations strongly shaped or effectively
determined their choice of major. As an example, a student explained: “Because of parental pressure”
(Participant 19).

Although some students initially entered the program because of external expectations, several
responses suggested that they later developed more positive attitudes toward English learning over
time. Overall, the findings indicate that family influence functioned both as emotional support and as
a source of external expectation in students’ educational choices.

Theme 4. Need for Practical and Real-Life Learning

Many students emphasized the importance of practical learning experiences while
simultaneously expressing dissatisfaction with overly theoretical instruction and insufficient real-
world communication practice. Participants frequently requested more speaking practice, interaction
with native speakers, exchange programs, and classroom activities connected to real work situations.

One participant stated: “We study grammar and vocabulary, but we don’t practice real situations”
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(Participant 62) Another participant explained: “Students work hard and need more practice with real
English situations” (Participant 43).

Students commonly suggested speaking clubs, communication-based activities, internships,
and interaction with foreigners as ways to improve the meaningfulness of English learning. Although
some participants believed their classes helped develop presentation, communication, and teaching
skills, many criticized the limited amount of speaking practice, interaction with native speakers, and
professionally oriented activities. Several participants stated that university instruction focused
heavily on grammar, theory, repetition, or textbook-based learning without adequately preparing
students for real workplace situations. Some students directly stated that their classes did not
sufficiently prepare them for future employment, while others described their preparation as only
“50/50” (Participant 49) or emphasized that real work would still require learning “from zero”
(Participant 64).

Across all themes, participants described English not only as an academic subject, but also as
a social, professional, and global resource connected to future opportunity and personal development.
Overall, the qualitative findings both supported and complicated the quantitative results. While many
students described strong personal interest in English and positive career-oriented motivation, the
responses also revealed important external influences, including parental expectations, institutional
constraints, and limited academic alternatives. Many participants viewed English as a global and
necessary language that could provide opportunities for international communication, travel,
education, and professional development. At the same time, students frequently expressed
dissatisfaction with overly theoretical instruction and emphasized the importance of practical
communicative experiences, speaking practice, and real-world application. Together, these findings
suggest that students’ motivations toward English-related programs are shaped by an interaction of
personal aspirations, family expectations, educational experiences, and broader global influences. The
depth and detail of responses varied across participants, with some students providing brief comments
while others shared more extensive personal experiences.

Discussion
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The results of this study suggest that students’ decisions to enrol in English-related degree
programs are shaped by an interaction of intrinsic motivation, career-oriented expectations, and
external social influences. Across both the quantitative and qualitative findings, personal interest
emerged as the strongest factor influencing students’ program choice. Most participants described
English as a subject they enjoyed learning and associated with long-term personal interest,
communication, and self-development. From the perspective of Self-Determination Theory (Ryan &
Deci, 2000), students’ strong personal interest in English may help explain their continued engagement
with the field. At the same time, practical and career-oriented considerations also played a major role
in students’ decisions, particularly regarding job opportunities, career advancement, and future
financial stability (Malgwi et al., 2005).

The findings are also consistent with studies on English-major choice in other contexts. In
Morocco, students chose English partly because they enjoyed learning the language and associated it
with better job opportunities (Sara & Abdelkader, 2022). Similarly, Indonesian students reported
internal reasons such as interest in English, desire to improve oral and written skills, and career
prospects, as well as external reasons such as prestige and institutional reputation (Fitria et al., 2022).
The present study shows a similar pattern, as participants connected English with personal interest,
employability, prestige, and international opportunity. However, the Kazakhstani case is different
because these motivations are also shaped by national language policy and the broader prestige of
English in post-Soviet Kazakhstan (Agbo et al., 2025; Sartor, 2021). Participants commonly described
English as an international language that could provide access to travel, communication, study abroad,
and broader life opportunities, which reflects broader perceptions of English within the Kazakhstani
context (Agbo & Pak, 2017; Akynova et al., 2014). However, unlike many previous studies that focus
primarily on language learning motivation, the present study examined the more specific decision to
pursue English as a university major. This distinction is important because selecting English as a
university major represents a long-term academic and professional commitment rather than simply

expressing interest in learning the language. These findings also contrast with studies where students
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held negative attitudes toward English majors or avoided English because they perceived it as difficult,
impractical, or offering limited career opportunities (Duresa et al., 2025).

The study also highlights the importance of the Kazakhstani sociolinguistic context in shaping
students’ educational choices. In Kazakhstan, English has increasingly become associated with
globalization, social mobility, and educational prestige (Sartor, 2021), particularly following the
implementation of the “Trinity of Languages” policy (Nazarbayev, 2007) and the expansion of English
Medium Instruction (EMI) in higher education (Agbo & Pak, 2017). Many participants described
English not only as a school subject, but as a necessary skill for participation in global society. Students
frequently connected English with international communication, migration opportunities, professional
competitiveness, and broader educational access. These results imply that in addition to personal
preferences, students' motivations are influenced by more general state policies, expectations of the
labour market, and globalizing social discourses around English (Sartor, 2021).

Although most participants described their program choice as self-directed, family influence
remained important for some students. This reflects broader research on career choice in Kazakhstan,
where professional self-determination is shaped by interest, career prospects, social status, family
influence, and accessibility (Shnarbekova & Mutalip, 2025). In the present study, family influence
appeared in two forms: supportive encouragement and direct pressure. This distinction is important
because family support may reinforce students’ sense of autonomy and motivation, while pressure
may reduce the sense of autonomy emphasized in Self-Determination Theory (Ryan & Deci, 2000).
Similar patterns of family influence have also been identified in broader research on major choice,
where students’ decisions are shaped by parental influence alongside concerns about employment
opportunities and career prospects (Malgwi et al., 2005). A smaller number of participants also
reported experiencing direct parental pressure or limited freedom in choosing their major. However,
several participants who initially entered the program because of external expectations later described
developing more positive attitudes toward English learning. Because only a small number of
participants reported non-voluntary program choice, these findings should be interpreted descriptively

rather than as strong group comparisons.
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Another important finding concerns students’ dissatisfaction with overly theoretical instruction
and limited opportunities for practical communication. Many participants emphasized the importance
of speaking practice, interaction with native speakers, internships, and communicative classroom
activities connected to real-world professional contexts. Students frequently described English as a
practical tool for communication, work, and everyday interaction. Consequently, English-related
programs may benefit from integrating more professionally oriented activities, communicative
teaching approaches, and experiential learning opportunities into university curricula, particularly
approaches emphasizing meaningful communication and real-world language use (Richards, 2006).

In conclusion, the findings demonstrate that students’ motivations toward English-related
degree programs cannot be explained through a single factor alone. Instead, students’ educational
decisions appear to emerge from the interaction of personal interest, career aspirations, family
expectations, educational experiences, and broader societal perceptions of English as a language of
mobility, opportunity, and global participation.

Conclusion

This study examined the motivations, perceptions, and experiences of students enrolled in
English-related degree programs at Khoja Akhmet Yassawi International Kazakh-Turkish University.
The findings demonstrated that students’ decisions to pursue English-related majors are shaped by a
combination of intrinsic interest, career-oriented expectations, family influence, and broader societal
perceptions of English as a language associated with mobility, opportunity, and international
participation. Across both the quantitative and qualitative findings, personal interest and future career
opportunities emerged as the strongest motivational factors, while family influence also played an
important role for some participants.

The results also shed light on Kazakhstan's larger sociolinguistic context, where English is
increasingly linked to globalization, international mobility, educational status, and career
opportunities. Many students saw English as a practical skill related to job, communication, and
involvement in global society in addition to an academic topic. Participants particularly stressed the

value of hands-on learning opportunities, interactive exercises, and closer interconnections between
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academic programs and real-world professional settings. These results demonstrate that more
communicative, professionally focused, and experiential learning opportunities should be
incorporated into the curricula of English-related programs.

Several limitations should be acknowledged. First, the study was conducted within a single
university context, which limits the generalizability of the findings to other institutions or regions of
Kazakhstan. Second, the sample size was relatively small and predominantly female, which may not
fully represent broader student populations. Third, the study relied primarily on descriptive statistical
analysis, and only a small number of participants reported non-voluntary program choice, limiting the
possibility of stronger group comparisons.

Future research could expand this study by examining English-related program choice across
multiple universities and regions of Kazakhstan using larger and more diverse samples. Longitudinal
studies may also provide deeper insight into how students’ motivations and perceptions toward
English-related education change over time. In addition, future studies could further explore the
relationship between national language policy, employability, and students’ long-term professional

identities in the context of higher education.
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Appendix

Appendix A — Survey questions

Gender:

e Male
e Female

Year of Study:

o First year

e Second year
e Third year

e Fourth year

Program / Profession:

e English Language and Literature

¢ Translation Studies: The English Language

e Foreign Language: Two Foreign Languages (English-Chinese)
e Foreign Language: Two Foreign Languages (English-Turkish)
¢ English Language

1. Before entering university, who had the biggest influence on your choice of program?
(Select all that apply)

o Myself

e Parents

e Teachers

¢ School counsellors

2. Why did you enrol in an English program? (Select all that apply)
e Personal interest

e Family influence

e Perceived prestige

¢ Better job opportunities

e Limited alternatives

1 2 3 4 5

Disagree  Neutral Agree
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Strongly Strongly

disagree Agree

3. 1 enjoy studying English.

4. 1 study English mainly because it
will help my future career.

5. To what extent did your family’s
opinion affect your decision to study
English?

6. My program choice was mostly
my own decision.

7. 1 would choose the same major if |
had full freedom now.

8. Do you plan to work in a profession that requires English fluency?
eYes

eNo

e Unsure

9. If “Yes,” specify profession (write a short answer). If “No/Unsure,” skip.

1 2 3 4 5
Strongly Disagree Neutral Agree Strongly

disagree Agree

10. My classes connect English
learning to real-life or career
tasks.

11. Exams and grades are the
main reason | study outside class.

12. In one sentence: What is the main reason you study English? (write a short answer)

Appendix B — Qualitative Response Prompts

Section A: Students Who Chose English Voluntarily

1. Tell me the story of how you ended up in this English program. (Probe: who advised you?
when did you decide?)

2. What do you think English will do for your future (career, life)? Give examples.

3. Describe a moment in class or outside class when English felt useful or useless.
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4. How does your family talk about English?

5. Were there any other majors or languages you considered before choosing English? What
made you decide on English in the end?

6. How do your classes prepare you for real work?

7. What would make English learning more meaningful for you?

8. Why do you think students (including yourself) choose English as their major instead of
another field of study?

9. Anything else you would like to add?

Section B: Students Who Did Not Choose English Voluntarily

1. Tell me the story of how you ended up in this English program. (Who advised you? When
did you decide?)

2. What role, if any, do you think English might play in your future (career, life)? Give
examples.

3. Describe a moment when English felt useful or not useful, either in or outside class.

4. How does your family talk about English?

5. If you could freely choose a different major or language now, would you? Which and
why?

6. How do your classes prepare you — or not prepare you — for real work?

7. What would make English learning more meaningful for you?

8. Why do you think students (including yourself) choose English as their major instead of
another field of study?

9. Anything else you would like to add?
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The Use of Technology to Enhance Young Learners’ Speaking Skills

Ogr. Gor. Zeynep MADEN

Introduction

The integration of technology into educational settings has gained increasing attention as a means
of supporting young learners’ language development, particularly their English-speaking skills.
Speaking is considered a fundamental skill through which individuals express their ideas, feelings,
and opinions; therefore, developing this ability effectively in young learners remains a priority in
English Language Teaching (ELT). Similarly, Korovina et al. (2019) emphasize that developing
speaking skills in young learners requires motivating and interactive learning environments that
help learners overcome psychological barriers to communication. The present paper discusses how
technology can be used to create more engaging, interactive, and productive speaking
environments for young learners. Only recently did researchers start focusing on how digital
resources, like MALL, online platforms, and virtual language labs or apps, can help in speaking
development. Several researchers such as Sun et al. (2017), and Liu and Chu (2010), among other
scholars, indicated the positive impact of such tools on learner motivation and linguistic output, in
general, and found equally significant results in areas related to fluency and confidence in
speaking. This integration of interactive platforms and game-based learning within the elementary
language classes results in higher engagement and improvement in speaking skills (Hwang et al.,
2016). Previous research has also shown that language-related computer use outside the classroom
can contribute positively to young learners’ English development (Sundqvist & Sylvén, 2014). On
the other hand, most of the literature focuses on language development as a whole rather than on
separate speaking skills and the studies are not mainly on young learners, which creates a certain

gap in the effective use of technology for young learners.

While existing studies provide insights into how technology supports general language
acquisition, there is still a need for empirical studies focusing specifically on speaking for young
learners (De Wilde & Eyckmans, 2017; Sundqvist & Sylvén, 2014). However, as a result of the
literature review, it is observed that many educational technologies have traditionally focused on
vocabulary acquisition and grammar development rather than speaking-oriented tasks (Castaneda
& Cho, 2016; Sun et al., 2017). Also, many previous interventions aimed at developing language
competence have focused on written language tasks, while speaking-oriented interventions have
received comparatively less attention (Sun et al., 2017; Terrell, 2011). The study seeks to bridge
this gap in the literature by investigating how technology can be used to support spoken language

or practices among young learners (Buckingham & Alpaslan, 2017; Sun et al., 2017). The purpose
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is, therefore, to investigate the effectiveness of different digital tools that come under one umbrella
term, "use of technology", including the use of different variances of tools. To this end, the study
investigates technologies such as voice-recognition applications (Ahn & Lee, 2016) and
interactive digital platforms for speaking practice (Sun et al., 2017; Buckingham & Alpaslan,
2017). By investigating these tools and platforms, this paper attempts to provide a deeper
understanding of how technology helps speaking practices for better use by young learners of

English.

Research Questions

This systematic review aims to address the following research questions:

RQ1. What types of technologies have been used to enhance young learners' English-speaking
skills?

RQ2. What theoretical frameworks have been employed in studies investigating technology-
supported speaking development among young learners?

RQ3. What research approaches and participant characteristics are reported in these studies?
RQ4. What outcomes have been reported regarding the effectiveness of technology in improving
young learners' speaking skills?

RQ5. What gaps and future research directions can be identified in the literature?

Literature Review

Mobile-Assisted Language Learning

Mobile-assisted language learning (MALL) is a recent approach enhancing the speaking skills of
EFL learners. MALL provides learner-centered and flexible learning experiences. It enables
children to practice language at their own pace and in various contexts (Hwang & Chen, 2013).
This learner autonomy is beneficial for young students, as it fosters language practice and offers
a low-stressful environment which is very essential for reducing anxiety and boosting fluency in
speaking. In their study on the effect of mobile social networking applications on supporting first
graders’ English-speaking practice in China, Sun et al. (2017) demonstrated significant benefits in
fluency among students who engaged with the MALL platform, which allowed for audio
recording, peer interactions, and communicative tasks which are very similar to real-life
experiences. Significantly, students who used these applications not only reduced their anxiety but
also exhibited improved fluency compared to those learning through traditional methods. This
research also suggests that MALL environments can provide authentic, context-rich settings for

language learning (Sun et al., 2017).
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In another study, Liu et al. (2010) found that a mobile-speaking application with automatic speech
recognition could enhance young learners’ pronunciation. The study also highlights that these
mobile applications encourage learner autonomy and engagement, which are particularly useful in

overcoming reluctance to speak in English.

Furthermore, the ability to personalize learning through mobile apps has been found to boost
learner motivation and promote autonomous language learning. Sun and Yang (2015) and Lin
(2012) have found that MALL makes it possible to create low-anxiety environments that
encourage students to practice language more often, helping them to overcome barriers to
speaking, such as shyness and lack of confidence. These findings suggest that MALL's integration
into language classes can support more self-directed language learning, especially when face-to-
face practice is limited. Similarly, Bang et al. (2020) reported that young Chinese EFL learners
who used a research-based digital learning platform demonstrated significantly greater language
gains than learners in the control group. Their findings suggest that well-designed digital learning
environments can effectively support language development while increasing learners’ motivation

and engagement.
Game-Based Learning

Game-based learning (GBL) also provides a platform for enhancing speaking skills among young
learners. This approach emphasizes the interactive nature of digital games to immerse learners in
language practice. This increases engagement and improves language learning. Previous studies
have also highlighted that game-based and interactive learning environments can increase learners’
motivation and create supportive conditions for oral communication (Korovina et al., 2019).
Hwang et al. (2016) examined the effects of mobile game-based learning on elementary students'
speaking skills and found that participants who used language games demonstrated greater
confidence and accuracy in speaking. Furthermore, games create structured but low-stress
environments where learners practice English in ways that make them feel more relaxed, helping
them overcome reluctance, shyness, or fear of speaking in English. Similarly, Jin (2024) reported
that technology-supported speaking activities can reduce speaking anxiety and increase learners’

willingness to communicate.

In their study, De Wilde and Eyckmans (2017) found that children exposed to English through
digital games before formal instruction developed better listening and speaking skills. This finding
supports the idea that game-based contexts allow learners to acquire language naturally, often
before they receive any formal classroom-based instruction. These findings align with Castafieda
and Cho (2016), who investigated the impact of a mobile game application on Spanish verb

conjugation and discovered that learners demonstrated significant improvements in accuracy and

132



confidence. The study suggests that game-like features or tasks, such as scoring, immediate
feedback, and peer collaboration, foster a dynamic learning environment that promotes language

use and builds learners' autonomy.

Moreover, the interactive nature of game-based environments creates opportunities for learners to
engage in cooperative learning tasks that can boost their speaking skills (Korovina et al., 2019).
Hwang et al. (2016) emphasized that structured game tasks facilitate both speaking and listening,
and offer young learners repetitive, contextualized language exposure in a low-stressful
environment. Such settings help children focus on meaning and fluency rather than precision,
which reduces the anxiety that often accompanies formal language practice. Games also encourage
learners to prioritize communication over correctness, an approach that research suggests can

foster more natural language learning experiences (Jin, 2024).

Gaps in the Literature

While MALL and GBL have shown potential in enhancing young learners’ speaking skills, there
are notable gaps in the research. Much of the existing literature addresses general language
learning benefits but does not sufficiently explore the unique needs and challenges faced by young
learners in non-native English-speaking contexts. Moreover, few studies have examined the long-
term effectiveness of MALL and GBL or how these approaches can be integrated for blended
learning environments that combine the best aspects of both methods. For instance, while research
like that of Kormos et al. (2020) has highlighted the benefits of mobile-assisted assessments in
reducing learner anxiety and promoting motivation, the extent to which MALL and GBL together
might foster improvement in speaking proficiency is still largely unexplored. Recent studies have
also started to explore emerging technologies such as augmented reality (AR). For example, Liao
et al. (2024) reported positive effects of an AR-based game application on elementary school
students’ language learning and motivation. However, research examining the specific

contribution of AR to young learners’ speaking development remains limited.

Methodology

Article selection

The search for the data for the current study started with (1) developing the keywords to search on
the database, (2) selecting the database, and (3) precising the criteria of inclusion and exclusion of
the studies. While developing the keywords, a few studies were reviewed in the literature regarding
the keywords and terminologies commonly used in the research area. As some words are
interchangeably used (ESL=EFL), the same keyword combinations were searched by only
changing the word with a synonym/corresponding term. Accordingly, the following keyword

combinations were searched. Both the general search function and the advanced search function
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of the database were used. The keywords used in the query are shown in parentheses in Table 1.
Following formula of keywords was used in a Boolean search:
-(young learner) AND (esl OR efl) AND (online OR technology OR game OR media) AND
(speaking)
As the database of the search, Web of Science was chosen since it encompasses a wide range of
high-impact factor journals. As scholars have pointed out, this database "is one of the most
extensive, popular and relevant research databases for the academic community" (Caseiro &
Santos, 2018, p. 8). After selecting the database, inclusion and exclusion criteria were determined,
stating what was to be included and excluded. According to EPPI-Centre (2006), the setting of
clear criteria provides for transparency, replication, and consistency in data selection in a
systematic review. In accordance with the inclusion criteria determined, the articles selected were:

a) published between 2014-2024

b) published in an SSCI, EHCI, or A&HCI journal

c) published in peer-reviewed academic journals

d) published in English

e) empirical

f) with the focus on technology use in TEYL

g) with the full text available

h) studies focusing on language development in general*

i) studies focusing on different technologies**
The date range was limited to 2014-2024 to capture recent developments in technology-enhanced
language learning, particularly the increasing use of mobile applications, digital platforms, and
interactive learning tools in language education.
*The current systematic review focuses on enhancing young learners’ speaking skills using
technology. Accordingly, the studies that focus only on speaking skills are quite limited. For that
reason, the studies focusing on speaking skills with other skills and on language development were
also included in the review.
**As there are different types of applications and tools under the umbrella of “technology”, while
searching the keywords, “game”, “song”, “online”, and “media” keywords were also used
interchangeably.
Studies that did not meet the inclusion criteria were excluded. Also, the studies were not included
as data for this systematic review if they:

a) focused on the technology itself rather than its effects on teaching

b) include older age groups

c) focused on the different subjects (only reading or writing)
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Table 1 shows the number of articles retrieved from the Web of Science database. A total of 193
records were initially identified. After removing duplicate records and applying the inclusion and
exclusion criteria through title, abstract, and full-text screening, 10 studies were retained for the
final review.

Table 1

Keywords Searched and the Number of Articles Selected

Keyword Results Selected
(((ALL=(young learner and efl)) OR ALL=(young learner and 22 4
esl)) AND ALL=(technology )) AND ALL=(speaking)

(((ALL=(young learner and efl)) OR ALL=(young learner and 6 0
esl)) AND ALL=(online )) AND ALL=(speaking)

(((ALL=(young learner and efl)) OR ALL=(young learner and 4 1
esl)) AND ALL=(game )) AND ALL=(speaking

(((ALL=(young learner and efl)) OR ALL=(young learner and 29 1
esl)) AND ALL=(game))

((ALL=("young learner")) AND ALL=(technology)) AND 1 0
ALL=(ESL or EFL)

(ALL=(young esl learners)) AND ALL=(media) 7 0
((ALL=("young learner*" )) AND ALL=(game*)) AND 4 1
ALL=(ESL)

((ALL=("young learner*" )) AND ALL=(technology*)) AND 7 0
ALL=(ESL)

((ALL=("young learner*" )) AND ALL=(online*)) AND 3 0
ALL=(ESL)

(((ALL=("young learner*" )) AND ALL=(game*)) AND 2 0
ALL=(EFL)) AND ALL=(speaking)

teaching speaking to young ESL learners 15 0
teaching speaking to young 27 0
teaching speaking to young ESL learners 1 0
teaching speaking to "young learners" 50 2
teaching speaking to "young learners" through technology 3 0
enhancing "young learner*" speaking 12 2
TOTAL Number of Articles 193 10
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Having finished collecting data, Microsoft Excel has been used to help organize the results of a
literature search according to categories.

Figure 1

Data Selection Process
Keyword Database Scr:ﬁgilg“gtjnd Coding in
selection selection check Excel

Coding

Having collected all the relevant studies, codes were developed based on the research questions to
systematically analyze each study according to specific features. The content analysis method
(Wallen & Fraenkel, 2013) was used to identify the characteristics in studies. Twenty-one
categories were initially coded across the studies. Eight key categories were subsequently selected
for detailed analysis in this review. The categories coded are L1 of the participants of study (4),
ages of the participants (8), education levels of the participants, theoretical framework stated in
the study (9), research approach of the study (11), education level of the participants (15), type of
technology used in the study (16), the tool used in the study (17), and outcomes of the study (21)

. Table 2 shows all categories coded.

Table 2

Coding categories

1. Study ID 8. Age of the Participants  15. Education Level

2. Title of the Article 9. Theoretical Framework  16. Type of Technology Used

3. Year of Publication 10. Research Method 17. Digital Tools

4. L1 11. Research Approach 18. Focus of Investigation

5. L2 12. Education Type 19. Data Collection Materials/Tools
6. Country 13. Task 20. Statistical Analysis

7. Journal 14. Length 21. Outcomes of the Study
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Richards’ (2003) criteria for evaluation were used while developing categories to code, which helped make
sure that codes were assigned to the right category, based on their content, and that categories were mutually
exclusive.

Based on several aspects that ran across most articles, the common features such as the theories, methods,
and analysis used, and the results were extracted from the articles.

When no theoretical framework was explicitly stated or could be inferred, the article was assigned as “not
reported”.

Findings

This section presents the findings of the systematic review based on eight coding categories selected for
analysis: participants’ L1, age group, educational level, theoretical framework, research approach, type of
technology used, digital tools/applications, and study outcomes. The findings are presented according to these
categories to provide a systematic overview of how technology has been used to support young learners'

speaking development.

Figure 2
Participants' L1
The first category reviewed is the L1 of the participants
Taiwanese across the studies. Figure 2 shows the percentage
distribution of participants' first languages (L1) across the
french reviewed studies. Chinese and Taiwanese are the most
Farei spoken languages with 33% and 22%, respectively. It is

seen that there is a broad distribution of languages

Serbian included.

Swedish

Chinese

Gadgets and tools used in studies are essential to understand the upward trends in teaching speaking to young
learners. Table 3 shows the frequency of the gadgets included in research in the last decade.
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Table 3

Types of Technology Used

Gadget Frequency (f) Percentage (%)
Tablet 4 33.33
Smartphones 3 25.00
Computers 2 16.67

Robot 1 8.33

Tangible object 1 8.33

Gadgets used in playing digital games 1 8.33

Cospaces (a VR software package with VR 1 8.33

headsets)

Table 3 shows that among devices examined, tablets emerged as the most frequently utilized, with 33.33%
of the total; smartphones followed closely, accounting for 25% of reported studies. Computers represented
16.67% of usage, highlighting their moderate role in fostering speaking skill development. Other gadgets—
including robots, tangible objects, digital game-playing devices and virtual reality tools, such as Cospaces
with VR headsets—each comprised 8.33% of overall usage.

The type of applications, websites, and media is another category to be aimed to help understand the
tendencies in fostering young learners' speaking skills. Table 4 shows the distribution of applications,
websites, and media included in the studies.

Table 4

Digital Tools and Applications

Type of application / website / media used Frequency (f)
Club Penguin Island (online game) 1

R&T learning platform: Message Queuing Telemetry Transport 1
(MQTT)

Papa (application)

No application mentioned

Cartoons (Peppa Pig)

ABCmouse English (created by Age of Learning, Inc.)

N I I

The StemUp application (AR-based mobile English courses)

Table 4 reveals that three of the studies did not report any applications, websites, or media. It is seen that
there is a wide distribution of sources used across the studies. Club Penguin Island, an online game, and

ABCmouse English, a structured language learning platform, represent tools aimed at providing engaging,
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interactive learning experiences. The R&T learning platform, based on Message Queuing Telemetry
Transport (MQTT), and The StemUp application, which incorporates augmented reality (AR) for mobile
English courses, highlight the use of innovative technologies for language practice. The Papa application
provides another individualized learning approach. One study cited cartoons, and three studies did not specify
any application, indicating either a lack of digital integration or reliance on more traditional methods.

Research approach is another category included to have a deeper understanding of the research done in the

literature. Table 5 below shows approaches mentioned across the studies.

Table 5

Research Approaches
Research approach Frequency (f) Percentage (%0)
Quasi-experimental design 2 20.00
Not reported explicitly 7 70.00
Case study 1 10.00

Regarding the research approach, which is another category reviewed in this paper, Table 5 shows that seven
of the studies did not report the research approach applied in the study explicitly. Two of the studies run a
quasi-experimental design.

Another category of the review is the outcome of the studies. Figure 2 reflects how outcomes are categorized

across the studies.

Figure 3

Study Outcomes
20 : In Figure 3, itis
351 seen that studies reviewed revealed a range

3.0 1

of outcomes concerning technology's

b
n
)

efficacy in improving young learners'

Frequency
N
(=]

speaking skills. The findings were

=
n
|

delineated into three primary themes:
1. A Positive Effect: Three studies

=
o
L

bt
n
1

illustrated a generally affirmative

o
=]
|

Positive Effect Significant Difference Improvement in

Language Performance influence of technological tools on

Categories

speaking abilities, indicating
enhancements in learner engagement, confidence, and willingness to communicate in English.
2. A Significant Difference: Conversely, another three studies revealed statistically significant disparities

in speaking performance between learners utilizing technology-based interventions and those adhering to
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traditional learning methods. This highlights the effectiveness of technology in securing measurable
advancements.

3. An Improvement in Language Performance: Furthermore, two studies underscored remarkable
improvements in overall language performance. These gains included fluency, pronunciation, and speaking
accuracy, which are crucial components of effective communication. Although the findings are compelling,
further research is necessary to solidify these conclusions.

Theoretical frameworks that studies were based on is another category coded to review in the paper. Table 6
shows the frameworks reported under the “theoretical framework” sections of the studies.

Table 6

Theoretical Frameworks

Theoretical Framework Frequency
Negotiated interaction and focus on form by Varonis and Gass 1
(1985)

Focus-on-form episode (FFE) defined by Ellis, Basturkmen, and 1

Loewen (2001)

Task-Based Learning

Dialogue systems on pronunciation and WTC

Computer-assisted language learning

Van Lier’s (2004) ecological, semiotic and sociocultural perspective

Robot-Assisted Language Learning (RALL)

The engagement theory (Kearsley and Schneiderman, 1998)

I e e N N I I LS

Not mentioned under the theoretical framework section

In Table 6, it is seen that Task-based Language Learning has been used in two different studies while other
frameworks were studied once. It can be concluded there is no specific theoretical framework emphasized in
the literature.

The last two categories to be reviewed are the level of education and the age span of the participants, which

are shown together in Table 7.

Table 7
The Level of Education and the Age Span of the Participants

Level of education Age span Frequency
Kindergarten 3-6 3
Elementary (no info about the grade) 5-6 1
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4™ and 5 grade 10-11 4

6t grade 11-12 2

Table 7 shows a diverse range of age groups (and educational backgrounds), illustrating a wide distribution
of young learners across studies. Most of the studies run their research in 4" and 5" grades (%40 of the
studies). Three studies concentrated on children in the early stages of education which corresponds to
kindergarten (ages 3-6). Two studies concentrated on somewhat older learners, generally moving from
elementary to middle school which is 6" grade.

Discussion

The current systematic review has been conducted to explore how technology can enhance the speaking of
young learners within an English language learning environment. It examines 10 studies carried out over the
period 2014-2024, presenting various digital tools and applications employed in language development,
especially speaking. Findings were organized according to the eight key categories identified during the
coding process, namely participants’ L1, age group, educational level, theoretical framework, research
approach, type of technology used, digital tools/applications, and study outcomes.

The review showed the heterogeneity in participant characteristics of age and education level. The majority
of the studies involved 10 and 11-year-old learners from 4th and 5th grades. Few studies so far have involved
kindergarten-age young learners, aged three to six years, and older 6th-grade learners. This means that even
though technology is being used across a wide age range, further research is required concerning very young
and older transitioning students.

With respect to the type of technology and digital tools used, results revealed the tablet as the most
implemented device, followed by smartphone and then computer. Robots, virtual reality headsets, and
augmented reality applications were innovative tools. These findings point to a growing variety of
technological tools at educators' disposal that come with a series of quite singular advantages in terms of
engagement and interaction. Similar findings were reported by Hsieh et al. (2023), who found that a robot
and tangible object (R&T) integrated learning system improved elementary EFL learners’ pronunciation and
willingness to communicate in English. Furthermore, Wu and Hung (2022) reported that virtual reality-
infused instruction significantly improved elementary school students’ English-speaking performance,
willingness to communicate, and learning autonomy.

The analysis of theoretical frameworks was highly diverse; TBL was the most-mentioned framework. Among
others, a few studies are based on ecological and semiotic as well as on sociocultural perspective by Van Lier
(2004) or negotiated interaction models. That diversity of framework is a sign of the lack of one unified

ground of theory on using technologies to enhance speaking skills.
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The outcomes of the studies on the effectiveness of technology in speaking skills were similarly positive
across the studies reviewed. For instance, three studies reported a general effectiveness that included
increased engagement, statistically improved speaking performance on technology-based interventions
relative to non-technological ones, while two reported overall gains in language performance, including
fluency and pronunciation. These findings align with prior literature emphasizing the potential of technology
to create engaging, low-anxiety environments conducive to language practice (Hwang & Chen, 2013; Sun et
al., 2017).

Despite these promising results, several gaps remain. First, many studies did not report their research
approaches, and there was limited discussion of long-term outcomes. Besides, the limited number of studies
using advanced technologies such as augmented reality and robotics calls for more empirical research in these

areas.

Conclusion
This systematic review gives insights into the use of technology to enhance the speaking skills of young
learners. It emerges from this study that different digital tool facilities like tablets, smartphones, virtual reality,
and game-based platforms can assist in the process of language development. They have been seen to boost
the engagement of the learner, reduce anxiety, and grow confidence in speaking English.
It certainly does have major implications for educators and curriculum designers. It is apparent that educators
in the language classroom can use various technological tools to interactively engage learners with language
learning, promoting speaking practice. Besides, this present study has shown that using a task-based learning
approach combined with appropriate digital tools contributes to significant improvement in students' speaking
performance. The successful integration of technology, however, also depends on teachers’ perceptions,
preparedness, and willingness to incorporate digital tools into language instruction (Taghizadeh & Hasani
Yourdshahi, 2020).
This systematic review has several limitations. First, the review included only 10 studies that met the
established inclusion criteria, which may limit the generalizability of the findings. Second, only studies
indexed in the Web of Science database and published in English were included, which may have resulted in
the exclusion of relevant studies from other databases or languages. Third, the review relied on the
information reported in the selected studies, and some studies did not explicitly describe their research
approaches or theoretical frameworks. Despite these limitations, the review provides valuable insights into
the use of technology for enhancing young learners’ speaking skills and identifies important directions for
future research.
Future research should focus on longitudinal investigations of the long-term effects of technology on speaking
development. In addition, more studies involving younger learners and emerging technologies, such as
augmented reality and virtual reality, are needed. Researchers may also explore the combined use of multiple
technologies to better understand their impact on speaking proficiency.
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This review ends on the promising role of technology in developing speaking skills among young learners.
The role of technology in language education will be more important when more empirical research and
theoretical development are pursued to help young learners be more confident and proficient speakers of

English.
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Evaluating Intercultural Communicative Competence of A Turkish Local EFL Textbook
Sinem YILDIZ

Dog¢. Dr. Eda DURUK

1. INTRODUCTION

Textbooks are the main lesson materials in an English as a foreign language class. Students from various
backgrounds utilise textbooks to acquire many aspects of a second language, like vocabulary, grammar forms,
language skills and culture. According to Richards (2002), textbooks are the main provider of language practice
and input for the pupils. Especially in countries where learners are exposed to a small amount of language via
media or cannot even be exposed to the language in their daily lives, textbooks are the main source for acquiring
a second language. Additionally, focusing only on forms or vocabulary in foreign language teaching (FLT) is not
adequate for effective communication, which is the main reason for FLT. Learners also must be familiar with

communicative components to converse in the foreign language properly and effectively.

It is not surprising that a textbook is an important material to carry out the culture to the pupils who cannot
gain the target culture in their daily lives. Therefore, a textbook should convey the cultural elements objectively
without any bias. Nida (2003) states that vocabulary, idioms, expressions, and the structure of a language reflect
culture as well as how culture shapes language, and intercultural interactions create both new opportunities and
challenges for foreign language study. The importance of culture and intercultural communicative competence
(ICC) in foreign language teaching classes has been emphasised over the years. Intercultural competence is the
ability of learners to communicate properly and effectively in different social contexts with individuals from other
cultures. Skills, knowledge, and critical and behavioural cultural awareness that create effective communication
are integrated with the acquisition of intercultural communicative skills (Byram, 1989); hence, designing and
using textbooks that present balanced intercultural elements (local culture, the target -foreign language’s- culture,
and global culture) are crucial for language acquisition to provide cultural communication skills, which are

necessary for effective communication, to pupils.

In Tiirkiye, the textbooks are designed by local publishers, and then the ones that are approved by the
Ministry of National Education (MoNE) are distributed to all schools around the country. It is mandatory to use
these textbooks as main lesson materials. Even though this is a good strategy to provide standard textbooks to all
pupils in the country, it is highly possible that some bias or deficits about reflecting different aspects of culture
may occur in the textbooks that are locally developed. The most observed limitations of locally developed
textbooks are a lack of target and intercultural features, stereotyped or superficial cultural situations, limited

interactions, and non-authentic materials (Byram, 1997; Kramsch, 1993). To prevent or detect this possibility,
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textbook evaluation is crucial to developing the quality of the textbooks that are mainly the source of intercultural

communicative competence.

2. LITERATURE REVIEW

3.1. Intercultural Communicative Competence and Textbook Designing

Textbooks must include balanced global, local, and target culture aspects to provide a better understanding
of language. ‘Glocalization’, which means combining local and global features to form a balanced cultural
presentation, generates better support for intercultural communicative competence and fulfils educational
standards (Toprakci & Ozaydinli, 2021). According to Dasli (2011), there are three moments for acquiring ICC:
cultural awareness occurs when the learners get exposed to the local culture; another moment is cross-cultural
mediation, which requires tolerance and respect for other cultures; and the last moment is critical intercultural
language pedagogy, which creates awareness about the limitations of looking from the perspective of only one

dominant culture and creates a need for communication with individuals from other cultures.

There are some specific ways available to design textbooks according to ICC. Using authentic texts,
integrating cultural learning into foreign language teaching, providing various cultural perspectives, encouraging
critical thinking, fostering empathy, and using hands-on activities such as cooking traditional foods or organising
cultural events (like Halloween and New Year’s Eve) can be utilised while designing not only textbooks but also

any foreign language materials to promote ICC (Bennett, 1993; Byram, 1997; Kramsch, 1993).

3.2 Previous Studies in Tiirkiye

Numerous studies have examined Turkish EFL coursebooks to determine how well they include cultural
components and ICC. Divergent trends in the representation of target, local, and global cultures, as well as
qualitative gaps in the pedagogical integration of these elements, are revealed by a critical analysis of the literature
rather than a uniform progression over time. By synthesising these diverse findings, clear thematic patterns and

significant research gaps regarding the depth and application of multicultural content emerge.

A prominent theme across the literature is the overwhelming dominance of target cultures, particularly
British and American, often at the direct expense of local and global elements. Local or/and global cultures are
often under-represented, neglected, (Arslan, 2016; Kog, 2017; Sarigoban & Kirmizi, 2020; Ugurlu & Tas, 2020),

or addressed superficially (Celik & Erbay, 2013), according to several research. For instance, Toprak and
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Aksoyalp (2015) measured this difference and found that the USA (42%) and the UK (48%) dominated the
cultural content, whereas other English-speaking inner-circle countries including Australia (6%), Canada (3%),
and New Zealand (1%) were much under-presented. Students' comprehension of global English diversity and
authentic, real-world interactions among non-native speakers is restricted by this excessive focus on mainstream
British and American English (Cakir, 2021). As a result, textbooks frequently portray a homogenised vision of
target cultures (Dimici et al., 2018), which has led many educators to realise that locally focused materials do not

provide the wide intercultural experience required to prepare students for communication in the real world

(Toprak¢1 & Ozaydinli, 2021).

Although target cultures often dominate, certain studies show times of change or localised dominance,
which are frequently linked to curricular changes or particular textbook choices. Kirkgéz and Aggcam (2011) noted
a successful shift from a strictly target-culture concentration to a more desirable, balanced representation of local,
target, and global cultures after the 2005 curriculum changes. On the other hand, other studies have discovered
the opposite extreme in some situations, seeing a significant predominance of non-Western or local (outer-circle)
cultural aspects over inner-circle ones (Ulum & Bada, 2016; Yigit & Dolgunsoz, 2023). However, there are
limitations to this localised approach as well. Textbooks that primarily emphasise local components frequently
show little intercultural diversity, which makes them less useful for fostering students' general intercultural

awareness (Toprak¢1 & Ozaydinli, 2021).

Beyond geographic differences, the literature reveals a serious lack of depth in the representation of
diversity. Cultural aspects are sometimes criticised for being shallow; Toprak and Aksoyalp (2015) found that
58% of cultural representations were simple mentions rather than genuine depictions or expositions. Significant
thematic blind spots remain even though higher-level textbooks often have more complex and realistic cultural
descriptions (Toprak & Aksoyalp, 2015) and successfully balance 'Big C' (history, geography) and 'little c¢' (daily
routines) subjects (Bocili & Razi, 2016). Important societal issues including political orientation, socioeconomic
status, and disability are hardly ever discussed, while sexual orientation is completely absent (Dimici et al., 2018).
Additionally, coursebooks usually fail to question students' underlying opinions, avoid sociopolitical issues or
taboos, ignore racial and ethnic stereotypes, and offer little to no exposure to regional idioms, colloquial language,

or slang (Gedik Bal, 2020).

Combining these results exposes significant educational flaws that indicate a glaring research need.
Additionally, cultural content is primarily embedded within receptive skills (reading and listening) rather than
productive skills, which limits students' active engagement with ICC. Even when textbooks successfully use
authentic texts or multimedia to inspire students to compare cultures (Bocii & Razi, 2016; Gedik Bal, 2020),
teachers are severely limited by a lack of specific guidance in teachers' manuals regarding how to successfully
incorporate these elements into their lessons (Bocii & Razi, 2016). In the end, most of the material that is currently
available concentrates on measuring the frequency and geographical distribution of cultural representations.

Therefore, there is a large research gap in understanding how future learning materials can go beyond superficial
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calculations to deeply integrate inclusive, critical multicultural realities into productive language skills and how

to offer the thorough pedagogical frameworks needed for teachers to successfully teach these elements.

3.3. Purpose of the Current Study

Findings of the studies in the field are not on common ground, even though some of them share similar
results, which is not surprising due to examining different coursebooks written for different language levels, age
groups, or needs. Every coursebook is individual, just like human beings in terms of features, so different results
are expected. The focus must be on developing these lesson materials by detecting their handicaps and providing
beneficial suggestions to train pupils to become global citizens who are open-minded, critical thinkers without
prejudice, avoid stereotypes, look beyond limits, are curious about other cultures, and are tolerant of other ideas
and cultures. Therefore, this study aimed to analyse reading texts of a MoNE-authorised local textbook, ‘Move

Up 5th Grade’, which is currently being used currently in Tiirkiye in terms of ICC by examining:

1. What are the frequencies of the target, local, and global cultures in the current textbook, and are these

elements presented in balance?

2. How does the textbook present ICC according to Yuen’s framework (2011)?

3. METHODOLOGY

Descriptive content analysis systematically categorises and defines the content and was adopted to examine
the textbook. Instead of decoding the content's underlying meanings or implications, this approach highlights
what is directly mentioned in the text, according to Krippendorff (2018), and aims to supply an objective and
comprehensive synthesis of the subject under analysis. Without exploring their causes or effects, this method
focuses on characterising the content's visible features, such as the frequency of certain specific themes or topics.
Therefore, this method is suitable for categorising the elements of culture and measuring the frequency of these
elements. Besides, by focusing on what is specifically presented in the dataset, descriptive content analysis seeks

to maintain objectivity.

Additionally, Creswell’s descriptive phenomenology pattern (2013), one of the qualitative research
paradigms, was adopted while developing the study. As a result, research questions were developed first, followed
by the selection of the coursebook. Lastly, the collected data were analysed considering the study's research

questions.
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3.1 The Material

The selected textbook, ‘Move Up 5th Grade’, written by Akseki et al. (2024), was authorised as a textbook
by the Turkish Ministry of National Education (MoNE) between 2024 and 2030 for secondary school 5th-grade
students for the new system of education. The EFL textbook was developed by Turkish authors and publishers
for Turkish students.

The textbook is aligned with the MoNE’s new curriculum and aims to support foreign language learning
through engaging content. The textbook includes interactive activities that support communicative skills and
activities that integrate four skills. The topic-based textbook, with the integration of the communicative approach,

is composed of 10 units.

Table 1. Content of the Textbook

The Unit ~ The Topic

Unit 1 Hello!

Unit 2 My Town

Unit 3 Games and Hobbies
Unit 4 My Daily Routine
Unit 5 Health

Unit 6 Movies

Unit 7 Party Time

Unit 8 Fitness

Unit 9 The Animal Shelter

Unit 10 Festivals

Image 1. A written example from a listening activity. (Unit: 2 - My Town, Image 2. Example of a

page: 25)

Pard ! I . .
92: o t’:g:’:" g I visual that includes text

Well, I think it is (Unit: 7 - Party Time, page: 65)

i\% on Moon Street.
|
! No. On Moon Street.

il
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In terms of finding the answers to the research questions, cultural aspects of the written texts of the textbook
were detected and then categorised according to the units, amounts, and sections that they were detected in and
cultural aspects. Written texts, except for production activities, were included in the current study. Written
examples of the listening activities were also included, as well as visuals that included texts such as infographics
and posters. Various types of texts were available in the textbook, such as comics, blog entries, and social media

messages.

4.2. Data Analysis

Reading texts of the selected textbook was evaluated by the descriptive content analysis according to
Yuen’s data analysis framework (2011). The framework focuses on how culture is portrayed in English-language
textbooks, specifically looking at how cultural features are integrated into educational materials. The framework
promotes an understanding of how cultural values, identities, and perspectives are expressed by offering a

systematic method for classifying and analysing cultural elements.

Yuen categorises culture in four dimensions according to their origin: source culture (which defines the
local culture of the EFL learners, for instance, Turkish culture in the textbook for the Turkish students), target
culture (the culture of the foreign language content, such as British and American), global culture (the cultures
of other countries except for the source and target cultures), and lastly, neutral culture (universal or culture-free
elements like abstract themes). In the current study, all English-speaking countries were included in the target

culture, while categorising, Turkish culture is named as the local culture, and neutral culture was not included.

Additionally, products, practices, attitudes, and persons are the four primary categories into which this
model divides the cultural content. The first category, products, included abstract art concepts like folklore or
legends and concrete art like poems or sculpture. Cultural features like entertainment, cuisine, clothing, education,
laws, and religions were all regarded as products under the mentioned framework. The second category, practices,

covers the behavioural patterns of a specific society, including its rituals, daily life regulations, and usage of
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personal space. The third category is perspectives, which include a society's core values, beliefs, customs,

traditions, and worldviews as well as its myths, superstitions, and sources of inspiration. Persons, the final

category, encompassed both famous individuals and fictional or anonymous members of a specific culture.

4. RESULTS

4.1 The Frequencies of the Target, Local, and Global Culture

The analysis showed that the cultural aspect of the textbook displays a dominance of the target culture

(Anglo-Saxon culture) (49.9%), with half of all cultural aspects that were presented in the textbook. Target

cultures were followed by global culture (26.3%) and local culture (24.9%), with a minor difference between

them. 76 aspects of culture were detected: 38 target cultures, 20 global cultures, and 19 local cultures.

Besides, the distribution of cultural aspects in the textbook reveals significant imbalances in how different

cultures are represented in each of the units. As shown in Table 2, the first unit contains the highest number of

cultural aspects (14) with an equal focus on local culture (5), global culture (5), and target culture (4). In contrast,

the fifth unit includes only two cultural aspects, both from the target culture.

Table 2. Distribution of Cultural Aspects in the Textbook

Local Target Global Total

Culture Culture Culture
Unitl 5(35.7%)  4(28.5%) 5 (35.7%) 14
Unit2 3(33.3%) 1(11.1%) 5(555%) 9
Unit3 2 (20%) 4 (40%) 4 (40%) 10
Unit4 2 (66.6%) 1 (33.3%) 0 (0%) 3
Unit5 0 (0%) 2 (100%) 0 (0%) 2
Unit6 1(125%) 6 (75%) 1(125%) 8
Unit7 1(12.5%) 5(62.5) 2 (25%) 8
Unit8 2(28.5%)  3(42.8%) 2(285%) 7
Unit9 0 (0%) 9 (90%) 1 (10%) 10
Unit 10 3 (50%) 3 (50%) 0 (0%) 6
Total 19 (24.9%) 38(49.9%) 20(26.3%) 76
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Some units do not include certain aspects of culture, while others include them in enormous amounts. Unit
4, unit 5, and unit 10 do not contain any global cultural aspects at all. Similarly, units 5 and 9 do not incorporate
any local cultural aspects. On the other hand, target cultural aspects were present in every unit of the textbook.

The most repeated cultural aspect in a unit is the target culture in unit 9, which appeared nine times.

Moreover, analysis of the distribution of global cultural aspects shows a dominance of Japanese culture,
which was presented 10 times. It is possibly because one of the main characters of the textbook, Aki, is Japanese.
It is followed by India, which appeared 7 times. Except for these two, Germany (4 times), China (2 times), Spain

(2 times), Africa (1 time), and Northern Europe -Vikings- (1 time) were presented as global cultures.

4.2 The Cultural Aspects in Relation to the Four-P-Framework

Analysis of the Four-P-Framework that was developed by Yuen (2011) demonstrated that the predominant
cultural aspect is persons (41.3%), which appeared 19 times. This aspect focuses on people who represent cultural
ideals, including celebrities, historical figures, and regular people. By sharing personal tales and examples,
highlighting individuals can increase the relatability and interest of the learning process. It is followed by practices
(32, 6%), and it is presented 15 times. Practices include activities, rituals, and traditions like festivals and
celebrations that are part of the cultural experience. This aspect helps learners understand how culture is lived
and expressed daily. Products (26%) appeared 12 times throughout the textbook. Products are material cultural
aspects, including music, art, literature, landmarks, places, and food. By incorporating items into the textbook,
students can get an appreciation for the artistic and material creations of various cultures. The perspectives aspect
is absent in the textbook except for the other aspects. Perspectives are about values, beliefs, superstitions,
perspectives, myths, and inspirations of any society, and these elements are often abstract and require a level of

cognitive maturity to understand fully.

Table 3. Distribution of Cultural Aspects in relation to the Four-P-Framework

Persons Products Practices Perspectives Total
19 (41.3%) 12 (26%) 15 (32.6%) 0 (0%) 46

The distribution of the cultural aspects in units of the textbook is unbalanced, as can be seen in Table 4. The
most repeated cultural aspect is practised in unit 10, while some aspects were absent in some units. For example,
products is absent in unit 3, unit 5, unit 7, unit 8, and unit 10. In addition, practices are missing in unit 4, unit 5,

unit 6, and unit 9. The only aspect that was presented in all units is persons.
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Table 4. Distribution of the Cultural Aspects in each unit

Unit Persons Products Practices Perspectives
Unitl  3(15.7%) 2 (16.6%) 1 (6.6%) 0 (0%)
Unit2  1(5.2%) 3(24.9%) 1 (6.6%) 0 (0%)

Unit3  5(26.3%) 0 (0%) 1 (6.6%) 0 (0%)
Unit4  1(5.2%) 1 (8.3%) 0 (0%) 0 (0%)
Unit5  1(5.2%) 0 (0%) 0 (0%) 0 (0%)
Unité  1(5.2%) 4 (33.3%) 0 (0%) 0 (0%)
Unit7  2(10.5%) 0 (0%) 5(33.3%) 0 (0%)
Unit8  2(10.5%) 0 (0%) 1 (6.6%) 0 (0%)
Unit9  2(10.5%) 2 (16.6%) 0 (0%) 0 (0%)
Unit10 1 (5.2%) 0 (0%) 6 (39.9%) 0 (0%)
Total 19 12 15 0

4.2.1 Aspect of Persons in the Textbook

Persons is the most repeated cultural aspect (41.3%) and is presented in all units. There were no famous or
anonymous individuals presented in the textbook. Only the characters that were produced by the authors were
available. This limits the cultural depth and real-world experience that learners can gain from these examples.
Adopting real people from different parts of the globe presents better examples to the learners through their
success stories, as well as create meaningful and authentic materials. Therefore, the persons presented in this

textbook are problematic even though it is the aspect that has the highest amount.

4.2.2 Aspect of Products in the Textbook

Products is the least occurring aspect after the perspectives in this textbook, as they only appeared 26%
by appearing 12 times. Moreover, this aspect is entirely absent in Units 3, 5, 7, 8, and 10. Products is represented
in various ways, like cuisine (pancakes), street and school names (Misak-1 Milli Secondary School), movie names,
and movie characters, such as ‘Ice Age’ and ‘Dobby’ (a fantastic character from the Harry Potter series). Some
of the examples from the textbook can be seen above. On the other hand, some of the movie and character names
were created by the authors of the textbook therefore they were not authentic, just as mentioned in the persons

section. Products, especially those related to cuisine and popular media, which are related to daily life, can
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significantly improve learner engagement and interest. Only one example of cuisine is available; locations were

limited to school and street names.

Image 4. Example of products aspect (Unit: 2 - My
Town, page: 26)

~ &
R
2

/’
/ . %

s

Image 3. Example of products aspect (Unit: 6 -

Movies, page: 52) 7
- (’n\\_‘ hem®

———— Turn right on Necip Mirkelamoglu Street. Go
I like funny and helpful straight ahead. Go past the gym and turn left.
characters. For example, Dobby Go along, and my school is opposite the street.

' ‘ - 21:00 /.

4.2.3 Aspect of Practices in the Textbook

Practices is the second most common aspect (32.6%) in this textbook. It appeared 15 times on different
occasions, like festivals and celebrations around the globe (e.g., Children’s Day, US Open, Hanami, Holi India,
and Mother’s Day) and events like BBQ parties, as demonstrated in the images below. The most repeated practices

are Indian festivals in the textbook.

Image 6. Example of practices aspect (Unit: 7 -
Party Time, page: 63)

/ Mother's Day is in
page: 88) - May. It's on Sunday.
=" I must buy flowers
e N for my mom.
“ (Hoh Indiaisa famous festival in Inc@ Se P
(When do they celebrate IT?} 2{“’16)’ celebrate 1T TN NGk ) L M

(How long does it last? }-,

Image 5. Example of practices aspect (Unit: 10 - Festivals,

{IT lasts for two days)

5. DISCUSSION

The target culture (Anglo-Saxon), which makes up over half (49.9%) of all cultural aspects in the
investigated textbook, is clearly dominant, according to the study's findings. This dominance of the target culture
is consistent with a large body of prior research assessing EFL coursebooks that have been utilised in Turkiye,
which often reports an excessive dependence on American and British cultures at the direct expense of local and
global perspectives (Cakir, 2021; Celik & Erbay, 2013; Sarigoban & Kirmizi, 2020; Toprak & Aksoyalp, 2015;
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Ugurlu & Tas, 2020). Although this emphasis seeks to acquaint students with the traditions of English-speaking
nations, it inevitably limits students' exposure to real-world interactions with non-native speakers and their
comprehension of the variety of English worldwide (Cakir, 2021; Dimici et al., 2018). On the other hand, some
studies in the literature have noted opposite trends in particular contexts, such as a more balanced representation
that was briefly achieved after the 2005 curriculum updates (Kirkgdz & Agcam, 2011) or a strong dominance of
local or outer-circle cultures (Ulum & Bada, 2016; Yigit & Dolgunsdz, 2023). However, the current textbook's
marked under-representation of both local (24.9%) and global (26.3%) cultures suggests a lost chance to promote
ICC through 'glocalization', a pedagogical strategy that blends local and global characteristics to provide a
necessary, balanced cultural presentation (Toprak¢1 & Ozaydinli, 2021).

Beyond the overall frequencies, the current analysis shows a highly uneven distribution of cultural
elements within the textbook's many units, with some units having neither local nor global cultural features at
all. The criticisms of the unequal integration of cultural elements in the larger literature are reflected in this
uneven distribution. Celik and Erbay (2013) criticised textbooks for presenting an unbalanced global perspective.
Learners are denied a consistent and all-encompassing educational experience when cultural elements are
dispersed unevenly and lack depth. Textbook authors must make sure that cultural components are systematically
and fairly incorporated into every unit in order to truly promote ICC. According to Bocii and Razi (2016), this
methodical approach allows students to consistently interact with and contrast foreign cultures with their own, a

practice that has been effectively seen in internationally focused textbooks that incorporate actual content.

'Persons' is the most stated cultural feature (41.3%), followed by 'practices' (32.6%) and 'products' (26%),
according to the study based on Yuen's (2011) Four-P Framework. However, the exclusive usage of fictional,
author-created characters rather than real, well-known, or common people from different cultures is a crucial
qualitative problem found in the current study. This lack of authenticity reflects instructional issues expressed in
earlier research and lessens the materials' cultural depth. Scholars like Gedik Bal (2020) and Bocii and Razi
(2016) emphasised how important it is to use genuine texts, pictures, and videos to inspire students and establish
linkages to the real world. Additionally, the textbook's cultural diversity is restricted by the limited inclusion of
tangible 'products' (like various international cuisines and monuments) and the frequent application of certain
'practices' (like an over-representation of Japanese and Indian aspects). According to Toprak¢1 and Ozaydiml
(2021), using internationally inclusive and realistic materials provides students with more intercultural
experience and significantly better prepares them for communication in the real world than localised, fake

scenarios.

Lastly, a major thematic absence in the current textbook is highlighted by the total lack of the
'perspectives' element, which includes values, beliefs, myths, and perspectives. The 10-11-year-old target
learners' cognitive developmental stage, which is Piaget's (1971) concrete operational stage, and the fact that
they may have trouble grasping extremely abstract cultural concepts, is probably the cause of this absence. This

result is in line with research showing that cultural descriptions tend to get more complicated as learners get
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older and more proficient (Toprak & Aksoyalp, 2015). However, the larger body of research emphasises that a
simplified and homogenised understanding of culture frequently results from the ongoing neglect of deeper
cultural perspectives. Critical social topics, including socioeconomic status, political orientation, taboos, and
stereotypes, are often ignored or completely omitted in Turkish EFL coursebooks, according to studies by Dimici
et al. (2018) and Gedik Bal (2020). In order to move beyond superficial cultural awareness and lay the foundation
for critical intercultural thinking, textbook designers must gradually introduce accessible perspectives, such as
common cultural superstitions or everyday beliefs, while also ensuring that cultural content is aligned with the

cognitive maturity of young learners.

6. CONCLUSION

The target culture (Anglo-Saxon) represents almost half (49.9%) of the cultural content in the textbook.
Although this improves language skills, it restricts exposure to a wider variety of cultural experiences. The under-
representation of local cultures (24.9%) and global cultures (26.3%) demonstrates the need for a more balanced
approach. Besides, there is an unequal distribution of cultural elements among the units; some units completely
lack particular cultural features. This difference may result in little exposure to other cultures. It is advised that
local, global, and target cultures be more equally included in order to offer a thorough and inclusive educational

experience that promotes intercultural communicative competency in addition to language proficiency.

In terms of Yuen's framework (2011), the textbook primarily focuses on the person's aspect and uses
made-up characters, which reduces its relevance in the real world. Because practices and products are under-
represented, cultural exposure varies throughout units. The lack of the perspectives aspects is perhaps because
the learners are so young. The integration of real individuals from a variety of cultures and the development of
tangible cultural items are among the recommendations. Moreover, a balanced presentation of the cultural aspects

is suggested.

6.1 Limitations

This study only focused on one textbook; to deepen the study and improve the field, more than one textbook
can be examined and compared. Furthermore, neither classroom observations from the lessons in which this book
was used as material nor surveys or interviews with instructors or students who used it were conducted

in this study. These might be used by researchers in future research.
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Turkish In-Service English Language Teachers’ Perceptions of Online Education at the

Primary, Secondary, and Tertiary Levels

Sibel AVCI

Introduction

The growing prevalence of technology in modern life has prompted its implications for educational
contexts and has garnered significant scholarly attention. The advantages and disadvantages of
integrating technology into the language classroom, which is deeply embedded in contemporary
educational practices, remain a subject of ongoing debate among educators. Especially after the
COVID-19 pandemic, which affected the whole world and caused school closures in over 150
countries, affecting more than 1.5 billion students (UNESCO, 2021), highlighted the importance of
being able to adapt with technology, and benefiting from it is necessary for both teachers and students.
Fueled by extensive research highlighting the effectiveness of online learning in facilitating language
acquisition, particularly following the COVID-19 pandemic, online and blended learning models
have become increasingly prevalent in ELT contexts (Anderson, 2020; Hodges et al., 2020). This
sudden, unprecedented shift has unknown consequences for educators, as the world still observes its
effects (Al-Samiri, 2021). Teachers' ongoing professional development was the indicator of the
class’s quality. However, after the pandemic, today, English teachers still have problems integrating

technology and using online classes as their medium of instruction.

Online language teaching provides numerous benefits but also challenges for teachers and learners.
Students could learn the language through multiple communication forms, new information could be
received in different formats according to their needs and learning preferences, they can engage in
meaningful student-student and student-teacher interactions, and it is more accessible and practical
compared to traditional face-to-face education. However, there are also drawbacks to online
education. In Lemay’s (2021) research, students claimed they had obstacles with online learning.
Obstacles were not only technological, but also had instructional, social, and affective challenges of
isolation due to the social distancing (Lemay et al., 2021). In this virtual learning environment,
effective factors, such as motivation, anxiety, and attitudes, play a key role in students’ learning (Jiang
et al., 2023). To overcome the issues related to online education, education stakeholders should

improve their digital literacy to create safer and beneficial classrooms.

161



This study focuses on English language teachers’ perceptions of online education in

Tiirkiye. Research questions are:
1. What are the perceptions of in-service English language teachers in Tiirkiye regarding

online education across primary, secondary, and tertiary levels?
2. Do perceptions of online education vary significantly according to teaching experience
(1-5, 6-10, 11-15 years)?
3. Is there a relationship between teachers’ confidence in teaching online and their
willingness to attend further training?
4. To what extent do perceptions of the effectiveness of online education compared to
face-to-face instruction differ between male and female in-service English language
teachers?

Literature Review

Given the growing interest in this topic, particularly in the post-pandemic period, numerous
researchers have conducted studies to examine the EFL teachers’ attitudes toward online education.
In Sarier and Uysal’s (2022) study, teachers claimed that switching to online education provided
lifelong learning opportunities, flexibility, experiencing ERT or hybrid education, digital
transformation in education, and an alternative to student mobility. In Sener et al.’s (2020) research,
although most participants reported positive perceptions toward online teaching, they highlighted
some issues. Teachers claimed they have experienced a lack of technical equipment for virtual
classes, teacher burnout due to increased workload, and a lack of financial support from the
institution. Furthermore, they also claimed a lack of interaction between the teacher-learners and
learners-learners caused low motivation, a lack of autonomy, a lack of standardization in the faculty,
and general internet connectivity issues. In Kadirhan and Sat’s (2024) systematic review, the results
showed the challenges teachers faced with online education. The most important issues were
shortcomings in technology and infrastructure, learner motivation and engagement, technology
literacy among learners and educators, and social and emotional well-being. However, they also
highlighted the positive outcomes of online education, such as learning improvement, flexibility,
convenience, and digital tools and resources. Maleg’s (2024) research with university instructors
showed that due to the lack of technical infrastructure and supplementary online materials, ability to
control the classroom and learners’ participation, and inefficient grasp of lesson content made EFL
instructors less volunteer to use online education as a medium of instruction after the pandemic

therefore, they prefer face-to-face or blended learning over online learning.
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According to research conducted after the COVID-19 pandemic, the reasons or causes that seem to
explain language teachers' lack of preparedness could be attributed mainly to institutional factors,
such as insufficient and low-quality available resources, scarce and low- quality training by
institutions, and inadequate teaching conditions (Romero et al., 2024). However, after the emergency
switch to online education, numerous chances for professional training and workshops in the field of
new technology implementation may offer an excellent solution for teachers to implement online
classes more effectively (Morska et al., 2022). To be able to adapt advantageous online lessons,
teachers should restructure lessons to maintain student engagement, create new assignments and
assessments suited to online learning, and develop proficiency with digital tools and resources to
improve their digital literacy (Hodges et al., 2020). When shifting from traditional to online
education, most teachers held negative attitudes. They implemented online teaching because the
situation forced them, and they did not feel satisfied with their online teaching (Vo, 2022). As Dinger
& Yavuz (2022) claim teachers were primarily reluctant because of the infrastructure issues, lack of
technical equipment (e.g., laptop, camera, and microphone), lack of communication, increase in
workload, constant changes regarding the implementation of online teaching, students’ unwillingness
to turn on their cameras or microphones and just becoming passive listeners, lack of interaction, and
lack of student motivation. However, after the initial adjustment period to this new reality, English
language teachers claimed they are more confident in employing technological skills, materials, and
assessment methods (Winter et al., 2021). They discovered new approaches and techniques to make
their lessons more appealing and attractive (Morska, 2022). To maintain positive attitudes among
language educators, Gao (2023) suggests that tool developers could collaborate with teachers to

design online systems with a friendly interface that is easy to implement in lessons.

However, most of the studies examined the perceptions of online education among in- service EFL
teachers during the pandemic. This study examines the changed or perpetuated perceptions toward
online education among English language teachers in Tirkiye who work at different levels of

education.

Methodology

This research adopted a quantitative survey design to examine and compare the attitudes toward online
education among Turkish ELT teachers who work across primary, secondary, and tertiary levels.
The participants were in-service Turkish English language teachers working in state and private

schools and universities. One hundred twenty-five teachers participated in the study, including 27
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primary school teachers, 87 secondary school teachers, and 11 tertiary-level instructors. There were
102 female participants and 23 male participants. One hundred eight participants work in state
schools, and 17 work in private institutions. A convenience sampling method was used to select the
participants. An online guestionnaire was shared via social media groups over 4 weeks, and the
participation was voluntary and anonymous. Data was collected through a Google Forms
questionnaire. The collected data was analysed through independent samples t-tests and ANOVA via

Jamovi and JASP applications.

Findings

This research involved 125 in-service English Language Teaching (ELT) teachers working in
Tiirkiye. One hundred two of them were female, and 23 were male. One hundred eight participants
worked in public institutions, and 17 worked in private institutions. Twenty- seven teachers worked
in primary school, 47 worked in lower secondary school, 40 worked in upper secondary school, and

11 worked at the tertiary level.

Demographic Category Frequency Percentage
Gender Female 102 81.6%
Male 23 18.4%
Type of Institution Public 108 86.4%
Private 17 13.6%
Teaching Experience 1-5 years 41 32.8%
6-10 years 42 33.6%
11-15 years 10 8.0%
Teaching Level Primary (Grades 1-4) 27 21.6%
Lower Secondary (Grades 5-8) 47 37.6%
Upper Secondary (Grades 9-12) 40 32.0%
Tertiary (University Level) 11 8.8%

Participant Demographics

The questionnaire analyzed language educators' attitudes toward online education. Findings showed
that ELT teachers mostly have moderately positive perceptions. Language instructors claimed that
they have a high level of confidence in online tutoring (M = 3.64, SD = 0.81) and held a moderate
belief that online education can be as effective as traditional, face- to-face instruction (M = 3.62, SD

=1.08).
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ELT teachers who participated in this research showed strong self-efficacy for adapting their lesson
plans in virtual environments and being involved in using various teaching tools and platforms
(M=4.00). In addition, they claimed they know how to assess all four skills in online education in
language teaching (M=3.45), and they felt motivated to improve their digital literacy and
technological skills (M=4.00).

Instructors indicated a positive shift in perceptions for online education in the post- pandemic period
(M= 4.10). Furthermore, many participants believed online education can be a valuable component
of ELT education in terms of its practicality and accessibility (M=3.78). Lastly, a high proportion of
the instructors also claimed that teaching in an online environment enhanced their overall teaching
skills (M=3.87)

In contrast to the benefits of online education, many language instructors also stated that technical
issues interrupted their lessons (M=2.89). However, teachers claimed that access to sufficient
equipment and the Internet allowed them to conduct their lessons (M=3.92). Support received from

the institutions was rated moderately (M=3.53).
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One-way ANOVA was applied to compare the differences across teaching levels. The findings
showed no significant differences among the teaching levels. F(3, 121) = 1.608,
p =.191. Even though the ANOVA results were insignificant, descriptive statistics analysis revealed
variation in confidence levels among ELT instructors. Tertiary-level ELT teachers had the highest
mean (M =4.00, SD = 1.095), followed by upper secondary teachers (M = 3.85, SD = 1.027). Lower
secondary teachers had a lower mean (M = 3.49, SD

= 1.159), and primary school teachers reported the lowest confidence level (M = 3.37, SD = 1.245).

However, despite the differences in means, there was no significant difference.

Sum of
Cases df Mean Square F p
Squares
What is your current teaching level?
6.187 3 2.062 1.608 0.191
Residuals 155.141 121 1.282

Descriptives - | feel confident teaching English in an online environment.

What is your current teaching Coefficient of
N  Mean SD SE

level? variation

Lower Secondary (Grades 5-8) 47  3.489 1.159 0.169 0.332

Primary (Grades 1-4) 27 3.370 1.245 0.240 0.369

Tertiary (University level) 11 4.000 1.095 0.330 0.274

Upper Secondary (Grades 9-12) 40 3.850 1.027 0.162 0.267

One-way ANOVA was applied to see the differences in perceptions regarding teaching experience.
Between the teaching experience years, there was no significant difference among teachers, F(4, 121)
=0.583, p = .627. The descriptive statistics revealed that language teachers who have 6-10 years of
teaching experience had the highest belief in online education’s effectiveness (M = 3.10, SD = 1.45),

while those with 11-15 years of experience had the lowest mean score (M = 2.72, SD = 1.21).
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ANOVA - | believe online education can be as effective as face-to-face instruction.

Sum of Mean
Cases df F p
Squares Square
Teaching Experience
2.842 3 0.947 0.583 0.627
Residuals 196.630 121 1.625

Descriptives - | believe online education can be as effective as face-to-face instruction.

Teaching Experience N Mean  SD SE Coefficient of variation
1-5 years 28 2786 1315 0.249 0.472
6-10 years 29 3.103  1.448 0.269 0.467
11-15 years 25 2720 1.208 0.242 0.444
16 years or more 43 2744 1157 0.176 0.421

Male instructors had slightly higher beliefs in the effectiveness of online education (M

= 3.22, SD = 1.20) than female teachers (M = 2.75, SD = 1.27). These findings were similar to the
preference for online teaching over traditional, face-to-face instruction. Male teachers showed a
higher mean preference (M = 2.57) than females (M = 2.21).

I believe online education can be as effective as face-to- | prefer online teaching to traditional classroom

face instruction. teaching.

Female Male Female Male
Valid 102 23 102 23
Missing 0 0 0 0
Mean 2.745 3.217 2.206 2.565
Std.

1.272 1.204 1.146 1.237
Deviation
Minimum 1.000 1.000 1.000 1.000
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I believe online education can be as effective as face-to- | prefer online teaching to traditional classroom

face instruction. teaching.
Female Male Female Male
Maximum 5.000 5.000 5.000 5.000

Discussion

This research aimed to examine the attitudes of 125 in-service English Language Teaching (ELT)
teachers in Tiirkiye regarding online English language education. The research highlights the
effectiveness of online education due to its accessibility, flexibility, and adaptability. Findings
showed that online education, in the Post-Pandemic period, is a valuable component of English
language teaching; however, language instructors still held a cautious attitude toward it.

Similar to the Budiarta & Krismayani (2024) findings, in the post-pandemic period, ELT teachers’
perceptions toward online education changed positively. Teachers claimed that they feel more
confident in their digital literacy, assessment skills, classroom engagement, and use of technology. In
the research, teachers also claimed that teaching in a virtual environment improved their overall

teaching skills.

Technical issues were one of the biggest challenges teachers reported while conducting their online
classes, similar to Akcayoglu & Ozer's (2024) research. The most highlighted issues were Internet
connection issues, learners' lack of technological devices, teachers' knowledge of the technological
materials, and how to adapt them in their classroom. To overcome this problem, most teachers were
highly motivated to improve their digital literacy and teaching competence in technological

environments.

Most participants wanted to continue using technology in their language teaching through online and
blended teaching. Sun (2023) also showed the EFL teachers’ positive attitude toward pursuing online
education after the pandemic and their positive perceptions toward it. Er & Bayyurt (2022) also
highlighted the effectiveness of technology integration in online language teaching. Technology
makes language education more accessible, eliminating the limitations of time and space. EFL
teachers’ willingness and high motivation to implement digital tools in their classes show their

readiness to engage with digital pedagogy.
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Conclusion

In conclusion, this research examined the attitudes toward online education among in- service ELT
teachers in Tiirkiye. The outcomes showed that, especially after the COVID-19 pandemic, most
ELT instructors have moderately positive perceptions toward online education. Instructors claimed
a high degree of confidence in their online teaching skills, strong self-efficacy in adapting their
traditional lesson plans to online, employing digital tools, and testing and assessing all language

skills effectively.

In contrast to these positive perceptions, this research highlighted some challenges, especially
technical issues like internet connection issues and a lack of access to digital tools. Even though
teachers could transfer their lessons online, these obstacles and insufficient institutional support
affected their motivation. These findings are similar to those of Erarslan & Arslan (2019), Sahin-
Durmaz & Kunt (2022), and Lo (2023).

There were no significant differences in teachers’ attitudes toward online education based on their
teaching experience or educational level. This implies that switching to the online environment has
resulted in a generally uniform perception among ELT instructors. Another finding was that male
teachers showed higher confidence in believing online education is effective than female teachers.

Considering the findings, educational institutions should enhance their support for instructors by
providing them with the necessary tools and infrastructure. This will give teachers more
opportunities to enhance their digital literacy. Future research can examine the long-term effects of
online education and can give pedagogical insights for conducting and maintaining online classes

more effectively.
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