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ABSTRACT

A gazing eye would immediately detect how differently learning occurs in classrooms today
compared to some decades ago. It seems that each technological development is reflected also in
our classrooms as they are in other parts of our lives in the 215 century. Educators and curriculum
developers who are wise to see the potential benefits of integrating technology into teaching and
learning have already started introducing them into education. Embedding technology into
learning and teaching also brings along changes in design and plan to ensure that there is
improvement in learning. Recently, the appeal of and interest in integrating technology in
classrooms effectively have grown and it has become one of the most studied subject matters by
educational researchers. No matter how much has been said about it, due to the rapidly changing
nature of technology, it seems that there is still plenty to be said. “Flipped classroom model” is
one of the latest instructional approaches that arose from these attempts to reshape education to

improve student learning by exploiting technology in the 215 century classrooms.

A flipped classroom looks like what it sounds. Basically, it is the shift of classwork and
homework. In a typical traditional classroom, lecturing consumes most of the class time; thus,
passive students are exposed to direct instruction and expected to be active while doing their
assigned homework on their own outside the classroom. Instead, in a flipped classroom, direct
instruction of the course content is provided through mostly teacher-created videos that are
processed by the students out of class time so that they can engage with the content and apply

what they have studied by the guidance of teacher during class time.

This qualitative action research sought to add on the understanding of student
achievement in one flipped foreign language classroom. In order to do this, the researcher
compared learning outcomes from a flipped foreign language classroom and from a traditional
foreign language classroom. In the flipped classroom, students studied videos captured by the

teacher and completed the accompanying worksheets outside the class time and did homework,
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i.e., the practice of the material learnt in class time. In the traditional classroom, students received

direct instruction and were assigned homework to do outside class time.

The data were collected from students’ tasks, opinions and feedback as well as from
teacher observations and reflections. The collected data was analysed by using qualitative analysis
methods. The students’ tasks, which were the major source of data for this study, were analysed
by comparing their attainments to the lesson objectives and the instructional mode they were
produced with. Students’ feedback and teacher’s reflections were coded and clustered around the
themes appeared. Triangulating the data assured the validity of the research while the reliability
of the research was ensured by constant checking of the lesson objectives and learning outcomes.
The results suggested that the student achievement was higher for the student group that was
instructed through the flipped classroom model than the other student group that was instructed
through the traditional model. In addition, both student and teacher reflections showed that the

flipped classroom model corroborated the premises of the model.

Keywords: flipped foreign language classroom, traditional classroom, student achievement,

technology, 21 century, reshape education
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LITERATURE REVIEW



CHAPTER 1

INTRODUCTION

Information and communication technology (ICT) combined with the internet has modified
our lives. Our practices and ways of conducting daily activities like communicating, working, and
even learning have been shaped greatly by them. It extends so far that Prensky (2001) claims that
the learners of the 21t century have changed their learning styles. They search for receiving
information fast, doing many tasks at the same time and accessing information in an unplanned
manner (Prensky, 2001). Obviously, this has reflected itself in classrooms as well and ICTs have

become a natural part of the educational settings.

Regarding the contemporary understanding of education which requires students to be
active participants in learning process, ICTs offer innovative solutions to educational problems of
the 21t century and they have become an indispensable component of the contemporary
understanding of education which requires students to be active participants in learning process..
Many teachers integrate them to engage their students in a way that appeals to their learning
habits. The utilization of ICT in education enables educators to customize learning according to the
needs of the 215 century learners. The combination of ICT and the active learning approach to
teaching introduced a new teaching model called the flipped classroom model which redefines

direct instruction and homework with respect to time allotted for each in teaching.

The flipped classroom model provides students with both the opportunity to access the
parts of content that are suitable for individual study through asynchronous systems and the
possibility of practicing the previously studied content through activities that entail group or
individual participation in classroom. In this sense the flipped classroom model is literally what it

sounds. It is the swap of classwork (direct instruction) and homework (assigned tasks) (Bagby,
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2014; Lage, Platt & Treglia, 2000). In this model students are provided with materials such as
videos explaining key concepts of the course material prior to class meetings. The students view
and study the videos made available to them out of classroom wherever, whenever and as many
times as they want. This kind of study frees the limited class time for more interaction among
students and teacher and allows the students to practice the material with the guidance of the
teacher in classroom. Practically, the students watch ‘lectures’ out of class anytime and anywhere
they want and do ‘homework’ during class time. Practicing the content in class calls for active
learning in which learners interact with each other and also with teacher to deepen their
understanding of the course material. In other words, students develop their understanding of
what they are learning and make sense materials learning themselves through experiencing them

firsthand. In this way, learners construct their knowledge rather than simply acquire it.

The flipped classroom model aims to involve the 215t century learners who are highly
interested in technology in learning process by offering them an innovative way of learning that
they are already accustomed to in the digital world. It enables them to discover course materials
individually at their own pace and in this sense it is able to ignite the curiosity to know more about
and beyond the course material. Moreover, it permits more interaction in classroom creating
more time for students to test their understandings of the course material and enrich them. The
flipped classroom model distinguishes itself from other modern teaching models in that it knits
together the expectations and needs of the 21 century learners and contemporary education
philosophy. For this reason, the flipped classroom model is definitely worth the attention of the

education authorities and doing research.

1.1. STATEMENT OF THE PROBLEM

The flipped classroom model looks promising. However, like many models in the field more
research is needed to support this claim for such a recent model compared to many time-tested
others. It is true that valuable freed class time is ready to be filled with activities to involve

students to maximize their learning; yet there are subject-bound concerns. Due to the fact that



every discipline has its own nature, the ways of conveying information for teachers and processing
it for students and time for both would differ. For example, foreign language lessons are different
from other school subjects in that lessons are conducted mostly in the medium of the foreign
language being learnt. It is totally different from explaining math formulas or discussing historical
events in the common language of learners. A foreign language teacher needs immediate
feedback about learners’ understanding of the content while teaching in order to take action to
clarify problematic parts by, for instance, paraphrasing what s/he has said, explaining culturally

bound concepts and maybe switching to the learners’ common language for a while.

The flipped classroom model has received a great deal of attention from researchers all
over the world. Nonetheless, when the studies are categorised according to the disciplines, it
becomes immediately clear how little has been said about its implementation in language classes,
particularly in foreign language classes. Furthermore, the proportion of the studies comparing a
traditional and a flipped language classroom are few. A well-organized comparison study of a

flipped and a traditional foreign language classroom can yield precious findings.

1.2. STATEMENT OF THE PURPOSE

The fact that the flipped classroom model has gained appreciation of many educators and
learners drives researchers to devote more time and energy to doing research to test the premises
of the model and improve it. The scarcity of research on foreign language taught through the
flipped classroom model inhibits foreign language teachers to have a comprehensive
understanding of its probable benefits and pitfalls in foreign language classes. Making inferences
and deductions from the existing body of scientific literature is very limited, if not impossible. For
this reason, this research was devised to constitute a contribution to the existing knowledge of
flipped foreign language classrooms. The research focuses on flipped foreign language classroom
and student achievement. It was implemented to examine the application of the model in foreign
language teaching field and share the results of the findings and inferences. In order to register

any meaningful change in students’ overall achievement and test if the model can be conducted



successfully in foreign language learning settings, a comparison between a traditional and a
flipped foreign language classroom was considered to be the best form of indicator. Additionally, it
is intended to provide an insight into a flipped foreign language classroom design step by step by
providing the researcher’s decision making process while designing her course and evaluation of

learning outcomes.

1.3. SIGNIFICANCE

The insufficient number of studies that addresses the flipped classroom model in foreign
language learning settings and its effects on student achievement makes it difficult to define the
model in a definitive manner. This research will add to the scarce literature that report about the
implementation of the flipped classroom model in foreign language classrooms. It is a well known
fact that the scarcity of experimental designs in flipped classroom model is mostly due to
difficulties in implementing this model in an authentic classroom setting because of the
administrative and practical difficulties of creating a control and experimental group. Mostly,
school administrations are hesitant to give permissions to this type of studies as this would put
various burdens on managing and maintaining classes. This study is significant as these problems
were overcome and an experimental design was implemented successfully in an authentic
learning environment. Additionally, this research presents how the researcher designed her
flipped foreign language classroom which can be benefited by those who want to flip their foreign
language classrooms. Finally, this study explores also the students’ and teacher-researcher’s
feelings, opinions and reflections about the model and its implementation in foreign language

learning and teaching to provide a general overview of a flipped foreign language classroom.



CHAPTER 2

EDUCATION IN THE 215T CENTURY

Advances in ICT have shaped our lives greatly. ICTs cover a range of technologies like
computers, the internet, mobile devices, projectors, televisions and radios. Today with the
internet available and present in almost every part of our lives we can create, consume, benefit,
search, socialize, interact and even learn easier than ever before. Our habits and ways of receiving
and reaching information have changed and even simplified further by smart phones with almost
every individual owning at least one. It was inconceivable to think that the modified lives we are
leading especially in the 21% century as a result of the new technologies would not impact also
education. And this is precisely what it did. This chapter introduces the driving motives for
reinterpretations, modifications, and changes that are taking place in education in the 21

century.

2.1. LEARNERS AND CLASSROOMS IN THE 215" CENTURY

If the ultimate aim of education is to contribute to people’s cognitive and physiological
development rather than simply transmitting information, it is necessary to organize learning as
well as content to be learned in such a way that it can foster progress in each individual.
Therefore, it is necessary to describe the places in which formal education is carried out,
understand how students benefit education and describe what makes a good teacher. Although it
is true that the learning environment, the teachers’ roles and students’ learning outcomes have
always been among the main concerns of educational research, today they gain much more
importance as emerging educational technologies are taking their decisive places in learning

environments.



Hence, revealing and explaining what schools and classrooms offer in terms of assistive
technology as well as learners and teachers in terms of their fluency in using them for educational
purposes can provide valuable help in understanding learner abilities and preferences in the 21

century classrooms. The research findings can be applied to refine technology-aided learning.

No sooner are new technologies invented than educators attempt to introduce them into
education. Educational-television use dates back to World War Il and radio even before (Diehl,
2013). If we are to describe what a classroom looks like today, general purpose computers (mostly
connected to the internet) and projectors have become two of the ordinary objects to be found in
many classrooms. If this is not the case educational institutions will at least seek to allow students
to access computers and the internet in dedicated rooms, labs or libraries. The Organization for
Economic Cooperation and development (OECD) report (2005) suggests that 15-years-old students

have access to a computer mostly at schools in most of the countries surveyed.

However, introducing technologies into classrooms has not changed much the way
teachers instruct (Judge, Puckett & Cabuk, 2004). The traditional lecture is still favoured (Nelson-
Jonson, 2009). In other words, education is carried out in a teacher-centered classroom where the
teacher depends on textbooks, provides facts and definitions (Rithchhart, Church & Morrison,
2011). Many teachers integrate technologies in their classrooms using them as mediums for
delivering content from teacher to student. In most instances they unwittingly ignore their
potential power to engage students actively in the lessons. In this sense, instead of being used
primarily to benefit the students, computers and other technologies seem mostly to be used to
take some of the teaching burden away from teachers. That can explain why “complex
technologies — film radio and television- never realized their imagined potential in education”
(Kent & McNergney, 1999, p. 2). Similarly, some teachers have perceived computers as digital
blackboards which present students previously prepared contents that they would otherwise write

on the board, lecture or give out as handouts in the classroom (Bergmann & Sams, 2014).



Today a large number of students, if not all of them, come into the classrooms equipped
with different kinds of computers in their backpacks and even pockets. What they can do with
these in their personal lives may differ, yet it is obvious that they are gradually replacing the stable
pen and paper in classrooms. Taking lecture notes on tablets, taking photos of PowerPoint
presentations and a piece of written work in classrooms by smart phones, and recording lectures
have become the typical behaviour of teens. They live in a digital technology age and this has
shaped their ways of creating, searching for, obtaining, storing and using information. These
learners are so-called digital natives who have grown up immersed in ICT and thus their modes of
exploiting these technologies differ greatly from those of their teachers (Prensky, 2001). They are
adept with technology (Howe & Strauss, 2000), and intelligible in “the digital language of
computers, video games and the internet” (Prensky, 2005, p. 8). Prensky (2009, p. 2) refers to
today’s young people as “designed to explore and find out for themselves what works”. They are
not the students who come and expect their teachers to lecture and explain subject matter. They
are autonomous and are able to adjust not only themselves but also their surroundings according
to their needs. That means that youth has undergone significant changes which explains why they
“are no longer the people our educational system was designed to teach” (Prensky, 2001, p. 1).
Thus, education should be customised towards this new generation (Magaryan, Littlejohn & Voijt,

2011; Prensky, 2001).

Although claims favouring the need for change in education as a result of progress in ICT
and learners adapting to them are prevalent, dubious views on the new generation of learners
being talented with sophisticated skills in using ICTs have not gone unchallenged. The arguments
against a change in education are mainly because there is not enough evidence to support the
claim that the digital native description can be applied to a whole generation (Bennett, Maton &
Kervin, 2008). Moreover, according to the OECD report (2005), although it is nearby universal for
a 15-year-old student to be able to access a computer at school, there are countries such as
Turkey, Poland, Greece and Mexico where less than 70 % of children can access a computer either
at school, home, or elsewhere. Implementing a change in the way education is done may result in

unfair conditions for the learners.



Nonetheless, it is evident that learners today are fundamentally different in their
exploitation of ICTs for learning than the older generations (Aslanidou & Menexes, 2008; Levy &
Michael, 2011). Anderson (2002) identified five activities in learning via ICTs and argued that three
of them are associated with constructive learning. Bransford, Brown and Cocking (2000) argue that
appropriate technology use in education can enhance student achievement and teacher learning.

Ignoring these benefits may hinder making the best use of technology in education.

While this debate regarding technology presence in education offers a point of view of
educators and scholars researching ICTs and learners, it is worth listening to what learners in the
215t century say about their learning experiences. The Speak Up National Research Project reports
the needs and desires of today’s learners and shows that today’s students are of the idea that
education today must make use of technologies in the learning process (Project Tomorrow, 2010).

Furthermore, the report reveals that students

“want to be able to interact and learn from their own personalized network of experts using
cutting edge communications and collaboration tools. They understand that learning is a 24/7
enterprise and need learning tools and processes that are not tethered to time, place and geographic

boundaries” (Project Tomorrow, 2010, p. 25).

In other words, they are aware of the fact that today they need specific knowledge and
higher-order skills like critical thinking, problem solving, communication and collaboration to be

successful individuals in work and life in the 21t century (Partnership for 215 Century Skills, 2011)

In conclusion, in spite of the fact that there is still debate on effective use of technologies
in the classroom, it is obvious that they have gained a certain position in education. Arguments
have been made particularly about how to meet the demands of the 215 century learners who are
claimed to have exceptional abilities in ICTs. It seems that integrating technology in teaching and

learning requires much more than simply making it available to learners and teachers.



2.2. SUCCESSFUL INTEGRATION OF TECHNOLOGY IN EDUCATION

In reviewing the research on technology integration in education, one can easily note that
the debate on whether to meaningfully use technology in education or not has already been
concluded in favour of their use (Cardinali & Gordon, 2002; Kent & McNergney, 1999; Kim, Mims
& Holmes, 2006; Trotter, 1999). However, the debate on how to integrate ICTs in education in a

way that it promotes learning continues.

Technology presents numerous means that can positively affect the quality of teaching and
learning. Al-Bataineh and Brooks (2003) argue that in learning environments in which ICTs are
introduced learning becomes student-centered rather than teacher-directed and as a result “both
teachers and students benefit from increased productivity, efficiency and organization” (p. 447).
Moreover, such learning environments grant teachers the possibility to manipulate technology to
promote students use of higher-order thinking skills (Al-Bataineh & Brooks, 2003). Research has
shown that effective learning requires educators to apply different techniques and strategies to
maximize knowledge acquisition and skill development (Poole, 2006). Using technology in
classrooms can help teachers structure learning environments in which individualized learning can

be promoted by presenting information in various styles (Dunleavy, Dextert & Heinecket, 2007).

Nonetheless, research has indicated that there are various barriers to the use of ICT in
teaching. In their empirical study Hew and Brush (2007) report 123 barriers under six categories
which are (a) resources (access to technology, time and technical support), (b) knowledge and
skills (specific technology knowledge and skills), (c) institution (school leadership, time-tabling
structure and planning), (d) attitudes and beliefs (teachers’ positive and negative feelings towards
technology use), (e) assessment (pressure related to tests with serious consequences) and (f)
subject culture (set of practices regarded as correct when teaching). Ertmer (1999) classifies
barriers in a more comprehensive way and suggests two groups of barriers named as extrinsic and
intrinsic. Extrinsic barriers include resources, training, technical support and time, whereas,

intrinsic barriers are caused by teachers’ attitudes, beliefs, and their views about effective
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teaching. In light of these barriers it is obvious that they impact pedagogical practices at various

levels.

Integration of technology in education does not mean equipping classrooms with
computers and other technological devices. This may ease its access (Mumtaz, 2000).
Nonetheless, Fabry and Higgs (1997) argue that rather than its availability in schools, it is
important to provide the adequate amount and appropriate types of technology to ensure
students’ and teachers’ access to it. Integration of technology should mean developing pedagogy
which can accommodate technology to extent student learning. According to Cox et al., (2003) in
order for teachers to incorporate ICT effectively in their teaching programmes it is important for
them to regard their roles as facilitators in the planning, preparation and follow-up of lessons.
Successful integration of technology depends greatly on teachers who receive training not only
about how to use technology, but also how to weave content, pedagogy and technology into
teacher knowledge (Mishra & Koehler, 2006). In addition to it, adequate numbers and appropriate

organization of ICTs (Becta, 2004) are necessary to use them effectively in classrooms.

In conclusion, it can be said that integration of technology into education is a complex
procedure which involves careful planning of teaching practices and learning activities by making
use of the appropriate technology to enhance student learning. Successful ICT integration can only
be achieved when various opportunities to learn for students and improve teaching practices for

teachers are provided.
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CHAPTER 3

FLIPPED LEARNING

Integrating technology in education is one of the most studied notions in the last two
decades. Both teachers, who are the main actors in introducing ICTs in their teaching practices,
and researchers have contributed greatly in our understanding of their effects on learning.
However, the debate on how to integrate them meaningfully in learning environments continues.
As with almost any innovation, an incidental discovery of two chemistry teachers has captured the
attention of researchers and other teachers who are concerned with integrating technology in
education successfully. This new understanding of education which accommodates technology is
known as flipped learning and the educational model based on this understanding is the flipped

classroom model.

3.1. THE FLIPPED CLASSROOM MODEL

Over the last decade, the term “flip” has become a sort of common buzzword among
anyone having to do with education. This has become popular thanks to two high school chemistry
teachers Jonathan Bergmann and Aaron Sams who sought to help their students who, for various
reasons, skipped lessons. These teachers simply recorded their lessons and made them available
for their absent students. They admit that they recorded videos “out of selfishness” since it was
difficult to coordinate and plan remedial lessons for these students (Bergmann & Sams, 2012, p.
3). When they realized that this way of delivering the lessons had the potential for their students
to convert the subject into useful information, they pre-recorded all of their lessons and taught in
this way during the whole 2007-2008 school year. They dealt with the subject matter via videos
which their students watched prior to lessons and used class time to practice the content,

clarifying doubts and stimulating deeper discussion and exploration. This alternative teaching
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model has come to be known as ‘“flipped classroom’. Later in 2012 they wrote their first book and

the flipped classroom model entered into educational glossaries.

This recent instruction model is called ‘flipped’ because it literally reverses class work and
homework (Lage, Platt & Treglia, 2000). In other words, content learning is done outside of
classroom prior to coming to class and homework is done in classroom by engaging learners with
learning activities (Bagby, 2014). In the flipped classroom model, content is made available in the
form of video lectures with associated tasks, made mainly by teachers and viewed by learners
outside of classroom. The students watch the videos and carry out the tasks and come to
classroom already knowing the content. In the classroom, a short discussion about the content to
clarify problematic parts and to check understanding is done and then students engage first-hand
in dedicated learning activities. In this way, the valuable class time is dedicated to interaction
among students and teachers (Bergmann & Sams, 2012). In other words, the location where direct
instruction is traditionally done swaps places with the location (out of school, at home) where
homework (learning tasks) is done. In a flipped classroom, teachers act as guides and facilitators of
learning. As one can infer, the flipped classroom model is a learner-centered design in which
learning, rather than teaching, is highlighted. Carstens and Sheehan (2014, p. 93) summarize

flipped learning as:

° “a means to increase interaction and personalized contact time between students and
teachers.

. an environment where students take responsibility for their own learning.

° a classroom where the teacher is not the “sage on the stage” but “the guide on the
side”.

° a blending of direct instruction with constructivist learning.

. a classroom where students who are absent due to illness or extra-curricular activities

such as athletics or field trips, don’t get left behind.

. a class where content is permanently achieved for review or remediation.
° a class where all students are engaged in their learning.
. a place where all students can get a personalized education.”
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Even though the flipped classroom model is accredited mostly to Bergmann and Sames, it
already existed with different names and versions well before 2012. In 1995 a university professor,
Baker, who later published his experience in 2000 and called it classroom flip, started to have his
students read slides explaining content beforehand, so that he could clarify the subject matter and
the students could discuss the material during class hours (Baker, 2000). According to Strayer
(2012), the flipped classroom model can be said to have existed for decades as teachers required

their students to read course materials and discuss them at a deeper level in classroom.

Before continuing with the details of the flipped classroom model, it is important to sort
out the misconceptions regarding the terms ‘inverted learning’, ‘inverted classroom’, ‘flipped
learning’ and “flipped classroom’. First of all, in the majority of the literature, all the terms are used
interchangeably (Flipped Learning Network, 2014). Nevertheless, according to the Flipped

Learning Network (2014), ‘flipped learning’ is different from the ‘flipped classroom’. That is:

“flipping a class can, but not necessarily, lead to flipped learning. Many teachers may already
flip their classes by having students read texts outside of class, watch supplementary videos, or solve
additional problems, but to engage in Flipped Learning, teachers must incorporate the following four

pillars into their practice” (Flipped Learning Network, 2014).

The pillars and their descriptions can be examined below in the Table 1 (taken from the

Flipped Learning Network website?).

The Four Pillars of F-L-I-P

Flexi “Flipped Learning allows for a variety of learning modes; educators often
ble physically rearrange their learning spaces to accommodate a lesson or unit, to
Environment support either group work or independent study. They create flexible spaces in

which students choose when and where they learn. Furthermore, educators
who flip their classes are flexible in their expectations of student timelines for

learning and in their assessments of student learning.”

Lear “In the traditional teacher-centered model, the teacher is the primary

L https://flippedlearning.org/.
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ning Culture source of information. By contrast, the Flipped Learning model deliberately
shifts instruction to a learner-centered approach, where in-class time is
dedicated to exploring topics in greater depth and creating rich learning
opportunities. As a result, students are actively involved in knowledge
construction as they participate in and evaluate their learning in a manner that is

|”

personally meaningfu

Inte “Flipped Learning educators continually think about how they can use
ntional the Flipped Learning model to help students develop conceptual understanding,
Content as well as procedural fluency. They determine what they need to teach and what

materials students should explore on their own. Educators use intentional
content to maximize classroom time in order to adopt methods of student-

centered, active learning strategies, depending on grade level and subject

matter.”
Prof “The role of a professional educator is even more important, and often
essional more demanding, in a Flipped Classroom than in a traditional one. During class
Educator time, they continually observe their students, providing them with feedback

relevant in the moment, and assessing their work. Professional educators are
reflective in their practice, connect with each other to improve their instruction,
accept constructive criticism, and tolerate controlled chaos in their classrooms.
While professional educators take on less visibly prominent roles in a flipped
classroom, they remain the essential ingredient that enables Flipped Learning to

occur.”

Table 1 The Four Pillars of F-L-I-P (reprinted from What is Flipped Learning? (2014), Flipped
Learning Network website)

Until recently, there was not a commonly shared definition of “flipped classroom’. In fact,

as Bergman and Sams (2012, p. 11) put it:

“There is no such thing as the flipped classroom. There is no specific methodology to be
replicated and no checklist to follow that leads to guaranteed results. Flipping the classroom is more
about a mindset: redirecting attention away from the teacher and putting attention on the learner and

the learning”.
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The authors accepted that although they planned together their flipped classrooms, the
resulting lessons still looked different (Bergman and Sams, 2012). It can be explained by the
dynamics each classroom has in its particular atmosphere (Cockrum, 2014). In other words, the
needs of learners vary greatly depending on subject, content, educational setting, materials
available, expectations, and responsibilities. In addition, the needs are dependent also on their
readiness, motivations, learning strategies and learner differences. Therefore, even though the
content covered in the videos is the same, variety in their application and the learning outcomes is

unavoidable since each classroom stands out as a single unit with its unique characteristics.

For the sake of avoiding misconceptions about the flipped classroom model, a formal
description has been proposed by the educators and key founders and can be found on the
Flipped Learning Network (2014) website. According to the website, the flipped classroom model

can be defined as

“a pedagogical approach in which direct instruction moves from the group learning space to the
individual learning space, and the resulting group space is transformed into a dynamic, interactive
learning environment where the educator guides students as they apply concepts and engage creatively

in the subject matter” (Sams et al., 2014).

Flipped learning is gaining popularity among educators all over the world. It is reasonable
because the model supports what the 21t century understanding of education requires.

According to Millard (2012, para. 5) the flipped learning model promotes:

“increased student engagement,

strengthened team-based skills,

1.
2
3. personalized guidance for students,
4. focused discussion,

5

freedom for faculty”

In brief, it can be said that the flipped classroom model, by means of technology, moves
attention from the teacher and content/material to the students. The introduction of the flipped

classroom model to teaching enables teachers to foster an environment in which learners can
16



make use of their technological skills to receive basic concepts of school subjects in a personalized
way and enhance their understanding and knowledge by engaging themselves actively and
cognizantly in their learning processes. In this way, it promotes active learning which is very
welcomed in educational settings because of the notion that when students learn actively, they

learn better (Adler, 1987; Cross, 1987; Knight & Wood, 2005; Prince, 2004).
3.1.1. Components necessary for successful flipped learning

Although a definition of flipped learning can be done, the flipped classroom model cannot
be described by a single de facto definition. Bergmann and Sams (2012) stated that although both
of them flipped their classes they still looked different from each other. The reason they purport
for this is that flipped learning can be adapted according to the needs, styles, teaching methods
and circumstances of each unique class (2012). Accordingly, it is wrong to say that the flipped
classroom model is a specific teaching and learning process, as there are many paths to attain
flipped learning (Bergmann & Sams, 2014). Nonetheless, their experiences with the model and
interviews with other teachers who flipped their classes allowed them to see outstanding features
of successful flipped classroom model implementations (Bergmann & Sams, 2014). These features
are collaboration, student-centered learning, optimized learning spaces, adequate time for
implementation, support from administrators, support from the information and technology
department and thoughtful reflection (Bergmann & Sams, 2014). These features can be
interpreted as prerequisites for effective implementation of the flipped classroom model, and thus

it is necessary to explore the central thoughts of these components.

The first component involves collaboration among teachers who flip. According to
Bergmann and Sams (2014), exchanging ideas and good practices among implementers of the
model help improvement of application of the model. Thereby, the model can still be improved to
serve different needs of various classes. The second feature which is student-centered learning is
probably the most important component that merits more attention than the others. Considering
the fact that the core of flipped learning is individualized learning which focuses on learners’
learning, the importance of this component outstands. Traditional teaching practices envisage
teachers as transmitters of knowledge, but the model allows for the shift of attention from
teachers to learners in the learning processes. The third component is optimized learning spaces.
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Bergmann and Sams (2014) refer learning places as spaces in this component and they mean
physical features like seating plans in classrooms. Although technological advancements have
made themselves evident in classrooms, the idea that putting the teacher at the centre of
attention of all students in a classroom has not changed much. The flipped classroom model
requires arrangements in placing learners within the limits of fixed furniture in classrooms in such
a way that the rearrangements enable collaborative or individual work. Such alterations should
always emphasize learning and learners. The fourth feature involves time sufficient to implement
the model successfully. A careful design of the flipped classroom model takes time like any other
new factor introduced in teaching. Understanding how it works, deciding what content to flip,
preparing materials and organizing learning activities mean extra time needed by teachers. This
component is of great importance for flipped learning to be truly implemented. The fifth and the
sixth components mention about support to be received from administrators and technology
departments of institutions. According to Bergmann and Sams (2014) it is a must for the
administrators to be open to changes and provide support, professional development and
resources for teachers. Besides, guidance and support from information technology departments
of education institutions are important as the technological abilities of teachers which are needed
to create, post, share and store video lessons may differ. The final component is thoughtful
reflection of teachers on their teaching practices. Their considerations about their students’
attainments to learning objectives through flipped learning are crucial for the model to be
effective. Bergmann and Sams (2014) state that teachers’ reflections are useful to apply
modifications to the model in order to match specific learning goals and environments with the

model.

3.1.2. Design principles of a flipped classroom

When discussing the flipped classroom model, it is important to realize that a radical
change takes place in the way lessons are prepared and conducted. The effective application of
the model relies heavily on the planning of the lessons (Nizet & Meyer, 2014). Since the model is
learner-centered rather than teaching-centered (Roehl, Reddy & Shannon, 2013), planning of the
lessons require the consideration of before, during and after class learning activities (Davis, 2013)

as well as the mediums through which lecture-videos are captured and delivered (Hughes, 2014).
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Wiggins and McTighe (2005; as cited in Davis, 2013) provide a list of four principles that are
seen necessary to design and plan a flipped classroom. The list begins with the reconsideration of
the course content. According to the authors, teachers develop a course outline and identify
learning goals as the first principle. And then they decide the sections of the content suitable for
direct instruction and activities that will help students achieve the previously determined
objectives of the lesson. The second principle is about course design strategies. The authors state
that teachers devise a lesson plan including both the video and the face-to-face part of the lesson.
Appropriate learning activities are carefully designed to best use the face-to-face class time.
Teachers pay special attention to the length of the videos. A convenient length of the video is
generally referred as less than 30 minutes, specifically between 15 to 20 minutes, tailored
according to the “chunks” of the content (Desrosiers, 2013; Driscoll & Petty, 2014 & Hughes,
2014). In order to assure that students watch assigned videos, teachers prepare questions,
reflection spaces, note-taking handouts etc. that are associated with the videos and are to serve as
before, during and after class activities. Finally, using diverse online lecture materials such as texts,
graphics, videos, photos, pictures etc. are used to help attracting students’ attention and avoid
them being bored. The third and the fourth principles Wiggins and McTighe (2005; as cited in
Davis, 2013) present involve technical issues pertaining to video production tools and delivery
systems. According to the authors, teachers keep in mind the availability of tools to produce
videos and also their appropriateness with the content of the course. Several factors such as cost,
level of user expertise, problems selected type of technology will solve, and any cautions among
others (Manning & Johnson, 2011; as cited in Desrosiers, 2013) also interfere with selecting the
lecture production tool. Finally, the authors point that due to the fact that lecture delivery systems
can be public or private to a specific group, teachers consider well which to be more beneficial
before uploading video lectures. Moreover, they are expected to be attentive to the availability of
the system to students as the system is exploited as an archiving platform. Last but not least, the
system to be used as a video-delivery medium is expected to allow creations of social experiences
to enable collaborative relationships among students. Otherwise, the authors argue that
additional platforms can be introduced to the course Wiggins and McTighe (2005; as cited in Davis,

2013).
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3.1.3. Traditional classroom vs. flipped classroom

When the traditional classroom is imagined, the majority of people will immediately think
of more or less the same scene - of a teacher standing and lecturing and students sitting and
listening. However, in the opinion of the researcher this traditional classroom scene underwent a
change. The researcher believes that it is important to describe the traditional classroom before
and after the introduction of the learner-centered approaches to teaching in two different ways.

This distinction is of importance to conceptualize the traditional classroom referred in this study.

The researcher argues that the traditional classroom before the humanistic, learner-
centered approaches were introduced into teaching can be described as a classroom in which the
teacher stands close to the board lecturing while the students sit at their desks as—passive
recipients of the information (Bell & Kozlowski, 2009; McDonald, 2003). In this teacher-centered
classroom it is the responsibility of the teacher to ensure that the content is learnt (Zygmont &
Schaefer, 2005). Cuban (1993) describes a traditional classroom in terms of different dimensions,
e.g., teacher-led whole-class instruction and discussion, students arranged to sit facing the board,
no one in class talking except for teacher. In such a classroom, interaction among students cannot
be expected as the teacher leads the learning process and is the sole holder of the content. In a
traditional classroom, interaction occurs between teacher and student while other students work

at their desks (Cuban, 1993).

Though the above-described non-humanistic traditional classroom may still exist, in fact it
has undergone a great deal of change with the introduction of humanistic teaching approaches.
There is a second view the researcher proposes of the traditional classroom which has come about
as a result of the introduction of learner-centred approaches. Learner-centered approaches grant
students with “autonomy and control over choice of subject matter, learning methods, and pace
of study” (Gibbs, 1992, p. 23). Thus, roles and responsibilities of teachers have been altered. In
learner-centered approaches the teacher is regarded as the guide on the side facilitating learning
rather than sage on the stage (King, 1993). Therefore, teachers have begun to encourage their

students to take an active part during lessons. As a result, total teacher control has lessened in the
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learning process. Nevertheless, one crucially important thing remains common to these two types

of traditional classroom: time management.

Bergman and Sams (2012, p. 15) present the concept of time in a table in an effort to
compare its use in traditional and flipped classrooms (see Table 2). Although the second view of
the traditional classroom (being a humanistic and learner-centered) entails active participation on
the part of the learners, students’ active participation in lessons and learning activities is still very
limited compared to the flipped classroom due to the fact that instruction still takes up a great
deal of time in class and there is reasonably little time for active participation of the learners in

learning activities.

Traditional Classrooms Flipped Classroom

Activity Time Activity Time

Warm-up Activity 5 Warm-up Activity 5
min. min.

Go over previous night’s homework 20 Question and Answer time on video 10
min. min.

Lecture new content 30- Guided and independent practice 75
45 and/or lab activity min.
min.

Guided and independent practice 20-

and/or lab activity 25
min.

Table 2 Comparison of Class Time in Traditional vs. Flipped Classrooms (reprinted from Bergman
and Sams, 2012, p. 15)

Despite the fact that the traditional lecture is considered to be deficient because of its
failure to engage students in the learning process, in certain settings it may be the only convenient
instructional format. For example, in crowded classes it can be used as a controller of the learning

process, of time and of content. As Weimer (2013) states, some teachers may even adopt it so
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that they can maintain their importance in the classroom. However, as Vygotsky (1978) explains
the fact that learning is a process of constructing understanding and cannot happen by simply
transmitting information from an external source to the learner, which happens usually in

traditional classrooms, such justifications cannot hold.

In conclusion, a comparison between the traditional and the flipped classroom is useful to
see how the flipped classroom model can transform the learning process. It appears that the
traditional classroom is now coloured by features of the learner-centered approaches to teaching.
Nonetheless, even this improvement in the traditional classroom concept cannot compete with

the flipped classroom when efficient use of time is the issue.

3.1.4. Teacher and student roles in the flipped classroom model

In the flipped classroom model the organization of the teaching and learning changes with
respect to the traditional classroom. Thus, the roles and the responsibilities of both teacher and
student undergo change. To begin with, in a flipped classroom teachers are expected to provide
suitable and well-organized materials in advance of the lessons. They may either create their
materials (like videos and podcasts) on their own or make use of already prepared ones which are
available to the public on websites like The Khan Academy?, MIT OpenCourseWare3 and Coursera®.
Moreover, they are responsible not only for preparing out-of-classroom self-learning activities
associated with the content in the videos to help the students to learn more about the material,
but also for creating neatly devised class-time activities that focus on the points that the students
may need the most help with in understanding the content (Bergmann & Sams, 2012). During the
class time, teachers do not re-teach the material, but facilitate learning by briefly discussing the
content with whole class, clarify doubts, introduce extra resources and supply feedback. In
substance, Teachers in the flipped classroom model modify their teaching styles to respond to the

needs and learning styles of the students of today (Pulley, 2014).

2 https://www.khanacademy.org/.
3 http://ocw.mit.edu/index.htm.
4 https://www.coursera.org/.
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The flipping of the classroom also brings about changes in the students’ responsibilities.
Although watching videos and studying materials supplied by the teacher in the flipped classroom
model seem to be a new version of what homework once was, in essence there is a difference:
homework in traditional sense is done to complete a learning process and practice the newly
received information. In the flipped classroom model, the task of watching the videos outside of
the classroom is the initial encounter with the content to be learnt. Through it, the students are
expected to acquire sufficient background knowledge that they will deepen through practice in
classroom with their class mates and their teachers (Bergmann and Sams, 2014). Moreover, active
and interactive participation of the students in the class-time activities become natural firstly
because they can exploit the whole class time freed by removing the lecture out-of-class time and
secondly they are prepared and curious for deeper discussions. In such an engaging atmosphere,
learners are expected to collaborate and cooperate when necessary to accomplish tasks by

supporting each other.

3.1.5. Benefits and pitfalls of the flipped classroom model

A bulk of studies has shown that the flipped classroom model is beneficial in many ways.
First of all the flipped classroom model frees up class time for more interaction among students
and between students and teachers. This enables teachers to check, monitor, re-direct and
mentor each individual learner in the classroom (Larcara, 2014). This leads teachers to be
“passionately caring professionals”, who assist learners to pursue excellence in learning
(Bergmann & Sams, 2014, p. 27). Learners can always go back and study archived online lecture
videos whenever and wherever they want (Carstens & Sheehan, 2014). This individualized kind of
learning provides the students the option to decide the amount of time they need to learn,
especially for the slow-paced students (Driscoll & Petty, 2014). Moreover, control over the
learning time, selection of the ways to demonstrate mastery of an objective of a lesson and
decision of time to seek teacher guidance grant learners with autonomy (Driscoll & Petty, 2014).
Finally, in various studies students have been observed to have an increase in content knowledge
(Bergman & Sams, 2012; Marlowe, 2012; as cited in Bagby, 2014), to be more satisfied with the

organization of learning (Lage, Platt & Treglia, 2000; Baker, 2000; as cited in Davis, 2013), and to

23



have higher success rates (Bates & Galloway, 2012; Davis, 2013; Day & Foley, 2006; as cited in

Yarbro et al.; Moravec et al., 2010).

Obviously flipping a classroom does not solve all the problems students, teachers and
institutes face in the course of education. For teachers who create their own video lectures it can
be time consuming and demanding in terms of technological skills. Badly organized class time
activities can make students feel abandoned to learn the material on their own (Talbert, 2012).
Moreover, Strayer (2007) argued that student found technology as a drawback as they were used
to traditional way of studying. Technology being a drawback can emerge in other situations as well
like in the study of Carstens and Sheehan (2014) in which several students informed that they had
no internet access to accomplish assignments. Furthermore, reconsideration of work load in
flipped learning can create negative perception of the model as it was revealed in the study of

Linga and Wang (2014) in which learners complained about the extra work they undertook.

3.2. THE FLIPPED CLASSROOM MODEL AND FOREIGN LANGUAGE CLASSROOM

Languages are a means of communication and cannot be considered separate from the
societies who speak them. As happens with mother tongue acquisition, second and foreign
language learning requires interaction with others (Vygotsky, 1978; Lantolf & Thorne, 2007).
Foreign language learning is a social phenomenon and the contexts in which foreign languages are
learnt are destined to be restricted to the language classrooms in terms of exposure to and
opportunities for target language interaction (Hall & Walsh, 2002). For this reason, the contact
hours are of crucial importance for both the students and the teachers involved in foreign

language teaching and learning.

One of the most important benefits of the flipped classroom model is the possibility of
creating time for learning activities in the classrooms. The reconstruction of the time element in

the model differentiates it from other learner-centered models (Bergmann & Sams, 2012). Freed
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up class-time creates opportunities for meaningful interaction in the target language between

learners and teachers.

According to constructivists like Piaget and Vygotsky, learning is an active, constructive
process. Learners construct new knowledge actively by interacting with their environment relating
new knowledge with their prior understandings (Naylor & Keogh, 1999). Experiences gained as
results of interactions are used to produce deductions which after being tested in other social
interactions, turn into knowledge. However, in order to create new knowledge, students need
previous concepts to build on. In the flipped classroom model, learners receive new information
through audio-visual materials out of classroom time and link this new information with what they
already know. In the classroom, reinforcement of this newly acquired information is fulfilled
through hands-on activities about which they can get immediate feedback and support from their
teachers as well as their classmates. Hence, students enhance their knowledge basing themselves
on their previous experiences and pre-existing knowledge through social interaction (Cubukgu,
2012; Pritchard & Woollard, 2010). In a flipped foreign language classroom the basics of foreign
languages like grammar and word formation rules can be delivered via video lessons and freed up
class time can be used to present learners rich learning environments to facilitate interaction and

collaborative work.

Although the model seems promising for promoting foreign language learning, there is
little evidence in the literature on this. There is a lack of research that allows us to deduce its
potential. In fact a major part of what we know about the flipped classroom model and its

effectiveness comes from STEM (science, technology, engineering, and mathematics) classes.

However, Cockrum (2014) strongly claims that the flipped classroom model works in
language teaching just as well as it works for other content areas. He backs his claim by stressing
the following important benefits of the model in foreign language classes. The benefits identified

by Cockrum (2014) and summarized by the researcher can be examined below.
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-Individualized Instruction: increased time spared for each student and quality of feedback

given by teacher.

-Community: creation of a learning community in which peer review and collaborative

work are supported and promoted.

-Self-Pacing: freedom for students to choose when and what to study without ignoring

deadlines.

-Choice in Activities/Alternate Assessment: assessment based on lesson objectives in

multiple forms.

-Focus on the “Fun Stuff”: boring one-way explanations’ like grammar replacement with

learning activities.

-Grading: shortened time spared for grading papers for teachers through in-class

discussions and feedbacks.

-Efficiently Use Time: more time for deeper understanding without saving content

teaching.

-Autonomous Learning: increased responsibility of learners to manage time, sources and

assistance.

-Common Core Standards: the ability to address requirements of states. For example skills
described by the Council of Writing Program Administrators, the Council of Writing Program
Administrators, the National Council of Teachers of English and National Writing Project (2011)
(curiosity, openness engagement, creativity, persistence, responsibility, flexibility and

metacognition) are parallel with flipped learning premises.

In addition, there are some studies exploring language learning in the flipped classroom
model. Moran and Young (2014) found that students in flipped English Language Arts had mixed
feelings about the new model and interpreted that it might be partly effective. Haakea (2013)
reported about faculty members flipping content-heavy lectures in an English faculty and argued

that the results were promising. Another research that confirms the positive effect of the
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introduction of the model in English Language Arts class reports the attainment of higher writing

and reading scores (Green, 2012).

All in all, it can be inferred that the flipped classroom model can be introduced in language
teaching and embraced confidently for two main reasons: it creates time for meaningful
interaction in the classroom and personalizes attention given to individual learners. It can be said
that the flipped classroom model in the foreign language field research is growing, and the
findings of the studies carried out are capable of giving hints regarding its effectiveness in

language teaching.
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CHAPTER 4

THEORETICAL FOUNDATIONS FOR THE FLIPPED CLASSROOM MODEL

Although ideas about time, place and facilities for learning change continually and rapidly,
this does not seem be the case for opinions on how people learn. Theories on how technology
might change the way people learn still have their foundations in concepts and approaches
introduced by Dewey, Vygotsky, Bruner, Papert, Lave and Wenger (Laurillard, 2013). According to
Bransford et al. (2000), learning occurs when learners “..have a deep foundation of factual
knowledge”, “..understand facts and ideas in the context of a conceptual framework” and
“...organize knowledge in ways that facilitate retrieval and application” (p. 16). From this point of
view, learning is a“...relatively permanent change in behavioral potentiality that occurs as a result
of reinforced practice” (Kimble, 1961, p. 6; as cited in Olson & Hergenhahn, 2013). A person who
learns something new manages to perform things that they could not/did not before. In formal
education, s/he demonstrates evidence of his/her learning that can be measured by qualitative
and quantitative methods. This evidence can emerge both while participating in a learning activity
such as group discussions and while fulfilling a required performance such as a quiz. For it to take
place appropriately, formal learning requires aimed, planned and programmed educational
activities. Principles of learning derived from theories of learning result in teaching methods.
Based on these theories and methods, teaching techniques, strategies and models constitute

educational activities.

Having explored the flipped classroom model, it becomes clear that it literally knits
together most of the learning principles. Particularly, learning in and out of classroom concept,
which is the greatest benefit of the model, provides the opportunity to rethink and reconstruct
our understanding of facilitating learning. The way it perceives the time and space utilized for
learning enables their exploitation for more effective learning to happen. Freeing the class time

offers the opportunity to focus on learners and learning through exercises and activities.
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Therefore, the grounds for justifying the flipped classroom model can be said to relate to the
learner-centered theories. One of the most influential learner-centered approach is the
constructivist learning theory. Ideas central to constructivism and learning strategies that the

flipped classroom model accommodates are presented below.

4.1. CONSTRUCTIVISM

Constructivism is a theory which deals with learning and knowledge rather than teaching.
Constructivism, which seeks to explain how people learn, is not a recent theory (Terhart, 2003),
but Constructivism in its modern sense can be attributed to Piaget (1955), Bruner (1966) and
Vygotsky (1978). Basically, constructivist learning theory advocates that knowledge is built upon
current or older knowledge. This construction of knowledge is not mere accumulation of
information but construction of knowledge by promoting meaningful relationships among
information blocks (Brooks & Grennon Brooks, 1999). According to Constructivists, learning is the
result of associating what is already known with the newly encountered to deduce a new
understanding. In order to increase exposure to new information and for an individual to progress
in learning, relation with his/her environment is seen as crucial. Knowledge is acquired through
interactions of human beings with the world (Gordon, 2009). People contact others and, through
interactions, they gain experience. These experiences lead to personal inferences because each
individual is unique and so is their way of processing information. Thus, new knowledge resulting
from the links created to the previous knowledge is subjective and personal (Alesandrini & Larson,
2002). Inferences a person makes turn into knowledge either as they are or after modifications,
depending on whether they are confirmed through other social interactions. Once accepted, they

form the basis for newer experiences to construct newer knowledge.

Hence, the theory accepts that knowledge is not independent from individual; in other
words, information cannot be thought as de facto that applies to anything in any situation or to
anybody. For this reason, knowledge acquired by one person cannot be transmitted to another

(Phillips, 2000).Everybody has their own meaning-making processes based on their readiness and
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past experiences and learning. In a classroom setting, covering a subject in the traditional way by
direct instruction can only transfer information and may result in learners memorizing blocks of
information rather than creating meaningful relationships among them. Understanding depends
on these meaningful relationships as well as their qualities. If understanding does not occur,
‘internalization’, another aspect highlighted in the theory, cannot be achieved and, therefore,
meaningful learning does not occur. In order to create understanding or build knowledge, learners
are expected to construct knowledge actively through their own mental processes and

interactions with their surroundings (Abbott & Ryan, 1999).

Fox (2001) revises a bulk of research and summarizes the central elements of

Constructivism. The list is composed of seven items, which are:

“Learning is an active process.
Knowledge is constructed, rather than innate, or passively absorbed.

Knowledge is invented not discovered.

All knowledge is socially constructed.

1

2

3

4. All knowledge is personal and idiosyncratic.

5

6. Learning is essentially a process of making sense of the world.
7

Effective learning requires meaningful, open-ended, challenging problems for learner to solve.”

(p. 24)

In order to explore Constructivist learning theory with its relevance to the flipped
classroom model, perceptions of two important figures, Piaget’s and Vygotsky’s, are presented in
the following part. Although both these eminent figures agree on the basic concepts of

Constructivist learning, they differ in stressing the importance of mental and social factors.

4.1.1.Piaget’s Constructivism

Cognitive Constructivist Piaget (1964) is renowned for his ‘schemas’, ‘assimilation’ and
‘accommodation’ components that he used to explain how learning occurred. According to him,
an individual has ‘schemas’, which reflect their understanding of the world. When presented with

new information, individuals assimilate it in explanation, seeking to fit it in with their existing
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mental schemas (Huitt & Hummel, 2003). If the existing schemas can embrace the new
information, they accept it; if not, they create new schemas for the new information (Huitt &
Hummel, 2003). This stage is called ‘accommodation’ and in the end an equilibration is attained
(Huitt & Hummel, 2003). Individuals who encounter with situations that are potentially
problematic due to lack of prior knowledge regarding that specific situation realize its absence
(Sewell, 2002) and accordingly establish new links to acquire knowledge through these steps,

which leads to new learning.

Piaget (1964) studied cognitive development in people and argued that it occurs in four
stages in an unvarying order, (sensorimotor, pre-operational, concrete operational and formal
operational). In order for learning to happen, he maintained that content is specific to each level
and tasks demanding higher cognitive processes could not be taught before learners reach that
level of development (Huitt & Hummel, 2003). Its implementation in education requires teachers
to create opportunities to engage learners with their own meaning-making systems and to

challenge them to revise their schemas through rich and various contents.

4.1.2.Vygotsky’s Constructivism

Sociocultural Constructivist Vygotsky perceived learning as a social phenomenon.
According to him, learning occurs through interactions and discourses in social and cultural
contexts. Vygotsky believes that “culture is the product of social life and human social activity”
(1981, p. 164). Therefore, contact with the social environment also means engaging with the
culture that society owns. Contact is essential for cognitive development of individuals;
consequently, learning cannot be separated from social contexts. Knowledge construction occurs
in a collaborative way as individuals establish new understandings through feedback and reactions

they receive from others (Vygotsky, 1978).

Vygotsky’s observations about cognitive development of children are the basis of his two-
layered explanation of learning. He (1978) states that at the first layer, a child contacts people and

encounters with a medium such as pointing a finger, which does not have any meaning to the child
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yet. Then, depending on the people’s reaction to this medium, s/he makes sense of this gesture

and this refers to the second layer, which is individual.

Another important aspect that Vygotsky brought forward is ‘Zone of Proximal
Development’ (ZPD). He propounded ZPD to explain the importance of interaction for learning by
framing where learning occurs. ZPD is “...the distance between the actual developmental level as
determined by independent problem solving and the level of potential development as
determined through problem solving under adult guidance or in collaboration with more capable
peers” (Vygotsky, 1978, p. 86). It underscores the difference between what people can learn
independently and on their own and what they can learn with the help of other more
knowledgeable members of the society (Chaiklin, 2003). A learner can be pushed from his/her
current stage of learning and development to a higher level when s/he collaborates with a teacher

and/or other learners who are more proficient in the classroom.

In an attempt to explain how learning occurs, Vygotsky (1978) further states that what a
learner can do now with the help of a more knowledgeable person will turn into what s/he will be
able to do in the future. This kind of progress builds upon older learning and goes on repeating the
procedure in the learning process. Generally known as ‘scaffolding’, the assistance received to
master a learning task allows learners to perform beyond their actual capacities (Wood, Bruner &
Loss, 1976).In a flipped classroom, students could achieve more than they might on their own by
scaffolding their learning through the guidance and support of their teachers and more
knowledgeable peers (Mercer, 1995; as cited in Wells, 2004). The frequency and the quality of
assistance may change in line with the needs of learners (Aljaafreh & Lantolf, 1994). Vygotsky
explains the cognitive development through the ‘internalization procedure’, which refers to the
process of assisting a learner to perform a task until s/he can accomplish it on his/her own.
‘Internalization’ is a gradual process which requires imitation as the first phase and scaffolding as
the second for a learner to complete a task. When the learner manages to perform appropriately,
help is avoided because the learner internalizes the knowledge. It is noteworthy that ‘imitation’
does not refer to the “mindless mimicking” of the model but to the intentional cognitive activity

(Lantolf & Thorne, 2007, p. 203).
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Another major theme emerging in Vygotsky’s works is ‘mediation’. He argued that “human
mind was comprised of a lower-level neurobiological base”; however, “human consciousness was
its capacity for voluntary control over biology through the use of high-level cultural tools (i.e.,
language, literacy...)” (Lantolf & Thorne, 2007 p. 198). He claims that learning is the result of
converting social cultural relations to cognitive functions. These cognitive functions can be
justified by mediations that represent psychological tools or signs (Vygotsky, 1978). In explanation,
in an educational setting, contact with the social environment is mediated by tools like books,
computers, videos and signs such as language. Educational application of ZPD requires learners to
participate actively in learning, take responsibility for their own learning in a collaborative
environment that prompts learners to think critically and deal with problems by using higher

mental activities.

4.2. ACTIVE LEARNING

Active learning is an approach based on the Constructivist learning theory. Advocators of
Constructivism state that learning is a meaning making process in which individuals construct
knowledge by replacing or adapting their existing knowledge (Piaget, 1964) and engaging in social
interactions (Vygotsky, 1978). Building new understandings requires active involvement of
individuals. Therefore, active learning can be said to refer to “any instructional method that
engages students in learning” (Prince, 2004, p. 223). Prince (2004) highlights the fact that active
learning definition is usually used for activities learners engage within the classrooms even though

it encompasses other traditional activities like homework.

‘Active learning’ regards learning as an active process itself. Accordingly, learning requires
learners to “explore and experiment with a task to infer rules, principles, and strategies for
effective learning” (Bell & Kozlowski, 2009, p. 266). Moreover, Bell and Kozlowski (2009) add that
active learning means much more than learning by doing because it exploits formal training

elements to promote learning.
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Meaningful learning is achieved by learners through active participation in their own
learning processes, reflecting on what and why they are learning (Bonwell & Eison, 1991) rather
than simply receiving information transmitted to them and memorizing facts (Chickering &
Gamson, 1987). This aspect of active learning calls for self-regulated learning. According to
Zimmerman (1986; as cited in Zimmerman, 1990), self-regulated learners “are metacognitively,
motivationally and behaviourally active participants in their own learning” who “proactively seek
out information when needed and take the necessary steps to master it” (p. 4). A learner makes
decisions regarding what s/he will learn, how s/he will use his/her time, which strategies s/he will

apply to learn and how s/he will focus on the material himself/herself.

Besides other instructional implications, active learning environments provide learners
with opportunities for studying in contexts that are meaningful and relevant to their interests
through learning activities that promote higher-order thinking skills like analysis, synthesis,
creativity and problem-solving (Grabinger & Dunlap, 1995). Consequently, active learning
approach establishes a ground for flexible learning situations, in which learners involve themselves

mentally and physically to deduce their own understandings.

4.3. MASTERY LEARNING

The flipped classroom model presents a learning environment which is able to compete
with many time-tested other learning models. In fact, it is an idea which reformulates learning
time and space by making use of technology (Bennett, 2012). In a flipped classroom, teachers can
still cover all their contents while learners can engage actively with learning activities. The fact that
active involvement of students requires time can neither be ignored nor denied. This aspect of
active involvement may create problems related to the time for teachers, who are expected to
cover a pre-decided syllabus in a limited time. For this reason, the flipped classroom model
appears to be one of the most effective instructional designs that can accommodate plenty of

strategies, promoting learner-centered approach in education
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The key issue in the flipped classroom model is that a learner learns at his/her own pace,
anywhere and anytime. This kind of learning supports mastery-learning environment, which
means that a learner can move to the next piece of information, chapter or unit in the curriculum
after s/he achieves the objectives of the previous one. Mastery learning rejects grading learners at
the end of a course, advocating that this does not guarantee mastering a course but only informs

whether learning has occurred or not.

Mastery learning is an instructional strategy that was developed by Bloom in the late
1960s. Essentially, the strategy proposes teaching a subject in small units in a way that mastery of
a unit is the prerequisite for continuing with the next unit. The strategy is influenced greatly by the
school learning approach suggested by Carroll (1963). According to Carroll, all learners can achieve
the learning objectives of any course, provided that they are supplied with enough time, decided
by their perseverance, opportunity to learn and time they actually need (Block & Burns, 1976). The
difference between time supplied and time a learner needs creates the difference in learning
achievement. Carroll also explains that the amount of time a learner needs is defined by the
learner’s “aptitude for the subject, the quality of his instruction and his ability to understand his
instruction” (Block & Burns, 1976, p. 5). The mainstay of this approach is that there are learners
who can learn fast or slowly rather than good or bad learners (Guskey, 2008). If learners are given

enough time, all of them can learn. As it is seen, the focus of the theory is the concept of time.

Seeing the importance of time and quality of instruction, Bloom believed that appropriate
instruction and sufficient time were crucial for learning (Guskey, 2008). According to him “
variations in learning and level of learning of students are determined by the students’ learning
history and the quality of instruction they receive” (Bloom, 1976, p. 16). Thus, he focused on ways
to maximize learning. He studied how education was carried out in typical educational settings. In
the end, he put together Carroll’s learning principles and the variables he observed in schools to
systematize his strategy. Bloom’s mastery learning strategy seeks to unite and exploit all the

elements that may influence the learning process in schools in the best way possible. These

elements can be referred as variables that can be controlled or not in learning processes (Table3).
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STUDENT QUALITY OF LEARNING
CHARACTERISTICS INSTRUCTION OUTCOMES
COGNITIVE ENTRY CUES LEVEL AND TYPE OF
BEHAVIOURS ACHIEVEMENT
AFFECTIVE ENTRY ACTIVE RATE OF LEARNING
BEHAVIOURS PARTICIPATION
REINFORCEMENT AFFECTIVE
OUTCOMES
CORRECTIVE
FEEDBACK

Table 3 Variables of the Mastery Learning Strategy (adapted from Bloom, 1976 cited in Kaya, 2008,
p.12)

The variables of the strategy are: student characteristics, quality of instruction and learning
outcomes. Student characteristics are defined by two behaviours: cognitive and affective entry

behaviours.

The first one, ‘the cognitive entry behaviours’, is the prior knowledge or pre-learning that
can either facilitate or impede learning. These behaviours, like understanding a text, writing,
problem solving skills, can be referred as necessary conditions for learning to happen (Senemoglu,

2009).

The second one, ‘the affective entry behaviours’, is students’ attitudes and interests
toward schools and school subjects. Within affective entry behaviours, academic self-concept
outstands as an important indicator of achievement. It includes a learner’s personal opinions and
perceptions of his/her success regarding school subjects and it is formed by the considerations of

a learner’s family, teachers and friends about the learner in his/her learning history (Bloom, 1976).
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As for the quality of instruction, Bloom (1976) defines four variables that can affect the
quality of education and as a result learning. These are cues, participation, reinforcement and

corrective feedback.

‘Cues’ refer to any kind of instruction informing learners of what they are going to learn
and how. In order to have effective cues, learners should have clear ideas on what is expected of
them and be presented with various, meaningful and strong explanations regarding possible
strategies and resources to learn with. ‘Participation’ means active participation of learners in
learning processes. The extent of active engagement can be related to more improved learning
outcomes. ‘Reinforcement’ is any rewards that learners receive when they demonstrate mastery
of a subject. Finally, ‘corrective feedback’ is the last variable that can affect quality of instruction
and it is worth a detailed description as it is one of the most important aspects of the strategy.
‘Feedback’ is making a learner aware of his progress and ‘correctives’ are further explanations to
ensure understanding (Guskey, 2007). In this strategy, a formative classroom assessment follows
the instruction of a unit. The aim of this assessment is to give learners some feedback on their
learning and errors (Guskey, 2007). In this way, teachers can supply immediate feedback, avoiding
accumulation and demonstration of errors and misunderstandings without waiting the results of a
summative assessment implemented at the end of a course. They supply remedial activities for
learners to correct their mistakes and help them understand the content better. Thus, ‘corrective
feedback’ saves time by preventing learners from repeating their mistakes. As for learners who do
well in these formative assessments, they are presented with enrichment exercises to strengthen
their understanding of the material. In the end, learners are tested again on the same material. If
learning objectives are achieved, learners can move on to the next unit. Thus, mastery ought to be

evident for learners to continue with the material.

In terms of learning outcomes, level and type of achievement, rate of learning, and
affective outcomes Bloom (1976) suggests that they will be high or positive if cognitive and

affective entry characteristics are favorable and the quality of instruction is optimal. This refers
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also to a cycle of good learning outcomes, resulting in improved cognitive and affective entry

behaviours.

The mastery learning strategy aims to close the achievement gap among students.
According to Bloom, the gap was not the result of teaching because teaching practices of teachers
were not mainly different from each other, but it was the result of amount of time given to
learners to learn a subject and their backgrounds or learning styles that either hindered or
supported learning (Guskey, 2007). This could also explain why some learners learn well while

some others learn very little although they both attend the same lesson with the same instructor.

The solution the strategy suggests to allow all learners to obtain better learning is to
provide various learning opportunities for learners through differentiated instruction. This can be
achieved by controlling variables that can be controlled in formal education. In other terms,
intelligence, personality or socio-economic status of families cannot be controlled by teaching
authorities. Nonetheless, prior learning, interest and attitude towards lessons, academic self-
concept, quality of instruction and time can be both controlled and manipulated to improve

learning (Kogak, Cebeci and Yenilmez, 2004).

Teachers are required to provide extra time and individual attention for the learners within
this process and the flipped classroom model supplies that extra time, which is destined to be very
limited in a traditional classroom. The model frees all the class time for active and personalized
learning. Moreover, in a flipped classroom, the teacher offer feedback to learners continually as
they engage in various learning activities. As a result, learners get the chance to receive correction
and, if necessary, remedial support in the course of their learning rather than a grade informing

them how well they have done at the end of their learning process.

4.3.1. Bloom’s Taxonomy
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Bloom’s focus on mastery of subjects, which can be called ‘mastery learning strategy’,
originates from a study conducted by Bloom and a group of researchers to standardize learning
objectives and, thus, measurement. The study, published in 1956, yielded a framework for

educational objectives and has come to be known as ‘Bloom’s Taxonomy’.

Bloom’s taxonomy is a collection of educational objectives, learning and thinking skills
categorized hierarchically under six cognitive domains. These cognitive domains are Knowledge,
Comprehension, Application, Analysis, Synthesis and Evaluation (Table 4). This classification is
referred as ‘the original taxonomy’ (Krathwohl, 2002). It is original because in 2001 Anderson and
a group of scholars revised the original taxonomy to update it in accordance with the
developments in education and psychology of learning (Anderson et al., 2001). It is reasonable
because when the original taxonomy was published in 1956, different theories such as Behaviorist
learning theory were prevalent. With the introduction of learner-centered approaches, terms like
constructivist learning, active learning, motivation, autonomous learner and learning, self-
regulated learning and metacognition have started to emerge. The common feature of these
approaches and theories is that learners are in the centre of educational activities and they need
meaningful interactions with the materials and other people in order to learn by themselves. Thus,
the revised version is a reconstruction of the original taxonomy, which takes into consideration
the paradigm shift. Although the revised taxonomy retained six major categories, fundamental

changes can be observed in their replacement and wording (Table 5 and Figure 1).

1.0 Knowledge
1.10 Knowledge of specifics
1.11 Knowledge of terminology
1.12 Knowledge of specific facts
1.20 Knowledge of ways and means of dealing with specifics
1.21 Knowledge of conventions
1.22 Knowledge of trends and sequences
1.23 Knowledge of classifications and categories

1.24 Knowledge criteria
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1.25 Knowledge of methodology
1.30 Knowledge of universals and abstractions in a field
1.31 Knowledge of principles and generalizations
1.32 Knowledge of theories and structures
2.0 Comprehension
2.1 Translation
2.2 Interpretation
2.3 Extrapolation
3.0 Application
4.0 Analysis
4.1 Analysis of elements
4.2 Analysis of relationships
4.3 Analysis of organizational principles
5.0 Synthesis
5.1 Production of a unique communication
5.2 Production of a plan, or proposed set of operations
5.3 Derivation of a set of abstract relations
6.0 Evaluation
6.1 Evaluation in terms of internal evidence

6.2 Judgments in terms of external criteria

Table 4 The Original Taxonomy (adapted from Krathwohl, 2002, p. 213)

1.0 Remember — Retrieving relevant knowledge from long-term memory.

1.1. Recognizing
1.2 Recalling

2.0 Understand — Determining the meaning of instructional messages, including oral,

written, and graphic communication.
2.1 Interpreting
2.2 Exemplifying
2.3 Classifying
2.4 Summarizing
2.5 Inferring
2.6 Comparing
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2.7 Explaining

3.0 Apply — Carrying out or using a procedure in a given situation.
3.1 Executing

3.2 Implementing

4.0 Analyze — Breaking material into its constituent parts and detecting how the parts relate
to one another and to an overall structure or purpose.
4.1 Differentiating
4.2 Organizing
4.3 Attributing

5.0 Evaluate — Making judgments based on criteria and standards.

5.1 Checking

5-2 Critiquing
6.0 Create — Putting elements together to form a novel, coherent whole or make an original
product.

6.1 Generating

6.2 Planning

6.3 Producing

Table 5 The Revised Taxonomy (adapted from Krathwohl, 2002, p. 215)
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Figure 1 The Revised Bloom’s Taxonomy (adapted from Bergmann and Sams 2014, p. 31)

It can be seen that the original taxonomy is “ordered from simple to complex and from
concrete to abstract” (Krathlwohl, 2002, p. 212). The lessons show an increasing complexity and
become more cognitively demanding as the learning move towards the top of the pyramid (Figure
1). Basic learning objectives like ‘knowledge of content’ and ‘comprehension’ are regarded as
lower-order thinking skills. However, applying synthesis to a material understood requires higher-
order thinking skills. Moreover, it represents a “cumulative hierarchy; that is mastery of each
simpler category was prerequisite to mastery of the next more complex one” (Krathlwohl, 2002 p.
212). Although this attribution was made for the original taxonomy, the same also applies to the

revised taxonomy.

The flipped classroom model offers another perspective to look at the revised taxonomy. In
traditional classroom settings, learners involve mostly with lower levels of the revised taxonomy,
which are ‘remembering’ and ‘understanding’ (Marshall & DeCapua, 2013). If class time permits,
they move towards application of what is learnt and complete homework which requires higher-
order thinking skills out of classroom (Bergmann and Sams, 2014). According to Bergmann and
Sams (2014), the flipped classroom model enables learners to reach higher levels in the taxonomy

through video lessons. They consider video lessons are the best content-delivery tools to achieve
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the aims set in accordance with ‘remembering’ and ‘understanding’ levels of the taxonomy. In this
way, teachers can make use of the time freed in classrooms to continue with higher level learning.
In this manner, even the highest level learning in the revised Bloom’s taxonomy, which risks being

neglected in traditional approaches, can be achieved.

Another rationale to re-think the revised taxonomy is presented by Spires, Wiebe, Young,
Hollebrands and Lee (2012). According to Spires et al. (2012), in 21%t century classrooms, more
time and focus should be given to promote cognitive processes such as creation, generation and
production and less time to remembering since information is “abundant and can be accessed
quickly” (p. 247). Such an interpretation of the revised taxonomy is called ‘the inverted revised

Bloom’s taxonomy’ and can be represented as in the Figure 2 (Spires et al., 2012).

Create
Evaluate
Analyze

Apply

Understand

Remember
Figure 2 The Inverted Revised Bloom’s Taxonomy (reprinted from Spires et al., 2012, p.248)

The inverted version of the pyramid demands more time and effort to be spent by the
learners to engage with higher tiers of the pyramid like ‘creating’ and ‘evaluating’ (Bergmann &
Sams, 2014). When learners are stuck due to lack of information, for example, they can always

search for content without wasting much time (Bergmann & Sams, 2014).
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Devised as a tool to standardize learning goals and measurement criteria in late 1950s,
with further revisions, omissions and additions, the Bloom’s taxonomy still constitutes a favorite

road map for educators.

4.4. COLLABORATIVE LEARNING

The studies of Vygotsky are regarded as the origin of collaborative learning.
Vygotsky (1978) argues that cognitive development is not a process in which only an individual
involved. According to him, relationships that an individual create also have a decisive effect on
the individual’s cognitive development. Thus, learning is a social phenomenon and happens as a
result of interaction (Lantolf & Thorne, 2007). Vygotsky (1978) suggests that children learn
through their interactions with other people around them and then internalize newly acquired
knowledge. Moreover, he claims that every individual has a ZPD, the learning capacity which can
be activated with the help and guidance of more experienced and knowledgeable people and that
can be pushed further. From this point of view, ZPD illustrates the importance of social settings in
constructing knowledge for individuals (Warschauer, 1997). The application of ZPD to teaching-
learning situations requires learners and teachers to work collaboratively to construct knowledge.
Collaborative learning strategy creates various opportunities for learning because learners are
expected to communicate, interact and negotiate among themselves with a teacher present in the
classroom to facilitate learning. They can challenge each other and also provide scaffolding for the

less experienced peers by assisting them to acquire knowledge and skills (Topping & Ehly, 1998).

Dillenbough (1999) tags collaborative learning as a social contract between peers or
between peers and teacher and further argues that this contract does not guarantee that
interaction between these groups will occur. Thus, he proposes four features to be considered for
some interaction to occur in collaborative learning. These features are summarized by the

researcher and can be examined below.
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1. Setting up initial conditions: This component of collaborative learning also determines
how and what kind of interaction will occur. At this stage, the groups are carefully formed with
regards to their sizes and some criteria like mixed groups of boys and girls, same idea holders,
level of development, face-to-face or side-by-side arrangement of the groups that work for the
aims of the lesson. Moreover, teachers also consider if the task type is appropriate for
collaborative learning.

2. Over-specifying the collaboration contract: This category refers to clear specifications
of roles that learners are expected to assume in order to prepare the environment for rich
interactions. For example, teachers can think of giving the control of the data access to different
members to influence interaction or assigning each learner a specific role in an argumentation
even though learners may not share the assigned viewpoint.

3. Scaffolding productive interactions: It means encompassing interaction rules in
mediums of teaching. For example, teachers can instruct learners in groups to reason and express
their opinions. Such prompts trigger learners to reflect on what they are doing and require them
to produce meaningful interactions.

4. Monitoring and regulating the interactions: Here, the focus is on the teacher as a
facilitator of learning in the classroom. This feature stresses the role of the teacher as the
facilitator since s/he is expected to monitor and re-direct groups by avoiding revealing of right or
wrong answers. Teacher’s pedagogical intervention is necessary when learners are not engaged in

interaction.

In classrooms where collaborative learning strategy is implemented, group members work
together to find a solution to a problem or accomplish a task to achieve the common aims by
helping each other. Authority and responsibilities are shared among group members while abilities
and contributions of individual group members are respected and highlighted (Panitz, 1999). It is a
strategy that aims to eliminate competition and rivalry amongst learners and sets succeeding
together as the target. Therefore, individual work gains more importance in collaborative learning

strategy in contrast to cooperative learning strategy.

4.5. COOPERATIVE LEARNING
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Similar to the collaborative learning strategy, cooperative learning strategy can be traced
back to the works of Vygotsky. The role ZPD plays in cognitive development of individuals in social
settings can justify the need to introduce cooperative learning strategy into teaching. Although a
number of studies use these two words interchangeably to refer the same strategy, they differ in
their meanings. Collaborative learning stresses individuals, hence, the process of working together
while cooperation refers to the product of such work (Myers, 1991; as cited in Panitz, 1999). From
this perspective, cooperative learning can be defined as “a set of processes which help people
interact together in order to accomplish a specific goal or develop an end product which is usually

content specific” (Panitz, 1999, p. 5).

Doolittle (1995) explores the assertions regarding cooperative learning in the studies of
Johnson, Johnson, Holubec and Roy (1984), Sharan (1990), Rottier and Ogan (1991) and Ormrod
(1995), and concludes that though it is precise in its definition, cooperative learning strategy is

constituted by five components. A summary of these components are given below.

1. Positive interdependence: It creates a situation which makes each group member
value cooperative work to reach both their own personal goals as well as the group’s. It is able to
unite the individuals around a common objective. Interdependence can be varied as goal, task,
labour, resource role or reward. For example, goal interdependence occurs when group members
believe that they can be successful if they work together. Likewise, they can have resource
interdependence, which means each group member has only a part of the whole resource. This
component of cooperative learning strategy is one of the most significant factors as it can
influence the success of the task, which also depends on the participation of all group members.

2. Face-to-face interaction: It is facilitating and encouraging reciprocal efforts of the
group members. Group members can realize this by employing techniques and behaviours such as
giving feedback, helping, trusting, discussing and negotiating.

3. Individual accountability: This element means that the group success depends on
individuals’ learning. This can be achieved in various ways - such as, creating a positive
interdependence amongst group members, urging them to take responsibility for helping each
other in order to complete a task successfully. Another method is that the teacher evaluates the
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achievement level of each learner in a group to ensure that every learner is responsible for their
own learning. This element is of crucial importance because it avoids work load being carried by
few members only and ensures that the responsibility of learning is distributed.

4. Small group and interpersonal skills: As it can be understood, this component deals
with social skills. Teacher assumes that learners do not know how they can interact and behave in
their groups and, therefore, s/he assists learners and teaches them directly how interpersonal
relationships should be. Teachers encourage learners to use their social skills in their group work
to feel as a part of the group and contribute to the group work.

5. Group self-evaluation: This element refers to the groups evaluating the processes they
have used to accomplish a task and also the end product. The group can evaluate what actions
have worked well or failed to determine whether they want to keep or change them in order to

improve productiveness and maximize benefits for each group member.

The strategy is noteworthy because it creates equal opportunities for success for all
learners involved by requiring evaluation of the contribution and efforts made by each individual
learner regardless of his/her level of success (Slavin, 1994).In conclusion, given the prominence of
student engagement in learning activities, the cooperative learning outstands as one of the

complete strategies.
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PART Il

THE STUDY
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CHAPTER 5

METHODOLOGY

This action research study was designed upon review of the current literature related
toflipped learning and foreign language teaching to address the need for more studies on student
achievement in flipped foreign language classrooms. The design procedure of the research

entailed planning both the flipped lessons and the implementation of the research itself.

5.1. PURPOSE OF THE RESEARCH

The purpose of this research is to compare students’ learning outcomes between a flipped
foreign language classroom and a traditional foreign language classroom. To date, there is little
research comparing the learning outcomes for students in these classes. If there are, the majority
of them concentrate on the results of the end-of-the-course assessments along with the student
and teacher feedback on the introduction of the flipped classroom model into teaching.
Additionally, a considerable amount of data comes from various STEM courses rather than Social
Sciences courses like languages. The present study also aims to address to the student and teacher

experiences in a flipped foreign language classroom.

The study was qualitative in nature. The reason for deliberately choosing a qualitative
method was to gain a deeper insight into the flipped classroom model applied in foreign language
teaching. Anyone involved in teaching knows that a poor grade on a final exam does not
necessarily indicate that a learner does not know the material they are tested on. Eliciting learning
outcomes is not an easy task and cannot only be measured by a single means. Studies have shown

that there are a variety of factors and variables involved in a learner’s learning and achievement
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such as anxiety, fear, attention, motivation, environment, readiness, interest and even teachers.
This can explain why there has been a tendency towards assessment procedures which also take
into consideration the learners’ progress (Stiggins, 2005). Summative assessments are popular
among comparative studies owing to the fact that they demonstrate how well students perform at
the end of a learning process but they may not truly reveal what has been actually learnt by the

learners because of the above mentioned factors.

The researcher in this present study needed to know what the flipped classroom model
could offer in terms of learning outcomes. She was interested in understanding whether
introduction of the model really increased learners’ achievement as stated in the majority of the
state of art. In order to achieve this aim, the researcher applied formative assessment methods -
rather than the summative ones - in an action research. Through this method, it was possible to
capture where and when learning occurred and to create a progress chart for the groups to

compare the classes.

Being a qualitative research method, action research seeks to find solutions and bring
improvements to everyday problems. In educational research, it is also about reflecting on
teaching by developing lessons informed by theory and practice and analysing their success or
failure in terms of learning outcomes (Parsons & Brown, 2002). Findings obtained, though not
generalizable (Coonan, 2000), may provide precious knowledge and information “...that will be
directly useful to a group of people” (Berg, 2001, p. 179). Hence, the action research method was
considered to be the method best suitable for the aims of this research. In an attempt to gather
concrete data - rather than only intuitions-, the teacher-researcher prepared lesson plans with
specific, explicit and trackable learning objectives to utilise in the data analysis process of the

research.

5.2. RESEARCH QUESTIONS
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The present study sought to answer these two research questions:

1. Is there an overall difference between the flipped foreign language classroom and

the traditional foreign language classroom in terms of student achievement?

2. Are there any meaningful differences in the learning outcomes of learners in the

flipped foreign language classroom and in the traditional foreign language classroom?

5.3. INSTRUMENTS

Specific choices regarding the type of data necessary to address the purposes of this
research most effectively had to be made and the data collection methods related to research
design were determined accordingly. The data was expected to highlight any significant
differences in learning outcomes in the flipped and the traditional foreign language classrooms.
For this reason, the data collected needed to demonstrate learners’ use of the target language. In
a foreign language classroom, production of language can have diverse forms, namely spoken and
written. In this research, the focus was on the written production of the target language. Although
it was also utilised during the sessions, the spoken language production was discarded as a data
resource because recording learners’ voices caused obstruction among the students. Thus, even
though certain tasks required students to communicate their ideas and roles orally, the researcher
only collected the written forms of the language produced by the students while they were

preparing themselves for the tasks.

The instruments used to collect data were qualitative in nature and three folds: tasks, non-
structured teacher observations and reflections and non-structured interviews with the students.
The data for this research were gathered mainly through the tasks the students were required to
hand in at the end of each lesson in the flipped classroom. As for the traditional classroom, the
learners were instructed to hand in their tasks during the following lesson at the latest. Another
data resource was the teacher’s observations written in the ‘Comment(s)’ boxes found on each

lesson plan. She used these boxes as log books to record her reflections and observations mostly
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during the lessons. The final data gathering instrument was the non-structured student interviews
conducted individually and in groups. These were completed both during the lessons and at the
end of the study to obtain feedback from the students on their experiences and thoughts about

the flipped classroom model.

5.4. PARTICIPANTS

The sample of the participants of the research was the students who regularly attended
the Module 2 classes for the Turkish as a Foreign Language course during the fall semester of
2014-2015 at a university in Italy. A sum of 26 students were invited to the study and they were
supplied with a two-column paper to write down their names according to their willingness to
participate in the flipped foreign language class or continue with the traditional foreign language
class they were already in. They were asked to choose freely between the classes. In the end, 14
students showed willingness to attend the flipped class, which formed the experimental group and
the rest of the students (12) who chose to remain in the traditional class comprised the control
group of the research. The research was consisted of a total of 10 weeks and 2 of them were used

to implement the pilot study.

Having such a small group can be regarded both as an advantage and a disadvantage. It
was a disadvantage because the sample might not have represented the population (Creswell,
2005). However, at the same time, it was an advantage because the research was qualitative and
the small number of the sample allowed the researcher to control variables, detect progresses and

challenges, and manage the data easily.

As for the demographic characteristics of the participants, they were in their early 20s,
ranging from 19 to 24. The majority of the participants were female students (23 out of 26). There
were only three male students, only one of whom chose to attend the flipped class and the rest

two remained in the traditional class. Finally, the students who preferred to study in the flipped
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classroom had at least one e-mail address supplied by the university and had internet access

without exception via various devices like smart phones, laptops, tablets and computers.

5.5. DATA ANALYSIS PROCEDURE

The gathered data was analysed through qualitative analysis methods. After examining the
available qualitative data analysis methods for foreign language teaching - such as content analysis
(Berelson, 1954) and minimal terminable unit (T-unit) (Hunt, 1964)-, it was decided that none of
them suited to the aims of the research. Thus, the researcher devised an ad hoc model to analyse
the data systematically based on classroom-based evaluation. Such an evaluation of the tasks has
two functions. First, it can demonstrate if learning was successful and, second, it informs learners
what teachers plans them to learn (Biggs, 1999). Moreover, classroom assessments “...are based
on clearly articulated and appropriate achievement targets” and “accurately measure student
achievement” (Chappuis, Stiggins, Chappuis, Arter, 2011, p. 3). Moreover, such an alternative
assessment is usually an ongoing process (Kramer, 1990; as cited in Hamayan, 1995) and, thus,

reflects “the process as well as the product of language” (Hamayan, 1995, p. 216).

The model required basically a comparison between learning objectives of each lesson and
language produced in each task associated with that lesson. That is, each task was paired with the
lesson in which it was assigned and examined to see if the objectives of the lesson were evident
and achieved in the task. In order to eliminate possible teacher-related bias, an evaluation and
rubric were adapted from the study of Mertler (2001) and each comment was converted into a
numerical grade, descending from the best performance to the worst. In the end, the sum of the
grades appointed for comments was calculated for each lesson in both flipped and traditional
classrooms. These numbers allowed the researcher to have complete and concrete results to
compare the learning outcomes for the control and experiment groups in a detailed way. After
comparing the learning outcomes of each lesson in the flipped and traditional classrooms, a
general comparison of the learning outcomes in these foreign language classrooms was

considered to be useful to frame the whole research.
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In addition, students’ feedbacks and teacher’s reflections and observations were used as
data supplements to assure triangulation, which could improve the reliability and the validity of
the research. These data were further utilized to discuss the challenges encountered and the
rewards received during the implementation of the flipped classroom model in foreign language

teaching.

In order to facilitate the analysis of the data, the researcher re-wrote the texts produced in
these tasks with the help of a word processor. In this way, the researcher had all the collected data
on separate Microsoft Word documents, which enabled her to organize the data in tables and

evidence the parts surveyed in texts for easy and true grading.
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CHAPTER 6

ACTION PLAN FOR THE RESEARCH

It was the first time for the teacher-researcher to prepare lessons and conduct them in the
flipped classroom model. Therefore, an action plan for this study was a must rather than a need. It
helped the researcher to maintain her focus, organize the whole research procedure and identify

the steps to achieve the aims of the study.

6.1. THE PILOT STUDY

It would not be wrong to liken the pilot studies to model homes constructed before the
actual size houses. These models demonstrate potential problems that can be encountered during
the process of construction and delineate points to be improved. Likewise, pilot studies show the
researchers where they may fail during the research procedure and enables them to optimize
their main research projects. A pilot study can be defined as a “small scale version, or trial run,
done in preparation for the major study” (Polit, Beck and Hungler, 2001, p. 467; as cited in Van
Teijlingen and Hundley, 2001).

This section of the study summarises the preparation and implementation of the pilot
study. The researcher believes that documenting the pilot study is crucial in understanding the
motives for any adjustments done to the study design and the research process to have a

complete framework of the study.

The pilot study for this present research covers a sum of four lessons conducted in two

weeks. The researcher prepared a mini version of the study and implemented. The process of the
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pilot study can be divided into three sequential categories: Before the Pilot Study, During the Pilot
Study, and After the Pilot Study. The procedure, actions taken and decisions made for each

category can be examined below.

6.1.1. Before the pilot study

The most essential part of any action is the planning. Without a roadmap to follow during
the course of an implementation, it is almost inevitable to come across challenges. Thus, it was
wise to prepare an outline of the whole action with possible solutions to possible problems.

Because of this, planning each lesson well gained a greater importance.

Having that in mind, the researcher employed the design process proposed for teachers
who want to flip their classes by Wiggins and McTighe (2005; as cited in Davis, 2013) to construct
her flipped foreign language classroom. According to the authors, there are four elements to
consider before flipping a classroom. These elements and how the researcher applied them to her

research design are explained below.

a. Course content

‘Course content’ refers to the whole content to be delivered. While flipping a classroom, it
also refers to the phase in which a teacher decides which components to be delivered via video
lectures and which to be covered during classes. In the case of the researcher, the foreign
language to be taught was Turkish and the students were expected to reach B1 Threshold level
described by the CEFR® at the end of the first academic term. Therefore, the goals of each lesson
were identified accordingly. As for the content to be delivered via captured video lessons, teaching
grammar explicitly seemed to be the most effective way of utilizing the direct instruction time. In
this way, the students would examine the grammatical structures of the target language and
complete the mechanical drill-exercises outside the class before attending the next session,
prepared to use these newly mastered grammatical structures in meaningful contexts actively in

the classroom.

> Foreign language proficiency descriptors can be accessed at http://www.coe.int/t/dg4/linguistic/cadrel_en.asp.
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b. Course design strategies

‘Design strategies’ refer to lesson plans and learning activities designed to bring out the
desired learning outcomes. After having an outline of the course content with the learning
objectives set and the content to be delivered through videos determined, the researcher devised

group-work activities to implement in class-time. In this way, the first lesson plans were prepared.

Since the length of the videos ideally should be between 15 to 20 minutes, the researcher
limited her ‘chunks’ of contents accordingly. She prepared short presentations using PowerPoint
for each grammatical unit as well as the accompanying tasks and worksheets. Then, she captured
her videos while explaining the content presented on the slides. The videos did not exceed 15
minutes and, if needed, an extra video of no more than 10 minutes was also provided for each

unit.

c. Lecture production tools

‘Lecture production tool’ specifically refers to video production and delivery tools in this
section. The researcher preferred ‘Screencast-O-Matic’, a programme for capturing screens and
videos of the presenters. It was considered to be the most effective programme by the researcher

because of the following reasons:

(a) The free-of-charge version gave her the opportunity to record 15-minute lectures.
When she could not cover all the content she had planned and needed extra time, she captured

another short video.

(b) The programme offered her some crucial options particularly as a first time flipper such

as editing and making pauses.

(c) The programme allowed her to store the videos on her personal computer, publish

them directly on their website and/or on another online platform like Youtube.

(d) Finally, it was a user-friendly program that was not imbued with complicated buttons,

explanations, and specific technical terms.
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d. Lecture delivery systems

Lecture delivery system refers to online platforms where the researcher shared her lecture
videos with her students. The researcher decided to use YouTube for this purpose because it is a

well-known online video sharing site and provides spaces for comments under videos.

6.1.2. During the pilot study

After preparing the lesson plans, the video lectures and the tasks, the researcher was ready
to try the flipped classroom model in her own foreign language class. She informed her 26
students about the new model and also the research. Then, she supplied them with a two-column
paper to write down their names according to their willingness either to participate in the flipped
foreign language class or to continue with the traditional foreign language class they were already
in and instructed them to choose freely between the two. 14 of the students chose to attend the

flipped foreign language class while the rest remained in the traditional foreign language class.

Then, the researcher created a YouTube channel to publish the lecture videos.
Youtube was chosen because it is one of the most popular and well-known online video sharing

platforms. In addition, she created a private playlist to upload her very first video.

When a playlist is ‘private’ on YouTube, only the person who creates that playlist and the
people whom s/he invites can see the content. As the next step, she collected the e-mail
addresses of the students who were in the flipped foreign language class and sent out invitations
for them to watch the first video lesson as well as providing the associated task to be completed

before the actual scheduled class on the following day.

Up to this point it all went as predicted. However, the researcher received an e-mail from a

student who could not watch the video. The student explained that when she clicked on the video,
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she received the following error message: ‘This video is currently unavailable’. On the same day,
another e-mail reporting a similar problem was received. Therefore, the researcher changed the
private status of the playlist to the public from the settings on her YouTube channel to resolve this

problem.

Yet, another complaint regarding the allowed time to process the videos was received. The
students expressed that they needed more time to fully process and complete the tasks before
coming to the class. Therefore, delivering the videos three days before the class time was agreed

upon mutually by the researcher and the students.

When the class met, the researcher followed her lesson plan. She did not re-teach the
grammatical structure explained in the video but only checked the understanding before
continuing with the task she had already prepared. The flow of the lesson was as it was expected

to be.

After the first flipped foreign language class, the researcher checked the video on Youtube
and saw that two comments were left under the video. When she realised that these two
comments were by ‘outsiders’, in other words, by people who found the video on YouTube
coincidentally, watched and commented, she decided to change the video-sharing platform. She
decided to do so because when the playlist was private, some students could not access it. On the
other hand, when she made the playlist public, comments from outsiders were inevitable, which
could affect the research. Therefore, she asked the students if they were using Facebook and,
after receiving positive answers, she created a secret group on Facebook. The second lesson’s
video was posted there and all the students were able to view it there without any problems. In

this way, the implementation of the pilot study was completed.

6.1.3 After the pilot study
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The researcher revised her two-week experience of the flipped classroom model and did
necessary arrangements mentioned above to the research design. She prepared the lesson plans

(Appendix A) and related tasks (Appendix B) along with the lecture videos (Appendix C) weekly.

Moreover, the researcher took the following default decisions to apply during the course of

the research.

If the students in the traditional classroom cannot finish in time their tasks, they can

hand them in in the next lesson.

- The students can decide the number of the group members during the classroom

activities.

- When the students are engaged in their tasks, the instructor walks around the
classroom to observe as they work and be available when they ask for guidance and

help.

- The tasks will always be collected at the end of the class and returned at the beginning

of the next lesson.

In this way, the accurate implementation of the research was guaranteed.
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CHAPTER 7

DATA ANALYSIS

As this study aims to explore the student achievement in the flipped and the traditional
foreign language classrooms, its focus has been on the learning outcomes for the students. In
order to draw a general conclusion and capture the specific details regarding the student
achievement, the researcher decided to apply the Action Research Method. The method provided
the researcher with detailed information on how the students were progressing in both classes.
The major part of the data was collected from the tasks students completed and, as it was set

forth in Chapter 4, qualitative data analysis methods were employed to analyze these data.

This study compares the learning outcomes of the students in the flipped and the
traditional foreign language classes. However, learning outcomes were gathered lesson by lesson
from both classes in forms of written tasks rather than tests, which can be marked against an
answer key. For this reason, the analysis of the data gathered required the researcher to create a

model to analyze the tasks with.

7.1. DESIGNING THE RUBRICS

In order to evaluate the learning outcomes for the students, a holistic rubric was thought
to be the most efficient analysis tool. Holistic rubrics are applied when there is a need for overall
sense of “quality, proficiency, or understanding of the specific content and skills” (Mertler, 2001,
para. 3). According to Nitko (2001; as cited in Mertler, 2001), holistic rubrics might be more useful
for evaluation of performance tasks which do not require a definite right answer. The tasks

designed for this research asked the students to use their creativity to respond to the prompts and
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instructions without limiting them to reach the same conclusion. For this reason, the researcher
adapted the template for the holistic rubrics provided by Mertler (2001) and created hers in line

with her needs.

The template has 6 score rows ranging from 0 to 5. The numbers were ordered from (0) to
(5), (5) being the best and (0) the poorest performance. The researcher reorganized the template
and found it appropriate to decrease the number of rows by removing the 3™ row referring to the
average performance. Her motive for doing so was to eliminate the mean score to have a clearer
cut between good and poor performances of the students to render the possible differences in
learning outcomes clearer in both of the classes. Moreover, the template had 2 columns showing
scores (0-5) and their descriptors identifying a set of expected learner behaviours at the end of
each task. The researcher added another column in her version of the rubric to convert the scores
into words - Excellent, Good, Fair, Unsatisfactory - to show the performance quality. Finally, the
scores were worded as grades in the rubric used for this research. In this way, the researcher
gained an insight into how well or poorly the students were doing in the flipped and the traditional
classes. Furthermore, decisions regarding the quality of their tasks and their attainment of the

learning objectives for each lesson were systematized. The rubric can be examined in the Table 6.

Evaluation and Comment Rubric

Numerical | Worded Description
Grades Grades
3 Excellent Demonstrates complete understanding of the problem. All requirements for

the task are included in response.

2 Good Demonstrates considerable understanding of the problem. Many

requirements for task are included.

1 Fair Demonstrates little understanding of the problem. Many requirements for

the task are missing.
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0 Unsatisfactory | Demonstrates no understanding of the problem.

Table 6 The Evaluation and Comment Rubric (adapted from Mertler, 2001)

Although, for the aims of this study, the ‘Evaluation and Comment Rubric’ was enough, the
researcher found it useful also to create another rubric to examine errors the students did in their

tasks. The error types and the frequency allowed her to comment on the quality of the tasks.

After examining existing rubrics for error correction, the researcher negotiated with two
experts in the field of Turkish as a Foreign Language to create a template for the errors commonly
found in tasks. After the creation of the template, the researcher read all the tasks completed by
her students to ensure that all the error types were included in the template while she omitted
those which were not present in the tasks. In the end, she created the ‘Error/Mistake Rubric’

(Table 7).

Error/Mistake Rubric

Red Grammar point (if written in italics means discarded)
Purple Case mistakes
Blue Spelling mistakes

Suffix mistakes on word basis

Wrong word choice/Direct translation

Grey Wrong tense and/or personal pronoun suffix

X Missing word/Phrase/Speech Part/Suffix

Underlined Incomprehensible/unacceptable phrase and/or sentence
Italic Researcher’s additions

Bold Target vocabularies

Table 7 Error/Mistake Rubric
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The researcher gave this title to the rubric because she realised that most of the ‘errors’ in
the tasks were actually ‘mistakes’. That is, in general, the students used these mistaken parts
correctly in quite a few other texts. At this point, it is important to provide the definitions of ‘error’
and ‘mistake’ which guided the researcher in this study. An ‘error’ is defined as “an utterance,
form, or structure that a particular language teacher deems unacceptable because of its
inappropriate use or its absence in real-life discourse” (Hendrickson, 1978, p. 387). However, a
‘mistake’ is an incorrect language form which is produced unintentionally and can be corrected by

the agent who uttered it (James, 2013).

7.2. DESIGNING THE ANALYSIS TABLE

The analysis procedure required the researcher to organize the tasks according to the
weeks and the classes they were collected in. Therefore, she created a template table (Table 8) to
organize and evaluate the data collective effectively. The table consists of 4 columns with
invariable titles and changeable number of rows, depending on the number of the groups of the
students. The first column, ‘Groups’, shows the number of the student groups. The second, ‘Tasks’,
contains the tasks produced the students. In this column, various mistakes appearing in the tasks
could be seen in different colours and writing styles, as they are defined in the Error/Mistake
Rubric. The third column, ‘Evaluation’, encloses the number of learning objectives accomplished
by the students. In this column, the numbers are recorded under the names of grammar points
and target vocabularies. Also in this column is the frequency of the lesson-specific trackable
learning objectives for grammar points and target vocabularies. Moreover, extra grammar points
and target vocabularies are referred by the plus (+) sign. The last column, ‘Comment(s) and
Grades’, includes the researcher's comments on the texts in relation to the learning objectives and
mistakes and the ‘Evaluation’ column as well as the assigned grade from the ‘Evaluation and

Comment Rubric’.
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Group Tasks Evaluation Comment(s) and Grades

()

Total

Table 8 Template Table for the Data Analysis

Lastly, it is important to mention the following considerations for the data analysis to fully

comprehend the analysis tables.

1. As it has already been mentioned, the researcher read all the tasks before
analysing them one by one, which helped her to standardize the language she was going to use
when commenting on each task. In other words:

- She used the word ‘mistake’ for any wrong language usage throughout the
analysis. Yet, it is noteworthy that although she used the word ‘mistake’ also for the ‘errors’, she
added an explanation in the comments parts to justify why she did/did not ignore a ‘mistake’ and
did/did not consider it acceptable.

- She used the term ‘target vocabularies’ to refer various target vocabularies,
words, phrases and structures in the total rows of the tables and in comments. Nonetheless, these
task-specific wordings can be seen in the evaluation part of the analysis tables.

2. Worksheets that were completed were not collected from the students; thus,

they are not present in the analysis part.

3. Notes that are particularly interesting for the analysis of the tasks can be seen

below the analysis tables for each week.

7.3. THE ANALYSIS
In this section analysis of the data is presented.

7.3.1. Analysis of the tasks
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Tasks were analysed according to the procedure by making use of the rubrics. The analyses

are presented in tables named after the classrooms and the weeks they refer.

7.3.1.1 Analysis of the week 1

Group Tasks Evaluation Comment(s) and
Grades
1 Sirine: imdat. Diistiyor balon icinin. 4 (requested -The text is quite fine in

Ofkeli: Usta Sirin basarmad bir iyi balon.
Oleceyiz.

Susli: Usta Sirin bir kétd Usta.

Usta Sirin: Benim hatam degil! Siz yardim

etmediniz. Olmelisiniz.

Sirine: Evet yardim etmeliydik ama sen

sormaliydin.

Ofkeli Sirin: Aaaa! Diisiiyoruz hizlica. Usta
Sirin suglu. Onu atmaliyiz. Béylece balon

hafifdir.

Usta Sirin: Bence sen gitmelisin. Cok

konusuyorsun!

number) Grammar

points

+1

1 Target word

-bence

terms of the grammar
point studied. The
students used also the
past tense forms, which
is rare in the other

texts.

2 Good

Uykucu Sirin: Duslyor!

GoOzIUklG: Bravo! Ne zaman uyandin?

Olecegiz.

Ofkeli Sirin: Neden
bir (illegible).

? Haydi

Go6zIUkIG Sirin: Bir var. Bence kilo

atmaliyiz.

Ofkeli: Kilo nerede? Kum torbasi yok. Cok

ofkeliyim.

4 (requested
number) Grammar

points

+1

2 Target words

-bence

-kesinlikle

-Except for some
spelling mistakes, the
text can be regarded as
a good example. There
is one inverted
sentence; yet, it does
not hinder the message

being conveyed.

2 Good
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Obur Sirin: Olmek istemiyorum. Al! Benim

tortam atmaliyiz. O agir.
Susli: Evet! Cok akillisin!
(sonra)

Ofkeli: ise yaramaz! Obur Sirin atmaliyiz! O
tortadan daha agir. 100 kilolar. Boylece
kurtuluyoruz. Bir kurban etmeliyiz

(sacrificare)

Obur Sirin: Asla! Kesinlikle Uykucu Sirin

kurban etmeli! O higbir sey yapmaz!

GOzIUkIG Sirin: Evet! Obur Sirin lazim. O

tortalar pisirir ormani.

Ofkeli Sirin: Balon ¢ok kiigiik.
Neden herkes balon bindi? Obur Sirin sen

¢ok sismansin. Ne kadar kilosun merak

Obur Sirin: ormana gelen balonu ilk

kez gériiyorum. Her zaman oyle olmaz.

Sirin Baba: Kavga yok. Simdi gercek bir

var. Balon dislyor.

Ofkeli Sirin: Bu ¢linkii Obur Sirin balonX

icinde. Onu balondan asagi atmamiz lazim.

Obur Sirin: Bence seni atmamiz lazim. Sen
¢ok konusuyorsun ama hichir sey
bilmiyorsun. . . Ben
sismanim ama . Hig siiphesiz

seni atmaliyiz.

Sirin Baba: Siz delisiniz. Bir ¢6zlim

4 (requested
number) Grammar

points

+2

2 Target words and

phrases

-bence

-hi¢ stiphesiz

-Another good example
of the task. Correct and
meaningful uses of the
target words and
phrases can be seen as
well as the grammar
points that exceed the

number required.

2 Good
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distinmeliyiz.

Ofkeli: Zaman yok. Seni atmaliyiz Sirin
Baba. Olmek istemiyorum.
Uykucu Sirin: Balon distiGglini rdyadim.

Herkes: iste o! Uykucu Sirin atmaliyiz.

Hosca kal.
Total 3 12 Grammar Points | 6
(+4)
5 Target

vocabularies

Table 9 Flipped Classroom Week 1

Note: Although the students formed the requested ‘construction of predicates’ well, it is
evident that the ‘accusative case’, which depends on the verbs, was missing in many of the

sentences. As they did not create a misunderstanding in the context, all grammar points were

accepted.
Group Tasks Evaluation Comment(s) and
Grades

1 Usta Sirin: Arkadaslar diistyoruz. 4 (requested -‘Kim atmall’ is discarded
Sirine: Cok korkuyorum. number) since it means ‘who
Uykucu Sirin: Ne oldu? Grammar points | throws’ rather than ‘who to
GOzIUklG Sirin: Biri atmaliyiz. Cok insan var. 3 throw’ because of the

+

Kalabalik. Kim atmali (affixed correctly but missing accusative case.
meaningless)? For this reason, | do not
Uykucu Sirin: Uyuyorum. accept it.
Sirine: Diger atmaliyiz. Bizim biri... 3 (requested
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GozIUklG: Sagma! Diger bir sey yok. Uykucu
sirin atalim. Siklikla uyuyor.

Usta Sirin: Bence gozIUkli sirin gitmeli. Cok
konusuyor ve her zaman kibirli.

GozIUklu: Ben kibirli degilim! Yardim
etmem lazim hayatta kalmak igin. Sirine

atmamiz lazim.

Sirine: Sagma! Clinki ben kiz cocugu
Ormanda bir. Hayatta kalmaliyim. Hig
sliphesiz uykucu sirin atmaliyiz.

Usta Sirin: Bana sorarsaniz sirine dogru. O
uyuyor sadece ve agirdir. Haydi!

Uykucu Sirin: Hayir!!!

number)

Target words

and phrases

-Bence
-Hig stiphesiz

-Bana sorarsaniz

-The text is reasonably rich
in terms of target
vocabulary use as the
students met the
requested number of
vocabularies and used 2

more.

3 Excellent

Sirine: imdat, diisiiyor! Sirin baba yap

derhal bir sey yap!

Sirin baba: ol. Dismiyor riizgar
Obur Sirin: Hayir hayir . Derhal
atmaliyiz kilo.

Sirin baba: Ne atmaliyiz?

Sirine: Obur Sirin’in gunu keki
atmaliyiz.

Obur Sirin: imkansiz. glni kekim

lazim. Biraz ister misin?

Sirine: Saka yapiyorsun. Sirin baba

olecek! Coziim bul!

Siasli Sirin: Aynam atabilirim. Ben ¢ok

ve bence o lazim degil.

Sirin Baba: Bence yetmez. Obur senin

glinl kekin agir ve lazim degil.

4 (requested
number)

Grammar points

+6

2 Target words

and phrases

-bence

-bana sorarsaniz

-The text is well
constructed and
demonstrates a quite good
command of content

studied.

-The text is rich; however,
makes uses of 2 out of 3

target vocabularies.

2 Good
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Atmaliyim.

Obur Sirin: Tamam. (sonra) dislyoruz
hala. Bana sorarsaniz siisli sirin hicbir sey

yapmiyor. Onu atmaliyiz

Sirin Baba: Ne soyliiyorsun? Oldiirmek
yanlis. olmeliyiz yoksa

yasamalyiz.

3 Sirine: Sirin Baba ¢ok korkurum. 3 Grammar -The text demonstrates a
o L points good example of the task.
Obur Sirin: Sirin Baba disliyoruz. Ne
The students tried to find a
yapariz?
solution to the problem
Sirin Baba: Bence kum 1 Grammar before they chose who to
atmaliyiz. Sonra motoru ¢alismaliyiz son point (verb throw.
stem mistake)
Obur Sirin: Tamam. Balonda kum
-The students confused a
yok.
1 Target word verb and did not use the
Sirine: Dag var. Balonun 6niinde! causative form of the verb
Sirin Baba: O zaman bir . Seni ‘calismak’. It is accepted as
Sen cok sismansin ve kilolusun. Sen lazim | “bence another grammar point
degilsin. because an interlocutor
Obur Sirin: Ama kek yapmaliyim yemek. would easily understand
yok ormanda. the meaning.
Sirin Baba: Yok problem. Sirine kizdir. O
yemek yapiyor.
e - 2 Good
Sirine: Ozir dilerim Obur Sirin.
Total 3 12 Grammar 7
points
(+9)
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6 Target

vocabularies

Table 10 Traditional Classroom Week 1

Note: Although the students formed the requested ‘construction of predicates’ well, it is
evident that the ‘accusative case’, which depends on the verbs, is missing in many of the
sentences. Since they do not create a misunderstanding in the context, all grammar points

mentioned above, except for the one question (kimi atmali?), were accepted.

7.3.1.2 Analysis of the week 2

Group Tasks Evaluation Comment(s) and
Grades
Geng Fernando Miguel Garcia’nin (25 0 Grammar point -Although the students
yasin) vicutini yarin ¢oplikte bulundu. used many crime
Hemen arastircilar neler related vocabularies,

5 (requested

olmusti ve kim kurbani nefret they did not use any

number) Target

edebiliyor. temporal sentences

vocabularies with —(y)ken and/or—

Kurban Consuelo’laevlidi, ama polis

diginde’, which was one
buldu Jonachina Imenez LopeZ’li iliskisi +5 g

of the instructions.

oldugunu.
Jonachina restoranda esini -polis
tanimisti calisiyordu. iliskileri 4 yil 6nce _kurban -The paper s rich in

basti ama esini bu seyi bilmiyordu. terms of language

-kuskulanmak

Aksam yemegi’'ye evden citkmadan learned; yet, for the

. -bagka yerde olmak .
dostlarini sonra Fernando kendiden purposes of this lesson,
haberler hi¢ vermedi. Hemen Jonachina | -dévmek this paper can be
kuskulanildi ¢linkii o aksam onlari -6ldirmek graded as 2Good.
tartismisti.

-6mir boyu hapis
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Jonachina esini birakmasini istiyordu.

Brown efendim (arastirici) Jonachina’la
konustu ve bagka yerde oldugunu

gosterdi: Kizi o satta g¢alislyordu. Sonra
Consuelo’nun g kardeslerini (Ignacio,

Manuel ve Jose) kuskulanildilar.

Ug kisi sokakta kurbani beklediler onu
dovmek icin ama onu dldiirmeden sonra
copliikte biraktilar. Ug kisi dmiir boyu X

cezasinagarptirildilar.

(X) cezasina

¢arptirmak

Diin sabah beste P. Romadeki San Marco
Bankasi’na iki adam c¢alma icin girdiler.
Pencereleri tuglayle kirdilar ve (g bin €
calmadinlar alarmi ¢almadan 6nce. Iki
hirsizi televiyziom_kamerasi yeniden ele

aldi.

0 Grammar point

3 Target

vocabularies

-pencere kirmak
-hirsiz

-¢almak

-Regarding the text as a
whole, the use of
language can be seen as
really poor. Moreover,
having none of the
grammar points and
only 3 crime
vocabularies,this can be
graded as 1Fair for the
objectives of this

lesson.

Sabah erken uyanan komsularolay gordi
hemen jandarmayi aradilar.
Jandarmalar olay yerine geldigi zaman
parmak izi aldi. Komsular ile konustu ve
bankanin sahibi ile konustu. Cameralar
kanit olmadi. 2 sonra gitti. Bu
gecen hafta oldu. Sonra bu tekrar oldu.
Kurnaz hirsiz geri geldi ve bankanin
penceresiyi kirdi ve

Ama kaciyorken alarm galdi ve bir turist

onu basini derde soktu. Turist

2 Grammar points

5 (requested
number) Target

vocabularies

+4

-olay

-jandarma

-For this text, ‘kanit’
(evidence) was
regarded as a crime
related vocabulary,
because, although the
sentence is
unacceptable, the
whole context makes it
clear that the students
could not form a

grammatically correct
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jandarma’la karakola gitti ve hersey

anlatti.

-parmak izi almak
-kanit

-alarm g¢almak
-basini derde
sokmak

-karakul

-hirsiz

sentence. Considering
grammar points and 9
crime related
vocabularies this text
can be regarded as 2

Good

Korkung bir olay istanbul’'un Esenyurt

ilgesinin nifusu Gzdu bu sabah:

Di mattina presto I'odore di fumo,
mattoni che si sgretolavano
all'improviso un grande baccano... era

caduto un’edificio.

(illegible) Kokusu sabah, tugla ufalanmis

ve aniden biyuk bir graltd patirti... Bir

binay1 diismistd.

L'unica testimonia (illegible) fu la signora
Irem. Lei dice che (illegible) due uomini
di media statura girav(illegible) per
quell’edificio in tarda notte. Pare che

uno si chiami Orhan e I’altro Bayram.

Sadece gorgii tanigi irem oldu. O
ortalama yiiksekligi iki adam gece geg
saatlerde bu binada dolasmaya

gordglinii soyledi. O bir gériinliyor ve

diger Orhan (ve) Bayram olarak

adlandirilir.

0 Grammar point

2 Target

vocabularies

-olay

-gorgl tanigi

- Itis interesting to see
that the students wrote
in Italian and then
translated it into
Turkish. Maybe for this
reason, they could not
finish the task, and,
therefore, they did not
use any grammar points
required. Even if there
are couple of crime
related vocabularies
(only 2, though), the

text is 1 Fair.

Polisolii buldugunda gecti.
XKurbanibigakladi ve oldiirdii.

Karanliken ¢ adam araba parkiya gitti.

2 Grammar points

-This is a good example
of what the task asked

from the students.
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Zavalli kurban onun arabasina biniyordu.

Gibi zengingériiyordu. iki kot adam onu

tutarken baska adam onu dévdii. Sonra

bicakini kullandi ve 6ldirdi. Sonra kagti.

Suclular polis heryerde ariyor.

1 Grammar point
(agglutination

mistake)

5 (requested
number) Target

vocabularies

+3

-polis

-6lu
-6ldlirmek
-dévmek
-bigak
-kagmak
-suclu

-aramak

Although the students
mistook ‘karanliken’, |
accept it as another
grammar point as the
mistake does not hinder
the understanding of
the message. Including
more crime related
vocabularies than what
was required, this text
can be categorised as 2

Good

Total

5 Grammar points

20 Target

vocabularies(+12)

Table 11 Flipped Classroom Week 2

Group Tasks Evaluation Comment(s) and
Grades
1 Adint Mehmet Savas , otuz 0 Grammar point -Task Misunderstood

yasinda,

0 Unsatisfactory
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istanbullu ve bes cocuk babasi.
Litfen onu gérenler polise telefon etsin.
Onu goren son insan bir misteridir.

Kadi bir maskeli adam gorduglini

soyledi.

Ha detto che...

0 Target vocabulary

Rio de Jenerio’da iki polisi gecen hafta 3
kisiyi adam tutukladi. Clnk bir insan
oldiirdii. Oldirilmiis adam uyusturucuX
odememisti ¢clink issizdi. kizmis
kagakgilar evine gitmis ve onu tehdit
etmis. O zaman adam bicaki sariladim

ve 3 kisiyi adam onu 6ldiirme. Komsu bir

silah sesi diydi ve polisi aradi.

0 Grammar point

5 (requested
number) Target

vocabularies

+2

-tutuklamak
-6ldirmek
-uyusturucu
-kacakgi
-tehdit etmek
-bicak

-silah sesi

-Although the students
used 7 crime related
vocabularies, they did
not use any temporal
sentences with ‘—iken’
and/or ‘—diginde’,
which was among the

task instructions.

-It is worth noting that
the vocabulary choice
of this group is more
specific (drug, smuggler,
threaten rather than
mostly repeated kill,

die, arrest).

-All in all, the score for

this text can be 1 Fair

Adi Ahmet. 46. Benzinlikte c¢alisiyordu.
Gece saat bir sularinda ise gitti. Musteri
hi¢ yoktu. Bir adam maske ile saat iki
sularinda markete girdi. Elindekisilahi
vardi. Baska iki adamlar disarida

bekliyordu. Ahmet bagiriyorken onun

1 Grammar point

5 (requested
number) Target

vocabularies

-This text is a fine
example of the task. It
is logical and well
constructed. Use of 1
grammar point

correctly and more
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kafasina ates etti. Kameraya gére Ahmet | +2 crime vocabularies
6lmemis. iki adamlar kosup geldiler ve than expected gain this
Ahmet’i disina dogru gektiler. text 2 Good.
. Polis sehirde ve komsu | “Maske
sehirlerde suglulari ve Ahmet’i anyor. -silah
-ates etmek
-6lmek
-polis
-suclu
-aramak
4 Gul Hanim balkona ¢ikti ciceklere 1 Grammar point -‘Saklanmak’(to hide)
sulamak icin. Balkonda bakiyorken was accepted as a crime
asagidaki adamlari gérdi. Adamlar related vocabulary as,
slipheli gorinliyordu. Hemen polisi 5 (requested in this context, it was
telefon etti. Giin Hanim sayesinde number) Target what the criminals were
polisler suglulari tutukladi. Aslinda vocabularies doing to avoid the
adamlar diin gece Esenyurt ilcesindeki police.
eski binayi yaktilar, bu yiizden
saklaniyordular. -stpheli
-polis -Use of 1 grammar
-suglu point correctly and
-tutuklamak including more crime
-yakmak vocabularies in the right
-saklanmak context than that was
expected gains this text
2 Good.
5 - 0 Grammar point Task not returned
0 Target vocabulary
Total 4 2 Grammar points | 5

15 Target
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vocabularies

-1 paket kabartma tozu

Baslatmak icin elmalari dilimle. Yumurta
sekerle kapta ekle ve karistir. erit
ve o karisima ekle (karisimla birlestirin).
Her malzemeler kademeli olarak karisimla
birlestir. Ve un da. Hepsi karistir.Bir
yogun karisim ¢ikmali. Sonra elmalar ekle
ve karistir. Sonra firin tepsisi dék ve
firindakoy ve 50-60 dakika pisir. Sonra

biraz sevgi ile sun! Afiyet olsun!

-dilimlelemek
-eklemek
-karistirmak
-eritmek

-karisimla

birlestirmek
-dékmek

-koymak

(+4)
Table 12 Traditional Classroom Week 2
7.3.1.3 Analysis of the week 3
Group Tasks Evaluation Comment(s) and
Grades
1 Elmali Pasta 8 (requested -This paper is a good
number) Grammar | example of the task.
-700 gr elma
points Most of the mistakes
-2 yumurta o7 are because of the
-200 gr seker wrong usage of the
cases in Turkish.
-200 grun
8 (requested
-100 gr number) Target
-As the paper responds
-1 fiske tuz verbs )
to the precise
+3

objectives of the lesson,

it can be graded as

3 Excellent
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-pisirmek
-sunmak

-afiyet olmak

Safranh Risotto

Bu yemek Milano’nin en tnl.
Malzemeler:

-bir sogan

-2 bardak arborio piring
-3 kasik zeytinyagi

-tuz

-bir paket safran

-et suyu (2 kap)

-bir bardak beyaz sarap
-cilek

Yapilisi:

Bir kaba et suyu kiip ve su koy. Et suyu
kaynamal. Bir tava al ve koy.
Sogani kiiglk kiigik kes. Pembelesene
kadar pisir. Sonra koy ve yavas
yavas et suyu ekle. Her zaman karistir
¢lnkli yaniyor. Sonra beyaz sarap ilave et

ve karistir yeniden. 5 dakika pismeden

once safran ekle ve karistir. Sonra
tabaklarda koy. Uzerine cilek ilave et. iste

hazir!

8 (requested
number) Grammar

points

+6

8 (requested
number) Target

verbs

-koymak
-kaynamak
-kesmek
-pembelesmek
-eklemek
-karistirmak
-yanmak

-ilave etmek

-This paper is a really
good example of the
task. It is well-
constructed and clear in
the way it explains the

procedure.

3 Excellent

Pestolu Makarna

Malzemeler:

8 (requested

number) Grammar

-Another fine example

of the task. This paper is
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-100 gr feslegen
-50 gr fistik

-5 kasik zeytinyagi
-100 gram spaghetti
-parmesan peyniri
-tuz

Yapilisi:

Feslegeni yikayin. Bir mutfak

koyunve fistiklari ekleyin. Zeytinyagi
koyun ve c¢alistirin. Sonra bir blyiik
tencere alin. Su koyun ve ocagi acin. Suyu
kaynayincaya kadar bekleyin. Suyu
kaynayinca tuzlayin ve

koyun. 8/9 dakika pisirin. Bu arada
parmesan peyniri rendeleyin (cok ince
kesindekor igin). slzgecile
siizlin ve tencerede koyun. Sonra pestoyu

ekleyin. Karistirin ve sunun. Uzerine ince

peyniri dekor yapin.

points +12

8 (requested
number) Target

verbs

+4

-yikamak
-koymak
-eklemek
-ocak agmak
-kaynamak
-tuzlamak
-pisirmek
-rendelemek
-kesmek
-stizmek
-karistirmak

-sunmak

also richer than the
others in terms of the

target verbs.

3 Excellent

Cikolatalh Salam

2 yuz gram ¢ikolata
Iki yumurta sarisi
Otuz gram tereyagi
Elli gram seker

3 yuz gram kepek kurabiyesi

8 (requested
number) Grammar

points +2

7 Target verbs

-Inconsistency in writing

numbers.

-‘dizin’ is a correct use
of the grammar point
learnt. Yet, it is not the

right verb in Turkish to
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kurabiyeler kii¢lik parcalara ayirin.
Gikolata da ayirin ve sonra tencerede
pisirinkisik ateste onun eritmesiye* kadar.
Sonra seker koyun ve kurabiyelerle ve

ekleyin. Simdi iki tane yumurta

sarisi kasede ekleyin ve baska
malzemelerle karistirin. Simdi karisim gibi
salam sekil verin sonra onu kagit havlu igi
koyun. En sonunda “salam” 1

saatligine dizin.

* kisik ateste tereyagi tencerede eritin.

-klglk pargalara

ayirmak
-pisirmek
-koymak
-eklemek
-karistirmak
-sekil vermek

-eritmek

refer to the verb ‘to lay
something on the
ground’. For this
reason, it was

discarded.

2 Good

Doldurulmus Domates
Malzemeler:

-cok az sarimsak

-tuz

-rendelener peynir
-zeytinyagi

-maydanoz

-ve dogal olarak domates ©
Proseddr

Domates alin ve onlari yariya kesin. Kasik
ile posa kaldirin ve onlari tuzlayin ve onlari
stiziin. Bu arada doldurulmusu (harci)
hazirlayin: Tabakta rendelener peynir, cok
az sarimsak, tuz, maydanoz ve zeytinyagi
peynir ekleyin. Sonra yemek kasigi ile
domateslerde harci koyun. Dikkat edin!
Harci koyun ama onu bastirmayin! Sonra

40 dakika bitin firinda pisirin. Sonra

8 (requested
number) Grammar

points +4

8 (requested
number) Target

verbs

-kesmek
-tuzlamak
-slizmek
-hazirlamak
-eklemek
-koymak
-pisirmek

-afiyet olmak

-‘posa kaldirin’ is a
correct use of the
grammar point learnt.
Yet, it is not the right
verb in Turkish to refer
to the verb ‘to remove
the internal part, the
pulp of something’. For
this reason, it was

discarded.

3 Excellent
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onlari yemegebilirsiniz.Afiyet olsun!

Total 5 40 Grammar points | 14

(+31)

39 Target

vocabularies

(+7)

Table 13 Flipped Classroom Week 3

Note: For all the papers, the repeated target verbs were discarded. However, the repeated

verbs which demonstrated the correct use of the grammar point studied were accepted.

Group Tasks Evaluation Comment(s) and
Grades
1 Cantonese 8 (requested -‘Pisiriz’ was discarded
o number) Grammar | because of the wrong
Cantonese piring ama ¢ok
L points formation of the learnt
saghkli ve kolay hazir.
grammatical

Basmati aliniz ve kaynayan suya construction. The same

koyunuz 15 dakika icin bekleyiniz. Piring 7 Target verbs applies to the predicate

piserken sahanda bezelyeler sarimsak ve

‘dograyiz’.

yag ile pisiriz. Sonra kip kip jambon
dograyiz ve tavada pisiriz 4/5 dakika. Bu
ylUzden tuzsuz ama biraz -kaynamak 2 Good
yumurtalari ¢irpiniz. Blyuk bir tava aliniz

o -pismek
ve sicak tavaya bezelyeleri pisirmis ile
jambonun kiip kiipleri ve en son olarak -dogramak
¢irpilmis yumurtalari koyunuz. Slizgecte

-girpmak
sliziiniiz ve hazilinmis sosla lezzet

katiniz. -koymak

81



-stizmek

-lezzet katmak

Carbonara Makarna
Malzemeler:

-tuz ve karabiber

-yumurtalar
-jambon
-peynir grana
Posedir:

Su kaynayana kadar bekleyin. Onu
tuzlayin ve makarna koyun. Jambonu kes

ve tavadan yaglar ile pisir. O arada

kaseden karabiberle yumurtalari ¢irp.
Makarna hazir oldugunda onu siiz ve

yumurtalari X karabiberle jambonu ekle.

karistir ve en sonunda peyniri rendele.

8 (requested
number) Grammar

points

8 (requested
number) Target

verbs

+2

-kaynamak
-tuzlamak
-koymak
-kesmek
-pisirmek
-cirpmak
-hazir olmak
-eklemek
-karistirmak

-rendelemek

-There is inconsistency
in subject in the text.
The students started
using imperative form
for the subject ‘you
(plural)’” and then
continued with ‘you

(singular)’.

3 Excellent

Pizza Tarifi

icindekiler:

6 Grammar points

-I do not accept ‘eriyin’
as another grammar

point. There is a verb

82




-500 gr un

-350/400 ml. su

-bir paket bira mayasi

-bir cay kasigi seker

-bir yemek kasigi zeytin yagi
-bir cay kasigl tuz

1 unu bir kaba eleyin.

2 bir su bardaginda sicak su ve sekerle bira

eriyin.
3 Kaba bira mayasini koyun.
4 kalan her seyi ekleyin ve yogurun.
5 karisimi mayalayin.
6 karisimi agin.
7 condisci la piza come ti piace.

8 Mangia!

7 Target verbs

-elemek
-eri(t)mek
-koymak
-eklemek
-yogurmak
-mayalamak

-agcmak

stem mistake visible
(erimek vs. eritmek).
Although | accept the
same mistake in some
other text, the use of
intransitive verb instead
of the transitive form
renders the whole

sentence wrong.

2 Good

Karbonarali makarna — iki kisilik

Malzemeler: Makarna ( 200
gram); yumurtalar (iki); jambon;
zeytinyagy; tuz (iki kasik); karabiber; sogan

(bir parga).
Yapilisi:

Bir parca sogani kesiniz ve jambonu kiip
kiip dograyiz. Sonra bir tavayi

koyunuz. Ve sogani, jambonu ve zeytinyagi
ekleyelim. Sonra yumurtalari vurunuz ve

ocagi yakiniz.

8 (requested
number) Grammar

points

+4

8 (requested
number) Target

verbs

-kesmek

-dogramak

-This is a good example
of the task. Except for
some mistakes, it is

almost flawless.

-‘VYurunuz’ was
discarded because it
was directly translated
from the mother
tongue of the students
and does not mean

what the students
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Pasta:

Tencereye su koyunuz, suya tuz ekleyiniz
ve makarnayi tencereye koyunuz ve

karistiriniz. Sonra 10/9 dakika (10 daha iyi)

-koymak
-eklemek

-ocak yakmak

wanted to refer to in

Turkish.

3 Excellent

bekleyiniz. Makarna siiziiniiz ve bitiin -karistirmak
(meant all, eveything) ekleyiniz ve _siizmek
karigtiriniz.
-karistirmak
Risotto 8 (requested -The students were very

icindekiler/malzemeler

-Dort bardak piring

-Sebze suyu

-Ceyrek cay bardagi zeytinyagi
-tuz

-bir kiiclik sogan

-bir bardak sarap

-gorgonzola peyniri

-hindiba

Yapilisi: kisik ateste sebze suyunu
kaynatin. Sogani ve hindibay kip kip
kesin. Tavaya zeytinyagi ve sogani koyun
ve pirinci ekleyin. Bitiin su kaynayincaX
kadar karistirin ve sarabi katip karistirin.
Sebze suyunu kaynatin on bes dakika
boyunca. Once hindibayi sonra

gorgonzolayi katin. Afiyet olsun!

number) Grammar

points

5 Target verbs

-katnatmak
-kesmek
-eklemek
-karistirmak

-katmak

clear and precise in this

text.

-The text fulfills almost
all requirements for the
task but it does include
the precise number of
the target verbs asked

for.

2 Good
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Total

38 Grammar points

(+4)

35 Target

vocabularies

(+2)

12

Table 14 Traditional Classroom Week 3

Note: For all the papers, the repeated target verbs were discarded. However, the repeated

verbs which demonstrated the correct use of the grammar point studied were accepted.

7.3.1.4 Analysis of the week 4

Group Tasks Evaluation Comment(s) and
Grades
1 Hasan: Biraz kullanmak 4 (requested - As required, the

istiyorum. Benimkinin bataryasi yok.

Mustafa: Asla! Sence sana laptop

veriyorum? Saka!
Hasan: Sadece birka¢ zaman.
Mustafa: Unut! Seninkini yiikle!

Hasan: Yok sarjor yok. Sadece e-postama

bakmak istiyorum.

Mustafa: O sagdaki cekmecenin iginde.
Senin oniindeki. Buglin bakma! Bir sey

yapmaz!

number) Grammar

points

2 (requested
number) Target

vocabularies

-sagdaki

-Onindeki

students inserted the

two target vocabularies.

-They used ‘sarjor’
(cardridge clip) to refer
‘charger for cell

phones’.

3 Excellent
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Hasan: Haydi. 10 dakika.
Mustafa: Git! Babaminki orada.

Hasan? Gergekten mi?

Ali: Abi! Senin bilgisayardan internete

girmek istiyorum
Can: Neden? Hayir. Senin tabletin var.

Ali: Evet ama benimki kiiglik. Gormem Cok

yavas hem de eski.

Can: Umurumda degil (non me ne frega).
Ali: Anne! Can onunki vermiyor.

Anne: Seninki nerede?

Ali: Benimki sagdaki odada. Kii¢lik. Oyun

oynamak istiyorum.

4 (requested
number) Grammar

points

1 Target vocabulary

-sagdaki

-They made uses of the
language in the

instructions.

-‘onunki’ was accepted
even though itis
problematic because of
the accusative case but
the message is clear

and understandable.

Anne: Can, iyi ol. 2 Good

Ali: (aghyor)

Can: Ama anne biliyorsun. O oyun

oynarken virls girebilir.

Anne: Haklisin. Ama o kiguk. 1 saat yapsin.

Can: tamam. Hic dosya degistirme!

Ali: tesekkiir ederim abi.

Canan: Merhaba Didem! Nasilsin? 2 Grammar points -Although the word
‘sagdaki’(that on the

Didem: lyiyim canim, sen nasilsin?
Canan: Ben de iyiyim.
Didem: Burada ne yapiyorsun?

Canan: Kuafére gidiyorum. Saclarimin

1 Target vocabulary

-Onlindeki

right) can be seen in the
text, its use in Turkish is
wrong (missing the

possessive suffix). Thus,

| do not accept it.
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degistirmem lazim.

Didem: Ne glizel! Hangi kuafére

gideceksin? Benimki ¢cok yetenekX.

Didem: Postahanenin énlindeki kuafor. O

cok iyi.

Canan: Biliyorum ama o ¢ok pahal.

-The possessive
pronouns seem to be
repeated; yet, they
refer to different

possessions.

o . " 2 Good
Benimki sipermarketin sagdaki kuafor.
Didem: Ah evet! Bir kez gittim devasa bir
kuafér ama Xdegil
Canan: Yerine her zaman oraya giderim.
Neyse, gorusiruz.
Didem: Gorusiriz.
Total 3 10 Grammar points | 7

4 Target

vocabularies

Table 15 Flipped Classroom Week 4

Group Tasks Evaluation Comment(s) and
Grades
1 Gul: Alo? Merhaba Yasemin, nasilsin? 3 Grammar points -The text has

Yasemin: Tesekklr ederim canim, sen

nasilsin?

Gul: iyiyim. Sana bir sey sormak isterim. Bu
ylUzden sana telefon ettim. Biliyorsun,
gecen hafta bu bolgeye (la zona) tasindik.

Kuafdre gitmem lazim. Seninkinin adresi

1 Target vocabulary

-0nindeki

reasonably fewer
mistakes compared to
the other texts

received.
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bana verir misin?

Yasemin: Tabii canim. Benimki Mestre’de
ahsveris merkezi onilindeki. Biliyor musun?

Tram cok yakin.

Gul: Ah tamam, tram I Mademki

yakin ben tram ile gideyim.
Yasemin: Tamam canim. Kaybetme!

Gul: Telaglanma!

2 Good

Suzan: Selam Ayse!

Ayse: Selam Suzan. Tam vaktinde!

Suzan: istemiyordum bekledigini. Nasilsin?
Ayse: lyiyim. Ya sen?

Suzan: Ben de! Seninkine gidiyoruz, degil

mi?

Ayse: Aynen! Sagdaki pizzaci gecip,
dondurmaci gegip, bara gidecegiz. O

oniindeki yer.

Suzan: Yakin degil tam. Keske

gelsedik!

Ayse: Haydi, uzak degil. Seninki daha uzak

merkezden.

2 Grammar points

2 (requested
number) Target

vocabularies

-sagdaki

-Onundeki

-This text is very short
compared to the
others. Yet, it
quantitatively satisfies
more than half of the
requirements for the

task.

2 Good

Cem: Ahmet bilgisayarin verir misin?
Ahmet: Ne yapacaksin onun ile?
Cem: oyun oynamak istiyorum.

Ahmet: Hayir. Ders ¢alisiyorum ve sen

vahsisin!

Cem: Seni s6z veririm. Sagdaki sandalyede

1 Grammar point

1 Target vocabulary

-sagdaki

-This is an uncomplete
task but it could be
understood. Therefore,

| accept and grade it.

1 Fair
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otur ve izle.

Ahmet: Dedim hayir! Sabirla baba bekle

aksam gelecek. O geldiginde onunkiXoyna!

Cem: ben (not completed task handed in)

Total

6 Grammar points

4 Target

vocabularies

Table 16 Traditional Classroom Week 4

7.3.1.5 Analysis of the week 5

Group Tasks Evaluation Comment(s) and
Grades
1 Sayin Yetkili, 2 Grammar points -This group of students

3 ay 6nce bir mutfak robotu aldim. Evde
kutudan ve her glin bir kez sogani
kestim . Ama bir
haftadirgahgmiyor.Aldigimdan beri ¢ok
kullandim ama artik calismiyor. Robotum
bozdugundan beri sogan kesmiyor ve esim
¢ok sinirli! Robotum degistirmelisiniz.

Yoksa param vermelisiniz geri.

Saygilarimla,

1 Grammar point
(verb stem

mistake)

2 Target

vocabularies

-mutfak robotu

are able to show that
they understand the
content. Correct use of
the grammar points
taught can be seen. |
accept ‘bozdugundan
beri’ as another
grammar point. It is
because the mistake

does not root from the
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Mehtap Masa

-galismak

application of the
grammar point learnt
but from the verb stem.
Since this verb was
written on the board, |
presume that the
students copied it

wrong.

2 Good

Sayin Beko,

3 Eylil’de bir ¢im bigme makinesi aldim. O
makineyi internetten satin aldik. Onu
aldigimizdan berisonucu mutlu degiliz.
Clinki o sesli. Bir haftadir komsum sikayet
ediyor. Dukkaniz garanti verdi yilin bir.
Hizmet onu tamir etmeli ya da parami

vermeli.
Saygilarimla,

Ali

2 Grammar points

2 Target

vocabularies

-¢im bigme
makinesi

-internetten satin

almak

-This is a fine example
of the task required.
Although it is short, it is
clear and well

reasoned.

-It is interesting to see
the word ‘hizmet’ for
‘teknik servis’ (technical

service).

-internetten satin
almak’(to buy
something online)
(which is the unique
occurrence in all tasks)
is regarded as a target
phrase as it requires
digital skills to buy

something online.
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2 Good

Sayin Yetkili,

Size yaziyorum e-posta clinki sikayet
ediyorum. Yakinda satin almisiz sizden bu
robotu. Ulasti ulasah 3 kez kullandim. Cok
para 0deyorum ve satin allyorum ama
sonug: bozuk! Siz 1990’dan beri ama

iyi hizmet yok. Litfen bu robotu geri almak

icin soruyorum. Yoksa paralarim geri

2 Grammar points

1 Target vocabulary

Although this text
seems reasonably
colourless compared to
the others, which is a
good sign as colours
refer to wrong uses of
the language, almost
half of the text contains

inverted sentences.

Odeyin! -robot
Saygilarla
. 1 Fair
Ahmet Kitap
Sayin Yetkili, 3 (requested This text is quite good

Dikkaninizdan bir tane akilli cep telefonu
aldim kizim igin. Onun dogum glinlnin
hediyesi idi. Onu evde sarj etti. Sonra acti
ama dinden beri wifi baglanmad..
calismiyor. Wifi calismiyor. Nasil akilli cep
telefon? Aldim alali internete girmiyor.
Sabahtan beri size telefon ediyorum.
Neden ? Simdi derhal akilh

cep telefonu degismeli. Tamir etmek

istemiyorum. Tamir olup ikinci el olmaz.

Size isaret veriyorum.
Saygilarimla

Ali Emre

number) Grammar

points

3 Target vocabulary

(+3)

-akill cep telefonu
-sarj etmek

-wifi

-internete girmek
-tamir etmek

-ikinci el

and responds to all the
requirements for the

task.

-The vocabulary choice
of this group is also
worth noting as it is rich
and all connected (in
the context) to

electronical devices.

3 Excellent
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Total

10 Grammar points

8 Target

vocabularies

(+3)
Table 17 Flipped Classroom Week 5
Group Tasks Evaluation Comment(s) and
Grades
1 Sayin Ayse Hanim, 2 Grammar points | The text demonstrates

Ben bir misteriyim. 2000’den beri beyaz

esya aliyorum Arzum’dan. Ama yakinda

3 (requested

a good command of the
grammar points

studied. It is clear that

bir aldim. Ginlerce bekledim
_ number)Target this group of the
aylardir eski
vocabulary students does not know
evde calismiyordu. Kutudan
+1 how to write ‘television’
cikti kolayca ve salonda koyduk. Ama
A . in Turkish as they
sUrpriz! Fis kirik! Liitfen bozuk
) . repeated the same
geri alin. Yeni
) o -beyaz esya mistake. Yet, the
gelinceye kadar kac zaman istiyor? Derhal
) vocabularies used are
cevaplayin! -televizyon
consistent with the
Saygilarimla, ~fis aims of the task. 2 Good
Fatma -bozuk
2 Sayin Yetkili, 2 Grammar points This is a really good

Ben bir elektrikli stipiirge Vestel’den

aldim. Onu satin aldiktan sonra bir kez

kullandim. Bu sabah temizlik o]

koktu. Actigimdan beribasladi koktu.

Bence problemi. Bu sabahtan

3 (requested
number)Target

vocabularies

example of the task.
Mistakes are mostly

caused by spelling.
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beri ama bilmiyorum. Litfen

teknik gonderir misiniz? Garanti var. Onu

tamir eder misiniz?
Adres: Papatya Sokak No: 2 Ankara.
Saygilarimla,

Arda Turan

-teknik

-garanti

-tamir etmek

2 Good

Sayin Emre Bey,

Bir hafta bir bilgisayar kardesim ile
aldik. Onu actigimizdan beri bir
garip ses yapiyor. Kapatinca sessiz. Ama iki
glndir daha X ses yapiyor. Bu ylizden size
e-posta yaziyoruz. Kardesim ¢ok oyun

oynuyor ve biliyor ama kendi agiklamiyor.

Lutfen tamir edin.

2 Grammar points

3 (requested
number)Target

vocabularies

This task is a good
example, in which the
students made use of 2
out of 3 grammar points
studied. They also used
the vocabularies related

to electronics.

-Although there is a

-bilgisayar
sentence (possibly
Saygilarimla, monitér
directly translated from
Hasan -tamir etmek Italian), this paper can
be regarded as 2 Good.
Sayin Yetkili, 2 Grammar points -This paper is another

Gegen yil sizden bir gamasir makinesi
aldim. 1 yildir haftada bir kez kullandim.

Ama din calismaya durdu. Sonra sular

doktl banyo zeminiye. Her yer pis. Teknik
telefon ediyorum saatlardirama o uygun

degil. E-posta yaziyorum size derhal teknik

Saygilarimla,

Mehmet Beyaz

2 Target

vocabularies
-gamasir makinesi

-teknik

good example which
meets the
requirements. Although
the numbers required
were not reached, the
use of the grammar
points and the
vocabularies are

correct.

- Although ‘saatlardir’
was spelled wrongly, |

accept it as a grammar
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point as it is a borrowed
vocabulary and
harmony rules are not

applied.

2 Good

Total

8 Grammar points

11 Target

vocabularies

(+1)
Table 18 Traditional Classroom Week 5
7.3.1.6 Analysis of the week 6
Group Tasks Evaluation Comment(s) and

Grades

-Aksam yemegi icin ne yemek pisirmek

bilmiyorum! Ne hazirlayacaksin?

-non so cosa cucinare per cena! Tu cosa

preparerai?

-Bu gece yemek pisirmeyecegim! Ciliseppe

yemek pisirecek!

(-Questa sera non cucinero io! Cucinera
Giuseppe)
-Cliseppe?!? ? Alti yasinda degil mi?

(-Giuseppe?!? Tuo figlio? Non ha 6 anni?)

-Evet ama Beko ile yemek pisirmek

4 (requested
number) Grammar

points

1 Target

conjunctive adverb

-dahasi

-Translation can be

seen.

2 Good
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cocuklar icin oyun!

(-si! Ma con Beko cucinare € un gioco da

ragazzi!)

Beko mutfak robotu sizin icin kesebilir,
cirpabilir, karistirabilir! Dahasi onu

¢ocugun bile kullanabilir!
“BEKO, BAGLASIGIN MUTFAKTA!”

(alleato)

-Tatlim bu gece ne yemek?
- Bilmiyorum. Vestel’e sor.
-Vestel kim?

-0 Vestel bir hizmetgi, arkadas ve dahasi
en iyi olan asci! Onun sayesinde

zaman her zaman benim!

Vestel ile yemek yapmak ¢ok kolay! O
bir stiri is yapabilir! Cirpabilir,

kesebilir, rendelebilir ve karistirabilir!

yemek pisirmek Vestel ile her
biri yemek pisirebilir! Vestel ile

pisirmek kolay béyledegildi!

“EVINIZDE VESTEL SECIN”

4 (requested
number) Grammar

points

+1

0 Target

conjunctive adverb

-‘rendelebilir’ misses
the intervocalic
euphonic consonant ‘y’.
For this reason, it is not
clear if the students
used the suffix ‘-ebil’ or
got the verb stem
wrong. Thus, | do not

accept it.

2 Good

-Annecim, telaslanma! Ben distintrim!
-Tamam. Bakalim!
(sesler)

-Ama nasil? Bu cilekli pastayi sen X yaptin?

Yalniz?

-Tabii anne! Ama yalniz degilim! Bir

4 (requested
number) Grammar

points

+1

1 Target

-A good example of the
task without many

mistakes.

2 Good
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hizmetci var mutfakta! Onun adi Arzum.

-Aferin size! Ama simdi temizlik yapalim!

Arzum yapmiyor!
(kahkaha)

Arzum mutfaktaki en 6nemli esyal O
karistirabilir, kesebilir, rendeleyebilir,
¢irpabilir! Ama temizlik yapamaz! Ayrica

simdi ¢cok ucuz!

“ARZUM "

conjunctive adverb

-ayrica

4 Cocuk: Anne! Ne yapiyorsun? 3 Grammar points -This paper is
. ) interesting because the
Anne: Bir meyve suyu ediyorum.
students mostly
Cocuk: Bu babam aldigi Arcelik Blender X? | 1 Target preferred to use the
Bu ile kek yapabiliyor musun? conjunctive adverb question form of the
Anne: Evet. Ayrica kofte, corba, sucuk studied grammar point.
yapabiliyoruz. Benimle aksam yemegini
-ayrica
yapmak istiyor musun? Robot ¢alistirabilir
o 2 Good
misin?
Cocuk: Tamam! Bu Arcelik cok giizel ya!
“ARCELIK COK GUZEL YA”
Total 4 15 Grammar points | 8
(+2)
3 Target

Vocabularies

Table 19 Flipped Classroom Week 6
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O zaman hos geldiniz! Ama artik

aglamayin! Birakin Arnica aghyor!

En lezzetli yemekler kolayca pisirebilirsiniz!
Sogan kesebilir hatta yumurta
¢irpabilirsiniz! Peyniri rendeleyebilirsinz!

Cok kolay! iste burada! Arnicaaaaa
Artik siz de gulebilirsiniz!

“ARNICA MUTFAKTA”

number) Grammar

points

+1

1 Target

conjunctive adverb

Group Tasks Evaluation Comment(s) and
Grades
1 Siz de sogan keserken agliyor musunuz? 4 (requested -This paper makes use

of cohesive devices
(ama, o zaman, de,
hatta) in a very clear,

systematic way.

2 Good

-Ne zaman eve geleceksin?
-Yaklasik on dakika sonra canim.
(panik)

-Hey iste benim! Burada burada!

number) Grammar

points

+3

-hatta
2 -Agim! Ama diyet yapiyorum. Ama pizza 4 (requested -In spite of being short,
istiyorum. number) Grammar | this paper is a good
o ) points example of the task.
-Aslal Senin i¢in glizel bir meyve
suyuyapabilirim!
-Binlerce tesekkir askim! 1 Target 2 Good
o ) conjunctive adverb
Diyetiniz icin bahane yok! Ayrica lezzetli
meyveler satin alip kendi basina yap!
Meyve sikabilirsin, karistirabilirsin
-ayrica
icebilirsin saglhk!
Saglhk mutfakta var!
“SAGLIK ”
3 (telefon) 4 (requested -This paper

demonstrates the
learning objectives of

the lesson very well.

-‘muhtesemler’ and
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-Kim_sen misin? Kim konusuyor?

-Ben mutfak robotum. Eger simdi
baslarsan, biteceksin! Az zamanda

kesebilirim, karistirabilirim, yogurabilirim!
-Stper!

-Hatta cirpabilirim! Ayrica

rendeleyebilirim!
-Stiper! lyi ki varsin Arzum!

Arzum sayesinde byl yapabilirsiniz!
Muhtesemler hazirlayabilirsiniz sadece bir

dakika igcinde!

insanlar (che amate) mutlu etmek igin

Arzum alin!

“ARZUM VAR TELAS YOK”

2 (requested
number) Target
conjunctive

adverbs

-hatta

-ayrica

‘blyi' are clear
examples of direct

translation.

3 Excellent

4 Gok sey yapabilirsiniz! 2 Grammar points -From the text, one may
_ think that the students
Mesela saglga yararli meyve sulari ve
wanted to refer to
frapeler daha(maybe they wanted to say
_ 0 Target ‘dahas’’ (moreover) by
dahasi) salatalar! Hepsi kolayca ) )
conjunctive writing ‘daha’
hazirlayabilirsiniz!
adverbs wrongly.However, it is
Cok yonli ve ucuz arag ailenin milyonlari not clear or
coktan segtiler! Ne bekliyorsunuz? comprehensible. For
“COCUK AHCILARIN ARKADASI” this reason, | do not
accept ‘daha’ as a
target vocabulary.
1 Fair
Total 4 14 Grammar points | 8

(+4)
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4 Target

vocabularies

Table 20 Traditional Classroom Week 6

7.3.1.7 Analysis of the week 7

Bir varmis bir yokmus, Mehmet adinda bir

¢ocuk varmis.

O ebeveyni ile yasiyormus ama birdenbire

aniden annesi 6Ims.

Sonra Mehmet babasi . Ve koske

tasinmis. Burada periler yasiyormus. Ve
Mehmet korkmus. Mutsuz Mehmet’in
arkadasi yokmus. Gece parlayan bir
gormis. Gordugu isik anlatmis. Babasi
“aptal olma” sdylemis. O gece Mehmet
peri ile karsilasmis. Peri icinden
gelmis ve olmuslar. Birbirlerini
sevdikleri igin Mehmet peri olmak icin
kendini 6ldiirmis. Boylece hep birlikte

yasamislar.

1 (requested
number) Target

structure

-sevdikleri icin

Group Tasks Evaluation Comment(s) and
Grades
1 Perili Kosk 2 Grammar points -This is a really good

example of the task.
The students wrote a
fairytale in a very
creative way, applying

the instructions.

2 Good

Oyle Sevdi

Bir varmis bir yokmus. Kéyde ¢ok uzak

cimri bir prens varmis. Bliyuk bir satoda

3 (requested
number)Grammar

points

-This paper is a really
good example of the

task and responds to all
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yasarmis. Diinyada kimsecikleri yoktu,
¢linkl hep kisilerden nefret etmis. Ama bir
gilin satodan ¢ikmis ve bos gezirken glizel X
kiz géormus. Gordugi kiza asik olmus. O
zengin ve kotu bir hanim igin calisan
bulasikeiydi. Bu kiz 6kstizdi. Babasi oldiigi
icin para kazanmasi lazimdi. Prens hanimin

evine kizi satin almaya gitmis.

Hanim: Hayir, maalesef kiz satilik degil.
Prens: Evlenmek istiyorum

Hanim: O zaman on sinavi gegmen lazim.
Prens: Evet olur. Hangi ilk sinavi?

Hanim: Koruya git. Orada mavi gozIli X
bulup bana getir. Dikkat et kotli cliceye

(Gollum). O inde yasayan clice.

Prens diye disiindii: On sinav? Bence
bulasik¢l degmez, kendi kendime mutlu

olacagim.

1 (requested
number) Target

structure

-6ldlgu icin

the trackable

requirements.

-The students thought

of writing a fairy tale.

3 Excellent

Saka Degil Gergek

Sisli bir istanbul’daki bir otelde

Tirkiye’ye giden iranlh olu
bulundu. Zehirlenmis olarak bulundu.
Yatakta 6lmis. Karisi ve temizlik¢i komiseri
. Polis otele gitmis ve karisini ve
temizlikgi sorgulamaya baslamis. Polis
diismani olup olmadigini bilmek istiyordu.
Polis buldugu kanitlari gozden gecirdi.
Sorusturmalardan Brezilyali mafyayla
baglantilarini bulmuslar. Rio de

Janeiro’nun mafyasinin baskanina borcu

vardi. Baskan adamlari onu katletmek icin

2 Grammar points

1 (requested
number) Target

structure

-oldugu icin

-The students wrote a

newspaper article.

-The text is clear and
rich in terms of
language use and also

the details.

2 Good

100




yolladi. Rio de Janeiro’ya gitmek polis ve

komiser arastirmak icin karar vermisler.

Orada karnaval dénemi oldugu igin o
zaman komiser tatil istiyorum cevap diye

vermis.

Total

7 Grammar points

3 Target

vocabularies

Table 21 Flipped Classroom Week 7

Group Tasks Evaluation Comment(s) and
Grades
1 Oyle Sevdi 1 Grammar point -Task was not complete.

Bir varmis bir yokmus. Bir giin glizel bir kiz
gozlerini agmis ormanda. Karni agmis bu
ylazden buldugu kirmizi bir elma yemis.
Aniden bir dev donlismis! Kafasi
agaclardan yukarida! Disinmis “Elma
yedigim icin biyadim”. Bu arada gokylzi
karanlkti. Bir stk gdrmas gibi yildiz ama
anlamis ki yildiz yokmus. (The students
handed it in without completing it because
they said that the next week they would

not come to the class)

1 (requested
number) Target

structure

-yedigim icin

1 Fair

Perili Kosk

Cok yillar 6nce onda sehirde kusatiimis bir
kosk varmis. Aslinda orada hayaletler
yasamislar. Koskln sahipleri terkettigi igin

bosmus. Bir glin dul bir adam (g

2 Grammar point

1 (requested

number) Target

-This is a good example
of the task. The
students wrote a
fairytale in a very

creative way.
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oraya yasamaya gitmis.
Geceleyin mutfaktan gelen garip sesler

duymus. Hayreddin tek erkek oglu

korkmus, bagirmis. Kiz kardeslerini hemen

uyandirmis. Cighgi alir almaz kosa kosa
geldiler. Salonda pencereler agik olmus:
Hayalet ugmus. Ama kiz kardeslerini
Hayreddin’i inanmamislar ve bu yizden
yatmislar maalesef. Hatta Hayreddin’in
anlattigi hikayeyi kahkaha atmislar.
Gelecek aksam hayaletler

donmausler. Umutsuz olarak, aile evden
cakmis ama hayaletler yalniz kalmayi

istemeyerek babayi ve ogullarini

structure

-terk ettigi igin

-l accept ‘terk ettigi icin’
as one target structure
even though the
spelling mistake is
evident. | accept it
becauseitis a
composite verb which
troubles even the

native speakers.

) ) 2 Good
takip etmis.
3 - 0 Grammar point Task not returned
0 Target structure 0 Unsatisfactory
Total 3 3 Grammar points | 3

2 Target

vocabularies

Table 22 Traditional Classroom Week 7

7.3.1.8 Analysis of the week 8

Group Tasks Evaluation Comment(s) and
Grades
1 italya’da Noel en 6nemli kutlama. Biitiin 8 (requested The target structure of
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italya’da gelenek degisebilir ama cok
bolgede benzer. Noel herkes tarafindan
dort gozle beklenir. Aralik ayinin son
haftasi kutlanir. Caddeler, diikkanlar ve
meydanlar lambalar ile dekore edilir.
Cocuklar ve aileler agaca stislemeler
asarlar, presepe heykeller dizerler.
Hediyeler alinir. Ve agacin hediyeler
adresler bulmak icin koyulur. Lezzetli
yemekler pisirilir ve glizel kiyafetler giyilir.
Kisiler fakir insanlara yardim etmeye
cahsirlar. Bu Noel Pazarlari var
meydanlarda. Bir siri stant (bancarella)

hediyelik esya satilir. Noel’in en 6nemlisi

dua edilir.

number) Grammar

points

+1

1 (requested
number) Target

structure

this task is related to
the grammar points
learnt as well. The
students used

‘tarifindan’ correctly.

3 Excellent

2 Paskalya Bayrami 6 Grammar points -This is a detailed
L N . explanation of Easter
Paskalya Bayrami Hristiyanlar i¢in dnemli
i L . with a few mistakes.
bir bayram. Hazreti Isa canlanmainanilir.
) Although the students
Perhizden sonra baharda kutlanilir. Dua
- ) used the grammar
edilir ve gcocuklara cikolatali Paskalya
. . . . points studied many
yumurtasi verilir. Her bdlgenin ve sehrin 0 Target structure
Ve times, the target
Meryem’i téren alaylari omuzlar
Lo 5 . i structure is not present
Ustlindetasinir. Eger hava glinesliyse,
) o o in the text.
insanlar piknik yapmak icin parklara
gidebilirler. Tipik olarak tavsan ve kuzu
isirilir.
Pl 2 Good
Total 14 Grammar points | 5

(+1)

1 Target

vocabularies
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Table 23 Flipped Classroom Week 8

Note:‘-edilir' seems to be repeated many times; yet, this auxiliary verb has different

meanings in these composite verbs. For this reason, when a composite verb with ‘etmek’ is

different from others, it was accepted.

Group Tasks Evaluation Comment(s) and
Grades
1 Noel italya’da cok dnemli bir bayram. 24, 8 (requested -Although there is a

25 ve 26 Aralik’ta kutlanir. Aileler
miimkinse birlikte gelirler ve yemek
yenilir ve dua edilir. Noel icin semboller
var. Kuzey italyan gelenegi bir kek
(panettone) yapilir. icinde sekerlemeler ya
da sade olabilir. Bunun yani sira Noel
bayrami icin pazar acilir. insanlar alisveris
yapar ve gosterileri izlerler. Baska bir

sembol agac. Noel geldigi zaman agag

Onlar kutudan gikarilr ve

salonlardakoyulur.

Cocuklar noel igin gok sevingliler ¢linkii

yetiskinler tarafindan hediye verilir.

(gercek ya da yapay ) decore edilir toplarla.

Presepeler ise hemen hemen her evde var.

number) Grammar

points

1 (requested
number) Target

structure

spelling mistake in
‘decore edilir’, it was

accepted.

-My experience showed
me that, most of the
time, the students write
‘c’ instead of ‘k” and
pronounce it correctly
as the sound in Turkish.
They are aware of this,
yet, their carelessness

intervenes.

3 Excellent

2 Paskalya Bayrami

Dini ayinler, halk bayramlari, toren alaylari

inanan insanlar tarafindankatilinir.

Paskalya italya’nin énemli bir dini bayrami.

5 Grammar points

-This is a good example
of the task. The
students were precise

and clear in their
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inancinda Hazreti isa canlanir. organization of the text.

Bu bayramin giinii degisir ¢linkl ay takvimi
1 (requested

degisir. Ama baharin ilk sonra
number) Target

Pazar giinii kutlanir. Kiliseye gidilir, dua 2 Good
structure

edilir. Bu bayramda ¢ocuklar ¢cok mutlular

¢linki paskalya hediye edilir.

Yumurta seklinde bir cikolata.

Total 2 13 Grammar points | 5

2 Target
vocabularies

Table 24 Traditional Classroom Week 8

Note: -‘edilir’ seems to be repeated many times; yet, this auxiliary verb has different
meanings in these composite verbs. For this reason, when a composite verb with ‘etmek’ is

different from others, it was accepted.

7.3.2. Comparison of the expected and the achieved learning outcomes

The researcher designed a template table (Table 25) to insert the results obtained from the
task analyses each week. This table compares the total number of expected and achieved learning
outcomes by referring to the grammar points, target vocabularies and grades separately both for
the traditional and the flipped classes. The total number of the expected learning outcomes are

obtained by multiplying the number of the groups in each week and

- the number of the grammar points mentioned in the lesson plans
- the number of the target vocabularies mentioned in the lesson plans

- the highest grade 3 Excellent.

The total number of the achieved learning outcomes is calculated by summing
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- the numbers of the grammar points achieved by the groups in each week
- the numbers of the target vocabularies achieved by the groups in each week

- the grades achieved by the groups in each week.

The table also includes the numbers of extra grammar-pointuses and target vocabularies.
These extra numbers are referred by the plus (+) sign. Lastly, because the lessons took place

weekly, the tables are named after the weeks they refer to.

Total number of expected Total number of reached

Grammar Points (X Grammar Points
groups x X Grammar

points)

Target Vocabularies (X Target Vocabularies
groups x X Target

Vocabularies)

- Extra Grammar Points

Extra Target Vocabularies

Comment Grades (X Comment Grades

groups x 3 Excellent)

Table 25 Weekly Results Table

Such a table enabled the researcher to comprehend the extent the learning objectives were
achieved by the students in the traditional and the flipped foreign classes in each week. The following part

presents the comparisons of the expected and achieved learning outcomes.

7.3.2.1. Comparison tables for the flipped classroom
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This part of the study reports the gap between the expected and the achieved learning outcomes in

the flipped foreign language classroom. The tables are named after the weeks and the classrooms they

refer to.
Total number of expected Total number of achieved
Grammar Points (3 12 Grammar Points 12

groups x 4 Grammar

points)

Target Vocabularies (3 | 9 Target Vocabularies 5
groups x 3 Target

Vocabularies)

- Extra Grammar Points 4
Extra Target Vocabularies 0

Comment Grades (3 9 Comment Grades 6

groups x 3 Excellent)

Table 26 Week 1 the Flipped Classroom

Total number of expected Total number of achieved

Grammar Points (5 10 Grammar Points 5

groups x 2 Grammar

points)

Target Vocabularies (5 | 25 Target Vocabularies 20

groups x 5 Target

Vocabularies)

- Extra Grammar Points 0
Extra Target Vocabularies 12

Comment Grades (5 15 Comment Grades 8
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groups x 3 Excellent)

Table 27 Week 2 the Flipped Classroom

Total number of expected

Total number of achieved

Grammar Points (5 40 Grammar Points 40

groups x 8 Grammar

points)

Target Vocabularies (5 | 40 Target Vocabularies 39

groups x 8 Target

Vocabularies)

- Extra Grammar Points 31
Extra Target Vocabularies 7

Comment Grades (5 15 Comment Grades 14

groups x 3 Excellent)

Table 28 Week 3 the Flipped Classroom

Total number of expected Total number of achieved

Grammar Points (3 12 Grammar Points 10

groups x 4 Grammar

points)

Target Vocabularies (3 | 6 Target Vocabularies 4

groups x 2 Target

Vocabularies)

- Extra Grammar Points 0
Extra Target Vocabularies 0

Comment Grades (3 9 Comment Grades 7

groups x 3 Excellent)
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Table 29 Week 4 the Flipped Classroom

Total number of expected Total number of achieved

Grammar Points (4 12 Grammar Points
groups x 3 Grammar

points)

Target Vocabularies (4 | 12 Target Vocabularies
groups x 3 Target

Vocabularies)

- Extra Grammar Points

Extra Target Vocabularies

Comment Grades (4 12 Comment Grades

groups x 3 Excellent)

Table 30 Week 5 the Flipped Classroom

Total number of expected Total number of achieved

Grammar Points (4 16 Grammar Points
groups x 4 Grammar

points)

Target Vocabularies (4 | 8 Target Vocabularies
groups x 2 Target

Vocabularies)

- Extra Grammar Points

Extra Target Vocabularies

Comment Grades (4 12 Comment Grades

groups x 3 Excellent)

Table 31 Week 6 the Flipped Classroom
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Total number of expected

Total number of achieved

Grammar Points (3 9 Grammar Points 7

groups x 3 Grammar

points)

Target Vocabularies (3 | 3 Target Vocabularies 3

groups x 1 Target

Vocabulary)

- Extra Grammar Points 0
Extra Target Vocabularies 0

Comment Grades (3 9 Comment Grades 7

groups x 3 Excellent)

Table 32 Week 7 the Flipped Classroom

Total number of expected Total number of achieved

Grammar Points (2 16 Grammar Points 14

groups x 8 Grammar

points)

Target Vocabularies (2 | 2 Target Vocabularies 1

groups x 1 Target

Vocabulary)

- Extra Grammar Points 1
Extra Target Vocabularies 0

Comment Grades (2 6 Comment Grades 5

groups x 3 Excellent)

Table 33 Week 8 the Flipped Classroom

7.3.2.2. Comparison tables for the traditional classroom
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This part of the study reports the gap between the expected and the achieved learning
outcomes in the traditional foreign language classroom. The tables are named after the weeks and

the classrooms they refer to.

Total number of expected Total number of achieved

Grammar Points (3 12 Grammar Points 12
groups x 4 Grammar

points)

Target Vocabularies (3 | 9 Target Vocabularies 6
groups x 3 Target

Vocabularies)

- Extra Grammar Points 9
Extra Target Vocabularies 0

Comment Grades (3 9 Comment Grades 7

groups x 3 Excellent)

Table 34 Week 1 the Traditional Classroom

Total number of expected Total number of achieved

Grammar Points (5 10 Grammar Points 2

groups x 2 Grammar

points)

Target Vocabularies (5 | 25 Target Vocabularies 15

groups x 5 Target

Vocabularies)

- Extra Grammar Points 0
Extra Target Vocabularies 4

Comment Grades (5 15 Comment Grades 5
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groups x 3 Excellent)

Table 35 Week 2 the Traditional Classroom

Total number of expected Total number of achieved

Grammar Points (5 40 Grammar Points 38

groups x 8 Grammar

points)

Target Vocabularies (5 | 40 Target Vocabularies 25

groups x 8 Target

Vocabularies)

- Extra Grammar Points 4
Extra Target Vocabularies 2

Comment Grades (5 15 Comment Grades 12

groups x 3 Excellent)

Table 36 Week 3 the Traditional Classroom

Total number of expected Total number of achieved

Grammar Points (3 12 Grammar Points 6

groups x 4 Grammar

points)

Target Vocabularies (3 | 6 Target Vocabularies 4

groups x 2 Target

Vocabularies)

- Extra Grammar Points 0
Extra Target Vocabularies 0

Comment Grades (3 9 Comment Grades 5

groups x 3 Excellent)
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Table 37 Week 4 the Traditional Classroom

Total number of expected Total number of achieved

Grammar Points (4 12 Grammar Points
groups x 3 Grammar

points)

Target Vocabularies (4 | 12 Target Vocabularies
groups x 3 Target

Vocabularies)

- Extra Grammar Points

Extra Target Vocabularies

Comment Grades (4 12 Comment Grades

groups x 3 Excellent)

Table 38 Week 5 the Traditional Classroom

Total number of expected Total number of achieved

Grammar Points (4 16 Grammar Points
groups x 4 Grammar

points)

Target Vocabularies (4 | 8 Target Vocabularies
groups x 2 Target

Vocabularies)

- Extra Grammar Points

Extra Target Vocabularies

Comment Grades (4 12 Comment Grades

groups x 3 Excellent)

Table 39 Week 6 the Traditional Classroom
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Total number of expected Total number of achieved

Grammar Points (3 9 Grammar Points 3
groups x 3 Grammar

points)

Target Vocabularies (3 | 3 Target Vocabularies 2
groups x 1 Target

Vocabulary)

- Extra Grammar Points 0
Extra Target Vocabularies 0

Comment Grades (3 9 Comment Grades 3

groups x 3 Excellent)

Table 40 Week 7 the Traditional Classroom

Total number of expected Total number of achieved

Grammar Points (2 16 Grammar Points 13

groups x 8 Grammar

points)

Target Vocabularies (2 | 2 Target Vocabularies 2

groups x 1 Target

Vocabulary)

- Extra Grammar Points 0
Extra Target Vocabularies 0

Comment Grades (2 6 Comment Grades 5

groups x 3 Excellent)

Table 41 Week 8 the Traditional Classroom

In brief, the analysis process was the most challenging and laborious part of the study.

Tabulating the qualitative data collected for the study was considered to be the best and the most
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appropriate way of organizing and analysing the data. In this way, the researcher was able to
demonstrate the data in numbers in a clear, unbiased, summative and, at the same time, detailed

manner.

7.3.3. Analysis of the teacher’s reflections

The teacher’s reflections, observations and thoughts were collected through the
‘Comment(s)’ boxes found in the lesson plans. These non-structured data were in forms of short
notes, reminding words, complete and incomplete sentences, and paragraphs. These data were
meaningless when taken out of the lesson plans and their contexts. For this reason, the researcher
did not rewrite them to apply an analysis procedure. Instead, she read all the written information
in the ‘Comment(s)’ boxes and revealed certain recurrent patterns like frequently encountered
problems, similarities in the responses and behaviours of the students. These patterns were coded
and grouped in four categories, which are the planning process of the flipped classroom model,
technical challenges encountered during the implementation of the study, considerations about
time and learner-centeredness of the model. The results inferred from the readings were grouped

and reported in five categories in the ‘Results’ chapter.

7.3.4. Analysis of the students’ reflections

As was the case with the teacher’s reflections, the students’ feedback, thoughts, comments
and reflections were collected through non-structured interviews. Since the teacher was in
continuous exchange of feedback with the students in the experimental group, she noted down
their feedback during the lessons in the ‘Comment(s)’ boxes in the lesson plans. At the end of the
final lesson of the study, the researcher asked the students to give a retrospective feedback on
their experiences with the new model of learning. Even though two students had to leave the class
without giving any feedback, they were able to send their feedback via mail later. The analysis
procedure applied to the teachers’ reflections was also applied to the students’ reflections. The
analysis presented in five categories of feedback. The first two categories, time and the medium of
instruction, were related to the student complaints. The third category was about students’

perceptions of the model in terms of personalized learning. The fourth category was composed of
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the only negative feedback, which was related to a technical problem the student had

encountered rather than any problems with the model.

The final category requires more attention than the others. This category comprises of one
single feedback, which was received one year after the study. This unforeseen feedback added
another dimension to the study. Briefly, a student who had attended the flipped foreign language
classroom went to Turkey on the Erasmus Student Exchange Programme. She took a placement
test in Turkish at a private language course in Istanbul and the result was B1, which was expected
to be her current level. This student was the only one to have this result at the time. For this
reason, she was asked by her teachers there if she had been to Turkey and taken any other
courses in Turkey before. When she explained that she studied Turkish only at a university in Italy,
she herself and also the university were complimented. This student sent a message to me on

Facebook to thank to the researcher for the way she taught the course.

A report based on the results obtained from the students’ reflections can be seen in five

categories in the ‘Results’ section.
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CHAPTER 8

RESULTS

This study aimed to investigate the benefits of the flipped classroom model in foreign
language teaching by comparing the student achievement in the traditional and the flipped foreign
language classrooms. In order to reveal any significant differences in learning outcomes between
these two settings, an Action Research was designed and implemented. This section of the study

reports the findings in relation to the research questions.

8.1. THE TASKS

The tasks compose the major and the most important source of the data collected for this
research. The findings obtained after the analysis of them are the most significant indicators of
any effects of the flipped classroom model on learning outcomes and consequently student
achievement. For this reason, the results of the analysis of the tasks provide the answers to the

research questions of the study.

The first research question was formulated to reveal any overall differences in student
achievements in the traditional and the flipped foreign language classrooms. The second research
guestion was asked to explore the possible differences in learning outcomes for the students in

these classes. The findings regarding each research question are presented below.

1. Is there an overall difference between the flipped foreign language classroom and

the traditional foreign language classroom in terms of student achievement?
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To respond to this question, the results must be framed in a way to reveal any immediate
and clear indications of the phenomenon surveyed. The most appropriate method to produce

such indicators is tabulating the results and extracting visual charts and graphs based on them.

The Table 42 and the Graph 1 compare the grades received by the student groups in the
flipped and the traditional classrooms. The results were listed according to the weeks they
referred to. Additionally, the table provides a row named ‘Total’ in which the sum of the grades
columns can be seen. The row which is found at the end of the table is referred by the percent
sign (%) and it shows the percentage of the total attainment grades. The numbers in this row are
rounded up to the nearest whole number if the digit to the right of the decimal point is equal or

higher than 5. If it is less than 5, the numbers are rounded down to the nearest whole number.

Week Expected Grades Reached by the Grades Reached by the
Grades Traditional Classroom Flipped Classroom
1 9 7 6
2 15 5 8
3 15 12 14
4 9 5 7
5 12 8 8
6 12 8 8
7 9 3 7
8 6 5 5
Total 87 53 63
% 100 61 72

Table 42 Comparison of the Grades
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Detailed Comparison of the Grades by Weeks

10 O Expected Number

M Traditional Classroom

Grades
(0]

6 1 m O Flipped Classroom

1 2 3 4 5 6 7 8
Weeks

Graph 1 Comparison of the Grades

It can be seen from the table that, except for the Weeks 1, 5, 6 and 8, the students in the
flipped foreign language classroom outperformed the students in the traditional foreign
classroom. In Week 1, the students in the traditional classroom did better than the students in the
flipped classroom. Moreover, in the Weeks 5, 6, and 8, the student grades in both of the
classrooms are equal. If these three weeks are omitted from the table as they are not meaningful
because the grades are equal, there will be five weeks remaining. In these five weeks, only once
the students in the traditional classroom outperformed their peers in the flipped classroom. Thus,

it can be inferred that the flipped classroom model promotes a higher student achievement.

As for the sums of the grades, it becomes immediately clear that the students in the
flipped foreign classroom are more successful than the students in the traditional foreign language
classroom. The students in the flipped classroom achieved the learning objectives with a success
rate of 72% while the students in the traditional classroom achieved only 61% of the learning
objectives. The achievement gap between the students in the flipped and the traditional foreign

language classrooms is visualized in the Graph 2.
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Comparison of the Total Grades (%)
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Graph 2 Comparison of the Total Grades

The difference (11 %) between the grades is meaningful enough to conclude that the
students who are instructed through the flipped classroom model achieve more than the students

instructed through traditional teaching practices in foreign language classrooms.

2. Are there any meaningful differences in the learning outcomes of learners in the

flipped foreign language classroom and in the traditional foreign language classroom?

To be able to answer this question, a comparison of the learning outcomes for the students
in the flipped and the traditional classes is needed. The research utilized observable, measurable
and trackable learning objectives as expected learning outcomes. The learning outcomes were two
folds: grammar points and target vocabularies. This elaboration enabled the researcher to

compare the learning outcomes for the students in a detailed way.

The Table 43 and the Graph 3 show the comparison of the grammar points achieved in the
flipped and the traditional foreign language classrooms. The grammar points are ordered
according to the weeks and sums of the numbers are provided in the ‘Total’ row. The row (%) is
found at the end of the table and demonstrates the percentage of the total number of the
grammar points. The numbers in this row are rounded up or down to the nearest whole number,
according to the formula given above for the calculation of the numbers of the first research

question.
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Week Expected Grammar Points Reached Grammar Points
Grammar by the Traditional Reached by the Flipped
Points Classroom Classroom
1 12 12 12
2 10 2 5
3 40 38 40
4 12 6 10
5 12 8 10
6 16 14 15
7 9 3 7
8 16 13 14
Total 127 96 113
% 100 76 89

Table 43 Comparison of the Grammar Points

Detailed Comparison of the Grammar Points by

Weeks

50
40

30
20

10 -

Grammar Points

@ Expected Number
B Traditional Classroom
O Flipped Classroom

Graph 3 Comparison of the Grammar Points

122




The table demonstrates that there is only once (Week 1) the students in both of the
classes achieved the same number of grammar points. Although there is little difference in some
of the weeks (3, 5, 6 and 8), the students in the flipped classroom achieved more grammar points

than the students in the traditional classroom. The total numbers clear indicate this.

Probably the most important and clear indicator of the difference in learning outcomes for
the grammar points is seen in the percentages. The Graph 4 reveals visually the significant
difference (13 %) in achieving the expected number of grammar points in the flipped classroom

(89 %) and the traditional classroom (%76).

Comparison of the Total Grammar Points (%)
90 89
85
80 76
75
70
65 .

Flipped Classroom Traditional Classroom

Graph 4 Comparison of the Total Grammar Points

For the aims of this research, target vocabularies were considered as the second part of the
measurable learning outcomes. The Table 44 and the Graph 5 present the comparison of the
target vocabularies achieved in the flipped and the traditional foreign language classrooms
throughout the research. The information is ordered according to the weeks and sums of the
numbers of the target vocabularies are provided in the ‘Total’ row. The row (%) represents in
percentages the total number of the target vocabularies. The numbers in this row are rounded up
or down to the nearest whole number, according to the formula given above for the calculation of

the numbers for the first research question.
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Week Expected Target Vocabularies Target Vocabularies
Target Reached by the Reached by the Flipped
Vocabularies Traditional Classroom Classroom
1 9 6 5
2 25 15 20
3 40 25 39
4 6 4 4
5 12 11 8
6 8 4 3
7 3 2 3
8 2 2 1
Total 105 69 83
% 100 66 80

Table 44 Comparison of the Target Vocabularies

Target Vocabularies
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Detailed Comparison of the Target Vocabularies

by Weeks
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Graph 5 Comparison of the Target Vocabularies
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This table is interesting because it is the only table of the study in which the students in the
traditional foreign language classroom surpassed their peers in the flipped foreign language
classroom 4 times (Weeks 1, 5, 6 and 8). Moreover, the number of the target vocabularies used by
the students in both classes is equal in the Week 4. If this week is omitted from the table, because
the results are equal and, thus, insignificant, then, there will be seven weeks remaining. As they
outperform in four weeks of out of seven (57 %), the students in the traditional classroom are

slightly better in achieving the learning objectives related to the target vocabularies.

Nonetheless, when the total numbers of the target vocabularies are examined, it appears
that the students who were instructed through the flipped classroom model used more target
vocabularies in their tasks. Therefore, under the light of these results, two readings of the table
will be possible: First, when the results are considered on a weekly basis, the students in the
traditional foreign language classroom demonstrate slightly better learning outcomes in terms of
their target vocabularies. Second, when the cumulative results are considered, the difference
between the percentages, which can also be seen in the Graph 6, is significant enough to conclude
that the students in the flipped foreign language classroom use the target vocabularies more as a

form of learning outcome than the students in the traditional classroom.

Comparison of the Total Target Vocabularies (%)
100 80
80 66
60
40
20
0 .
Flipped Classroom Traditional Classroom

Graph 6 Comparison of the Total Target Vocabularies

In addition, the researcher considered it useful to tabulate also the extra uses of the
grammar points and target vocabularies. She believes that these extra uses of the learning

objectives are of importance as they reveal the real behaviour of the students. These are the
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learning outcomes that were not explicitly expected from the students. The controlled way of
measuring the learning outcomes - as it is seen above - is meaningful when deducing conclusions
on how the students are doing in a course. However, the researcher also believes that such an
inference can be enriched by presenting these non-explicitly worded learning objectives which

turned into learning outcomes.

The following Table 45 demonstrates the extra uses of grammar points and target
vocabularies by the students in the flipped and traditional foreign language classrooms. Two

graphs (7 and 8) are also provided for a quick review of the results.

Week Expected Target Target Grammar Points Grammar
Vocabularies Vocabularies Reached by the | Points Reached
Target
. Reached by the Reached by the Traditional by the Flipped
Vocabularies /
. Traditional Flipped Classroom Classroom Classroom
Grammar Points
Classroom
1 Not Defined 0 0 9 4
2 Not Defined 4 12 0 0
3 Not Defined 2 7 4 31
4 Not Defined 0 0 0 0
5 Not Defined 1 3 0 0
6 Not Defined 0 0 4 2
7 Not Defined 0 0 0 0
8 Not Defined 0 0 0 1
Total Not Defined 5 22 17 38

Table 45 Comparison of the Extra Target Vocabularies and Extra Grammar Points
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Comparison of the Extra Grammar Points
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Graph 7 Comparison of the Extra Grammar Points

Comparison of the Extra Target Vocabularies
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Graph 8 Comparison of the Extra Target Vocabularies

It can be seen from the table and the graphs that, since the expected numbers of extra
uses are not defined, the percentages of the numbers are not present. However, total numbers
serve as guides to infer certain conclusions. When the table is examined, it can be seen that the
students in the flipped foreign language classroom used the target vocabularies more times than
the students in the traditional foreign language classroom. The same can also be said for the
grammar points studied. As a result, it can be deduced that, compared to the traditional teaching
models, the flipped classroom model provides a learning environment in which more learning

outcomes emerge.
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In summary, the response to the second research question is ‘yes’: there is a meaningful
difference between the learning outcomes of the students in the flipped and the traditional
foreign language classrooms. The results favour the flipped classroom and indicate that the
students who are instructed through the flipped classroom model achieve more learning

outcomes than their peers in the traditional foreign language classroom.

8.2. THE TEACHER’S REFLECTIONS

The study demanded, inter alia, the teacher-researcher to pay more attention to the lesson
plans, maintain an awareness of her teaching practices and suspend her judgments. The study
required her to observe the flow of the lessons and the students’ reactions continually. In
addition, she had to reflect on her teaching experience throughout the study process. This part of

the chapter reports the teacher’s experience of the study.

The researcher has been teaching English and Turkish as foreign languages for six years at
university-level. Although she always integrates learning technologies into her teaching practice,
she designed a flipped foreign language classroom and instructed through the flipped classroom
model for the first time. The review of her observations and reflections in response to the
research questions is thought to be useful in understanding the study further. For this reason, she
grouped her observations and reflections, which were in forms of short notes written in the

Comment(s) parts of the lesson plans, under five headings.

8.2.1. Planning

Probably the most difficult and complicated part of flipping a foreign language classroom is
the planning. After getting permission from the Head of the Department, the researcher prepared
two different lessons for two different classes at the same level to work towards the same
objectives. The pilot study provided the researcher with invaluable insight regarding what content

to deliver in videos and the amount of time needed by the students to study the video contents
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and complete the associated tasks in the flipped classroom. In the experience of the researcher,
the Turkish grammar seemed to be the most appropriate content to be presented in videos. Even
though it is presented in a well-developed context, teaching grammar requires direct teaching at
different point. For this reason, the researcher produced grammar videos and designed learning
activities based on productive language skills, which required the students to apply the content
they had learnt in the videos. The second adjustment made after the pilot study was about time. It
was found out that the students needed more than one day to prepare themselves for the class
meetings. Therefore, the students were supplied with the video lectures and associated materials
three days before the face-to-face lessons. Moreover, it is worth mentioning here that the time
problem was also the result of the teacher’s use of Turkish as the medium of teaching. She talked
only in Turkish in the first video and this required the students to ‘decipher’ (exact term used by
one of the students) first the language and then study the content. Therefore, in the following
videos, the teacher talked in Italian (the common language of the learners) to explain complicated
parts and used more paraphrases with familiar structures and examples in Turkish. Consequently,
it is possible to deduce that flipping a classroom, especially a foreign language classroom, requires
extra attention when it comes to its design. While studying a language, the meaning-making is
usually achieved through teacher’s immediate feedback to student-responses, which can be either
uttered by the students or ‘sensed’ by the teacher in a classroom. However, in a flipped classroom,
this type of immediate feedback is delayed until the next class meeting since teacher is absent

while students watch the video lectures provided.

These adjustments resulted in better implementation of the model and improved

comprehension of the contents while increasing the student participation in learning activities.

8.2.2. Technical issues

Technical issues refer to challenges and rewards regarding the video recording and delivery
part of the study. As was in the case of planning, the pilot study helped enormously to improve the
implementation of the model. The researcher used the free-of-charge version ‘Screencast-O-
Matic’ to capture and edit the videos. She chose to this particular programme because it was the

best in terms of cost, expertise required, user-friendliness, editing and storing options. Moreover,
129



Facebook is proven to be a more suitable repository website than Youtube. Facebook enabled the
researcher to track the learners who viewed the videos posted. Since the number of the control
group was small, this feature helped the teacher to observe the students in classroom who had

not viewed the videos beforehand.

8.2.3. The time

The amount of time spent to plan and prepare the lessons by the teacher in the flipped
classroom model was more than the amount of time spent to teach in the traditional model.
Moreover, re-planning time was found to be the strongest feature of the flipped classroom model
for two reasons. Firstly, it provided ample opportunities for active learning in the classroom and
this meaningful learning environment yielded substantial learning gains immediately visible. In
contrast to the students in the traditional classroom, the students in the flipped classroom

managed to finish their tasks in time and all the tasks were returned to the teacher.

The second reason, which is related to the first, is that teacher’s efforts in instructing
through the flipped classroom model produced immediate results in the performance of the
students. The desired learning outcomes were more evident in the actual learning outcomes for
the students in the flipped foreign language classroom compared to those in the traditional
foreign language classroom. Therefore, time spent by the teacher cannot be seen as a

disadvantage, but as a gain in the flipped classroom model.

8.2.4. The learner-centeredness

One of the promised advantages of the flipped classroom model is that it supports learner-
centered education. From the observations of the researcher, it can be confidently said that in this
model learners took more responsibility for their own learning. In other words, the teacher
supplied the materials, explanations, necessary arrangements for learning to take place and
guided the students in their experience of building their understandings. The teacher did not re-
teach any materials covered in the videos; thus, the students had to process the materials before

coming to the class. While in the classroom, they participated in the learning activities and
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worked in groups collaboratively and cooperatively every time. The students asked for
clarifications or voiced their concerns and even shared additional information or comments at the
beginning of each session. When the teacher answered questions posed by the students, it was
realized that other students with similar concerns or questions benefited from her answers as
well. Moreover, since the teacher was available at any time in the classroom to give feedback, it
was observed that the students asked for help more often than their peers in the traditional
classroom. As a result, the quality of their work improved. In addition, even though the students
were working in groups, sometimes individual students left their groups to ask the teacher their
guestions. These questions were not necessarily related to the topic of the lesson, but were still

triggered by the new contents in the videos.

Another interesting observation was that when the students had to perform their tasks in
front of the whole class, the observing students offered immediate feedback without being
prompted by the teacher. They also asked for a repetition when they could not understand,

commented and even corrected the performers.

Finally, it was discovered that some female students met during out-of-class hours to
watch and study the video contents together to complete the tasks set. They decided that this
was the best way for them to process the material. Thus, it can be inferred that the flipped
classroom model encourages the students to engage with the learning activities, which helps them

not only to learn in a meaningful way, but also to discover how they actually learn better.

8.2.5. Uncategorized

Some of the notes taken by the researcher could not be clustered since they either
appeared only once or were not directly related to the model. However, the researcher grouped
these notes under this title because she believes that they can offer further specific information

on the study.
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One of the notable findings of the study was that two of the tasks completed in the flipped
foreign language classroom were handed in with their Italian translations. The researcher
interpreted this phenomenon as a reflection of the students’ learning strategies. It could be that
they wanted to note down the solutions, creative ideas, the answers or the requirements of the
tasks in their mother tongue in order to make sure that they include everything. It could also be
that the students felt more comfortable if they constructed the solutions in their mother tongue

first and then translated them into the target language.

Another uncategorized finding was encountered only once throughout the comments. It
was an observation regarding the in-class teaching practice in the flipped classroom model. The
researcher did not re-teach the materials already explained in the videos. She only did remedial
teachings when needed. This may have urged the students to watch all the videos assigned in

time.

The last uncategorized observation was on the students’ use of the complex sentences and
structures that had not been studied yet. Appeared mostly in the flipped foreign language
classroom, some tasks included such structures used by the students who were probably more
advanced than their peers. This could be explained by the university system which required the
students to attend literature classes separately. Thus, while still learning the target language, the
students also studied its literature in other classes. Consequently, they may have learnt these

structures which were above their current level.

8.3. THE STUDENTS’ REFLECTIONS

To address the research questions of the study, the participants were divided into two
groups. The control group was instructed in the traditional mode and the experimental group was
instructed through the flipped classroom model. The teacher was in continuous exchange of

feedback with the students in the experimental group to note down their observations, demands,
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needs and opinions related to the new model of teaching. Moreover, at the end of the last session
of the study, the teacher asked the students to give a retrospective reflection regarding their
experience. This section of the study provides a review of the student’s reflections in the

experimental group about the flipped classroom model.

The researcher found only commonalities in the feedbacks and reflections of the students.

These commonalities can be seen below.

8.3.1. The time

In the beginning, they all complained about the scarcity of time they were given to study
the materials before the class. A mutual decision respecting the students’ request for extra time

(three days) to process the video lectures was found to be useful and worked well.

8.3.2. The medium of instruction

The fact that the teacher was speaking only in the target language was the second
complaint received. At the request of the students, certain adjustments mentioned above were
made and it was discovered that the use of only the target language to explain new concepts in

video lectures hindered learning.

8.3.3. Personalized learning

The most surprising aspect of the whole study was that the students’ concurrence on the
central notions of the flipped learning: studying anywhere, anytime and as much as they wanted.
It is surprising because the students were only informed that they were going to be instructed in
the flipped classroom model and the model would require them to process the contents provided
in the video lectures before coming to classes and, in classroom, they would practice what they

had already learnt. In other words, the researcher did not mention any other notions at all. They
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deducted these results from their own experiences. In addition, they emphasized that they found

practicing the materials in plenty of time in the classroom very useful.

8.3.4. One negative feedback

Only one of the students complained about the slowness in loading the videos. Since the
researcher could not prove the existence of the problem by checking it with the other students,
she concluded that the problem was caused either by the device the student used to watch the

videos or her internet connection.

8.3.5. One specific feedback

One year after the implementation of the flipped classroom model, the researcher
received a message on Facebook from one of her students who had taken part. This feedback,
which was unforeseen in the study, added another dimension to it. The students’ immediate
feedbacks were all positive (except for the one about a technical problem). This particular

feedback showed that the student appreciated it even after she had finished the course.

All in all, the results indicate that the students in the flipped foreign language classroom
achieved and benefited more from the learning opportunities provided than their peers in the
traditional foreign language classroom. Moreover, although the preparation process for the
implementation of the flipped classroom model took a considerably longer amount of time, it was
proved that the effort turned into improved learning outcomes for the students. Finally, the
students who experienced the model were content with it and aware of the advantages the model

introduced in terms of personalized learning.
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CHAPTER 9

DISCUSSION AND CONCLUSION

Increased presence of technology in every part of our lives has reflected itself also in
learning environments. Educational materials are already being developed and produced via
computer-based systems. The methods and channels through which these materials are delivered
serve for one crucial aim of education: improving learning. In this study, the exploration of the
flipped classroom model in foreign language teaching yielded precious findings for educators who
teach students in the 21% century. This chapter will discuss the conclusions drawn from the

findings of the study.

9.1. DISCUSSION OF THE RESULTS

Undeniably ,having grown up surrounded by technology, most 215t century learners are
technologically fluent. Consequently, it is the responsibility of the 21 century educators to render
the use of technologies in learning environments meaningful. As services become more
personalized and more people use technologies, an essential issue for education is utilizing these

technologies to enrich and enhance the learning opportunities and experiences for the learners.

To embed and use technologies in a meaningful way, we need to adapt these technologies
to the pedagogy. Unquestionably, this requires careful consideration of their benefits particularly
in terms of improved learning outcomes. Learners also need to understand how they can utilize
and benefit from the technologies they are already familiar with in their own learning in an

autonomous way.
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In fact, there are studies exploring the meaningful uses of technology in education. One of
these recent studies explores the benefits of making video lectures for out-of-class time and
freeing the class time for learners to practice contents, hence, promoting deeper learning by
applying higher-order thinking skills like analysis, evaluation and creation and, consequently,
constructing knowledge at first hand especially in formal education(Bergmann & Sams, 2012). Also
known as flipped learning, the application of this approach to teaching and learning is called the
flipped classroom model. As in other academic disciplines, the model is also promising for
language and foreign language teaching and learning (e.g., Evseeva & Solozhenko, 2015; Han,
2015; Hung, 2015; Muldrow, 2013; Kostka & Lockwood, 2015). Nonetheless, the studies
investigating the model in language and particularly foreign language education are outnumbered
by studies in other disciplines. For this reason, there is an increasing need for additional and more

comprehensive studies on the flipped classroom model in the foreign language teaching field.

The purpose of this study was to explore the differences in student achievement and
learning outcomes between the flipped and traditional foreign language classrooms. In fact, the
findings emphasize the importance of this study - particularly owing to the scarcity of the research
in the field. The study discussed the technological advancements and their effects on the learners
of the 21° century while presenting the current debates in embedding and adapting technology to
education. The study further examined the effects of implementing the flipped classroom model in

foreign language education environment.

The study was designed to compare a flipped foreign language classroom and a traditional
foreign language classroom in line with the aims of the study. The researcher used Action
Research Method to collect qualitative data, which was considered to be the ideal means for
demonstrating differences in learning outcomes for the students and, consequently, their

achievements.

Throughout this action research, the teacher-researcher designed implemented tasks,

encouraging the students to be creative to find solutions and deal with the problems presented by
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the teacher-researcher. The tasks were devised to elicit the previously determined learning
outcomes when completed by the students. The researcher collected these completed tasks and,
by this way, she obtained the main data of the study. The extent to which the learning objectives
were achieved in forms of learning outcomes in these tasks was measured by comparing them.
Then, another comparison of the learning outcomes was completed between the flipped and the
traditional foreign language classrooms. Besides this, the reflections and the experiences of both
the teacher and the students regarding the flipped classroom model were collected and analyzed

using the content analysis method to complete the research.

The results indicated that changing the instructional model produced meaningful
differences and the introduction of the flipped classroom model to foreign language teaching

resulted in higher student achievement and better learning outcomes.

It would also be valuable to look closely at these results and evaluate the possible reasons
behind them to make its successful implementation in future language teaching and learning

situations possible.

As the results pointed out, the students who were instructed through the flipped classroom
model were more successful than their peers in the traditional classroom in learning Turkish,
which was the foreign language they were studying. The most important reason for this outcome
is that the students had plenty of time to process materials and practice them in the classroom

with their peers and the teacher as a guide.

In this respect, the researcher believes that the flipped classroom model is much more
effective than the distance learning and blended learning models, which entail processing some
components of lessons on an online and/or virtual learning platform (Garrison and Vaughan, 2008;
Bonk, Olson, Wisher and Orvis, 2002). As it is clear, these components or parts of lessons are not

well-defined. Therefore, these parts can be misunderstood and interpreted as ‘homework’, which
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are more mentally demanding than listening to lectures in classrooms. As for distance learning, it
means providing learning opportunities via technical media by instructors separated from their
learners in terms of space and time (Teaster and Blieszner, 1999). That is, learners who are not
physically present in a learning environment can still attend courses - synchronically or not —
usually through online platforms. According to the researcher, a disadvantage of distance learning
is that, even though it is implemented interactively owing to the new technologies, it lacks such
physical features as classroom environment, dynamics and humanistic communication strategies
like eye contact and body language, which are simple, but very significant in terms of feedback in
education. The flipped classroom model defines and describes the parts which are delivered online
or on virtual platforms in blended learning models and brings the teachers and students together
face-to-face in classrooms to carry out learning in a humanistic way. In addition, the flipped
classroom model highlights that the parts to be delivered through video lectures should
concentrate on the materials that require reasonably less mental effort from learners and in line
with the lower-order thinking skills like remembering and understanding, enabling the use of

higher-order thinking skills in classes. This is precisely ‘reversing the traditional classroom’.

Another reason why the flipped classroom model is effective can be seen in its introduction
into foreign language teaching. Language has been in existence along with human beings,
changing and evolving. Likewise, the approaches and trends to its teaching also alter. The
researcher believes that even if communication can take many forms, the most important way of
communication is the language. In 1970s, when communication became crucial as a result of the
change in the people’s profile, conveying messages and inter-comprehension among interlocutors
gained even more importance (Savignon, 1991). This change partly pushed grammar into the
background particularly in foreign language teaching (Mitchell, 2000). Yet, recent studies have
shown that a good command of grammar is crucial for effective communication (Cook, 2013;
Mitchell, 2000; Vavra, 1996). In this study, the content to be delivered via video lectures was
components of the Turkish grammar. Teaching a topic like grammar, which is relatively resistant to
change and not flexible, can require learners to utilize two lower-order thinking skills, i.e.,
remembering and understanding. This makes it the perfect content to be delivered via video
lectures in flipped foreign language classrooms. Then, learners should only ‘attire’ it through

meaningful interactions and communications in the classroom. In a foreign language classroom,
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which is instructed through the flipped classroom model, learners can use grammar recently
mastered in contexts and check their understandings to construct newer knowledge through
reactions they receive by completing the tasks designed to bring out the desired learning

outcomes.

Effectiveness of the flipped classroom model in foreign language teaching can be observed
once again in its manipulation of time to benefit the learners searching for help and teachers
offering assistance. The researcher strongly believes that no matter how many various resources
of a target language are available, a learner is always in need of an authority more knowledgeable
than himself/herself or an advisor such as teacher to guide his/her learning. This is also the case
for autonomy, which is one of the most misunderstood notions in education (Little, 1990).
Nonetheless, guiding learners according to their needs and demands is a time-consuming and
laborious task. From the researcher’s point of view, the most significant advantage of the flipped
classroom model in foreign language education is its utilization of time in teaching and learning
environments. In a flipped foreign language classroom, the materials that learners can deal with
on their own are readily available and accessible when they need them. Learners can consult these
materials chosen and provided by their teacher whenever, wherever and as much as they need
and want. In this way, freed class time permits the teacher and other advanced learners in
classroom to offer unreserved assistance when needed. In traditional approaches to foreign
language teaching, limited class time also includes the teacher’s explanations of materials, which
leads to less time for student interaction - particularly during learning activities known as
‘scaffolding’. Therefore, in teaching of disciplines like foreign language, which requires more
teacher-guidance, the flipped classroom model can be implemented to improve the quality and

the quantity of time spent with learners.

In conclusion, alongside the technological developments, learners, educators, and learning
and teaching environments are altering. The flipped classroom model stands out among others,
owing to its novel approach to learning processes and applications in the 215t century. By now,
processing teacher-created video-lectures outside the class time and participating actively in
learning activities during classes are proved to be more effective for learners in various disciplines.
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This action research confirms improved student achievement in the flipped Turkish as a foreign
language class in which the study was implemented and contributes to the understanding of the

model’s benefits in foreign language education.

9.2. CONCLUSION

This action research examined the effects of the flipped classroom model on student
achievement in one foreign language classroom. In an attempt to discover its effects, the
researcher compared the learning outcomes for two students groups with the similar
demographic features and foreign language proficiency levels. The experimental group of students
was instructed through the flipped classroom model and the control group was taught through
traditional methods. Even though there were challenges at the beginning regarding certain
technical aspects, the students and the researcher did not encounter any other problems. The
findings of the study suggested that the learning outcomes for the students in the flipped foreign
language classroom were closer to the learning objectives of the lessons than those of the control
group. The reflections of the students and the teacher corroborated this finding and showed that
the implementation of the model in a foreign language classroom was in line with the premises of

the model. In brief, student achievement was evident in the flipped foreign language classroom.

9.3. LIMITATIONS AND DELIMITATIONS

Due to the nature of the qualitative research, the results cannot be generalized by the
researcher. Having a small number of participants could also be considered as another limitation;
however, this helped the researcher to track any single phenomenon both in the control and
experiment groups, which could not be possible via questionnaires, for example. This study
focuses on using foreign language grammar to deliver in video lectures. Foreign language
education is a multifaceted discipline and delivering other components may produce different

results. Finally, the data were collected, coded and analysed by one person, the researcher, only.
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This may be interpreted both as a limitation and a delimitation of the research. On one hand, the
consistency in the analysis procedures was guaranteed by one person; on the other, despite the
fact that the researcher tried to avoid her personal bias, it could have been beneficial to have

other perspectives from other researchers in the field.

9.4. FURTHER RESEARCH

This study highlighted the importance of introducing technology into education in a
meaningful way and investigated whether the flipped classroom model applied in foreign language
education had any effects on student achievement. Although the study concludes that the model
improves learning outcomes for students studying a foreign language, future research is necessary
to see if this is true. In addition, expanded studies applying quantitative research designs as well as
qualitative ones would be beneficial to further investigate the flipped classroom model in foreign
language teaching and learning. This present study captured the grammar units of the target
language in video lectures. Further research can be conducted to explore whether other
components of foreign languages are suitable for delivery via video lectures and, if so, it can be
investigated whether they also confirm the benefits of the model in foreign language education.
Various studies generating similar or different results will enable educators to remedy deficiencies

of the flipped classroom model in order to improve its practical implications.
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APPENDICES

Notes on the appendices:

-All the visual materials were retrieved from Google Search. They were labelled for free to use or

share.

-The video lectures were uploaded on YouTube as a documentation of this research. The actual
web site that the researcher shared the video lectures with the students was Facebook.
However, one must have a Facebook account to watch the videos there. Therefore, the
researcher posted the video lectures on Youtube and presented the Youtube URLs of the

video lectures in order to provide transparency.
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LESSON PLANS FOR THE FLIPPED CLASSROOM

WEEK 1

LESSON PLAN FOR THE FLIPPED TURKISH as a FOREIGN LANGUAGE CLASSROOM
Instructor’s Name: Hacer Nilay Suludere
School: Ca’ Foscari University of Venice
Class: Turkish as a Foreign Language Module 2
Period: 1% Semester of the 2014-2015 Academic Year
Time:
Class time: 90 minutes
Video Length: 11 minutes
Expected time needed for the compilation of the worksheet: 10 minutes
General Prerequisites: Access the videos and the materials prepared by the instructor.
Linguistic Prerequisites: A good command of;
-the vowel (especially for —i type suffixes) harmony.
-the possessive suffixes (-im, -in, -(s)i, -imiz, -iniz, -leri).
Theme: Personality Traits
Proficiency Level: Pre-Intermediate - Intermediate
Main Skill: Writing
Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to express their decisions
clearly and support their ideas. They should be able to understand counterarguments, reason
them and persuade people to consider their arguments.

Objectives of the Lesson: At the end of the lesson, students should be able to;

1. Construct reasonable arguments.
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2. Use certain words and phrases like “bence” (in my opinion), “hi¢ siphesiz” (without any
doubt) at least 3 times and —meli and/or lazim (must, have to, be necessary for somebody

to do something) structures at least 4 times to express their personal opinions.

Lateral Objectives of the Lesson (to be mentioned in the video): At the end of the lesson, students

should be able to;

- understand when a native speaker of Turkish uses —meli and lazim to refer impersonal structures.

Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor asks the following | The students -
~5’ guestions to remind the students | try to answer

about the captured video: guestions and

- What do you remember from share their

the video you watched? views.

-What was the topic of the video?

- What did you learn from the

video?
Introduction | The instructor checks if the The students Blackboard
~ 10’ content has been understood or | utter their (if

not by interpreting the students’ | doubts if they | necessary)

answers to the warm up have regarding

questions She asks explicitly if the material

there are unclear parts that need | taught in the

more explanation. If needed, she | video.

does a brief remedial teaching for

the unclear parts avoiding re-

teaching the whole material.
Presentation | The instructor sums very briefly The students Worksheet
~10 up what was taught in the video participate in

and starts examining the the activity

worksheets the students are according to

supposed to study and complete | the

while watching the video. She can | instructions.

instruct the students to tell the

correct answers altogether for

the close ended items and pick

individual answers for the open

ended items.
Practice The instructor asks if the students | The students Computer,
~ 45’ know The Smurfs (I Puffi in check their Projector,

Italian) and have ever watched. memories to Blackboard.

Then she asks if they know how
they are called in Turkish. If they
do not know their name, she
encourages them to make

remember any
information
about the
Smurfs and
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guesses. In the end, she tells the
answer (Sirinler) and revises with
the whole class each Smurf’s
characteristics in Turkish on
Wikipedia. She makes a mind
map of the characteristics elicited
on the board and says that the
students can copy it at the same
time. Then she asks students to
form groups of 4 or 5. She
instructs the students to imagine
themselves as the Smurfs. Each
student can freely choose the
Smurf s/he wants to be. She tells
them that they are in a hot-air
balloon which is sinking because
they are too heavy. Then she says
that the only solution is to throw
one of them out to save the
others in the hot-air balloon. She
adds that they have to decide
about the person to be thrown
out mutually by reasoning and
expressing their ideas. She
reminds that the student who is
decided to be thrown out must
object to the decision. Moreover,
she says that they are expected
to use phrases to express their
opinions also with —meli and
lazim sentences (at least 4 times)
and use at least 3 structures
learnt to express opinions. The
students are expected to create
dialogues and write them on a
piece of paper. When the
students start the activity, the
instructor walks around the
classoomto help if asked.

their

characteristics.

Then they
form groups
and create
dialogues to
fulfil the task.
They write
down their
dialogues.

Evaluation
~ 20

At the end of the activity, the
teacher instructs the students to
stand up and act their role plays.
The instructor adds new
vocabularies related with
characteristics to the mind map
on the board and notes down
expressions students use to tell

The students
stand up and
act their roles.
They take
notes of the
modifications
done to the
mind map and

Blackboard.
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their opinions different than copy the new
those covered in the videos on expressions.
the board. At the end of the class, | They add 5
she revises the new vocabularies | more

and phrases with the class and vocabularies
asks students to add at least 5 to the mind
more vocabularies about map as
personal traits as a follow-up homework.

activity to discuss at the
beginning of the following lesson.

WEEK 2

LESSON PLAN FOR THE FLIPPED TURKISH as a FOREIGN LANGUAGE CLASSROOM
Instructor’s Name: Hacer Nilay Suludere
School: Ca’ Foscari University of Venice
Class: Turkish as a Foreign Language Module 2
Period: 1% Semester of the 2014-2015 Academic Year
Time:
Class time: 90 minutes
Video Length: 16 minutes
Expected time needed for the compilation of the worksheet: 10 minutes
General Prerequisites: Access the videos and the materials prepared by the instructor.
Linguistic Prerequisites: A good command of;

-the vowel (especially for —i type suffixes) and the consonant (especially “t-d” and “k-g”
alternation) harmonies.

-the possessive suffixes (-im, -in, -(s)i, -imiz, -iniz, -leri).

-the aorist, the indefinite past, the future and the present continuous tenses in Turkish.
Theme: Crimes

Proficiency Level: Pre-Intermediate - Intermediate

Main Skill: Writing
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Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to identify actions referring
to a period of time in the past. They should be able to refer to a specific date in past. They should
tell and understand the events with precision of time and order.

Objectives of the Lesson: At the end of the lesson, students should be able to;

1. Write a made-up crime news by making use of correct time reference with —(y)ken and/or
—diginde in past at least 5 times.

2. Use at least 5 crime related vocabularies in context.
3. Understand the other functions of —(y)ken combined with other tenses.

Lateral Objectives of the Lesson (to be mentioned in the video): At the end of the lesson, students
should be able to;

-understand Turkish verbs expressing “liking” and notice their semantical differences (sevmek,

hoslanmak, begenmek, asik olmak, bayilmak, hasta olmak, hazzetmek).

-realize guest culture in Turkey through Turkish coffee.

Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor reminds the The -
~5’ vocabularies they added the students try

previous lesson to the mind map to answer

and briefly mentions what they guestions

studied. and share

Then she asks the following their views.

guestions to remind the students

about the captured video:

- What do you remember from the

video you watched?

-What was the topic of the video?

- What did you learn from the

video?
Introduction | The instructor checks if the content | The Blackboard
~ 10’ has been understood or not by students (if

interpreting the students’ answers | utter their necessary)

to the warm up questions She asks | doubts if

explicitly if there are unclear parts | they have

that need more explanation. If regarding

needed, she does a brief remedial the material

teaching for the unclear parts taught in
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avoiding re-teaching the whole the video.
material.
Presentation | The instructor sums very briefly up | The Worksheet
~10 in 2-3 sentences what was taught students
in the video and starts examining participate
the worksheets the students are in the
supposed to study and complete activity
while watching the video. She can according to
instruct the students to tell the the
correct answers altogether for the | instructions.
close ended items and pick
individual answers for the open
ended items.
Practice The instructor asks the students if | The Activity
~ 45’ they read any crime news in these | students Sheet,
days. In line with the answers she think of Computer,
asks when and while questions recent Projector,
regarding the crimes and elicits at crime news | Blackboard
least 2 sentences with —(y)ken and report
and/or —diginde to write on the it to the
board. Then s/he creates a mind class. Then
map of the crime vocabularies the | they
students use and asks if they know | construct
any other vocabularies related with | crime news
crimes. Then she asks if they know | in
any Turkish newspaper. And she accordance
groups the students in 3 and hands | with the
out the activity sheets. Each group | situation
gets one activity sheet. She asks provided for
them if they know what the titles them in the
mean. Then she tells the students first

that they are the names of some
the national newspapers in Turkey
and instructs them that they are
going to create a piece of news like
newspaper reporters using the
various prompt sentences supplied
for each activity sheet. She also
adds that they have to use at least
5 temporal sentences containing —
(y)ken and/or —diginde and 5
vocabularies related to crime.

The instructor makes the classroom
computer available for students to
search for anything (e.g.

sentence of
their
activity
sheets. The
students
write down
their
imaginary
crime news.
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vocabularies, pictures, example

articles) they would need to

complete the task.

When the students start the

activity, the instructor walks

around the classoomto help if

asked.

Evaluation At the end of the activity, the The Blackboard.
~ 20’ instructor instructs the students to | students

choose one student in their groups | choose one

to pretend a reader of their news student

and asks these chosen studentsto | from their

read aloud their written texts one groups and

by one. The instructor adds new the chosen

crime vocabularies that emerge students

from the texts to the mind map on | read one by

the board. At the end of the class, one their

she checks the new vocabularies written

and their meanings with the whole | texts aloud

class. to the class.
They copy
the mind
map on the
board.

WEEK 3

LESSON PLAN FOR THE FLIPPED TURKISH as a FOREIGN LANGUAGE CLASSROOM

Instructor’s Name: Hacer Nilay Suludere

School: Ca’ Foscari University of Venice

Class: Turkish as a Foreign Language Module 2

Period: 1%t Semester of the 2014-2015 Academic Year

Time:

Class time: 90 minutes

Video Length: 11 minutes
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Expected time needed for the compilation of the worksheet: 15 minutes

General Prerequisites: Access the videos and the materials prepared by the instructor.

Linguistic Prerequisites: A good command of;

-the vowel (especially for —i type suffixes) harmony

Theme: Kitchen and Cuisine

Proficiency Level: Pre-Intermediate - Intermediate

Main Skill: Writing

Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to express and understand
imperative structure in Turkish. They should be able to understand manuals and instructions and

give directions.

Objectives of the Lesson: At the end of the lesson, students should be able to;

1. Write a recipe using at least 8 imperative structures in Turkish.

2. Understand without difficulty how to prepare a dish in Turkish.

3. Use at least 8 verbs related to preparing a dish/pastry.

Lateral Objectives of the Lesson (to be mentioned in the video): At the end of the lesson, students

should be able to;

-refer main differences and similarities between the Turkish and the Italian cuisine.

Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor asks for the The -
~5’ vocabularies the students are students try
supposed to add and briefly to answer
mentions what they studied. guestions
Then she asks the following and share
guestions to remind the students their views.
about the captured video:
- What do you remember from the
video you watched?
-What was the topic of the video?
- What did you learn from the
video?
Introduction | The instructor checks if the content | The Blackboard
~ 15’ has been understood or not by students (if
interpreting the students’ answers | utter their necessary)
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to the warm up questions She asks | doubts if
explicitly if there are unclear parts | they have
that need more explanation. If regarding
needed, she does a brief remedial | the material
teaching for the unclear parts taught in
avoiding re-teaching the whole the video.
material.
Presentation | The instructor sums very briefly The Worksheet,
~10 what was taught in the video and students Blackboard.
starts examining the worksheets participate
the students are supposed to study | in the
and complete while watching the activity
video. She can instruct the students | according to
to tell the correct answers the
altogether for the close ended instructions.
items and pick individual answers
for the open ended items. She
creates a mind map of the
vocabularies she elicits from the
students on the board.
Practice The instructor asks the students if | The Computer,
~ 40’ they have ever tried a Turkish dish. | students Projector,
And she shows some pictures of answer and | Blackboard.
“pilav” (rice) and asks what it is, discuss the
how they think it is prepared, when | questions.
it is eaten and how. Then she tells | They
students how it is prepared as if compare
she were a cook on a TV channel by | their
using the imperative structure. knowledge
Whenever she uses a new regarding
vocabulary or verb she adds it to the Turkish
the existing mind map on the and the
board. And she asks students to Italian
form groups of at least 2 and cuisine.
instructs them to write a recipe of | They watch
an ltalian dish by imperative their
structure at least 8 times. Then the | instructor
instructor adds that they should when she
use at least 8 verbs related to presents a
preparing a dish/pastry. Turkish dish
and form
groups to
think of and
write down
a recipe of
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an Italian

dish.
Evaluation At the end of the activity, the The Blackboard.
~ 20’ instructor asks the students to students

present their recipe to the class by | present
acting the verbs they used (e.g. if their recipes
they use the verb “cut” they should | by acting
pretend as if they were really the verbs
cutting something by gesturing it). | they used.
At the end of each presentation, They copy
the teacher asks the whole class if | the new

the groups have skipped something | vocabularies
important for the dish or if there is | on the
something they would add or board.
change. The new vocabularies and
phrases are added to the mind
map.

WEEK 4

LESSON PLAN FOR THE FLIPPED TURKISH as a FOREIGN LANGUAGE CLASSROOM
Instructor’s Name: Hacer Nilay Suludere
School: Ca’ Foscari University of Venice
Class: Turkish as a Foreign Language Module 2
Period: 15 Semester of the 2014-2015 Academic Year
Time:
Class time: 90 minutes
Video Length: 14 minutes
Expected time needed for the compilation of the worksheet: 10 minutes
General Prerequisites: Access the videos and the materials prepared by the instructor.
Linguistic Prerequisites: A good command of;

-the vowel (especially for —i type suffixes) harmony
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- the possessive adjectives (benim, senin, onun, bizim, sizin, onlarin)

- locative postpositions (6n, arka, kose, yan, alt, st etc.)

Theme: Everyday Life

Proficiency Level: Pre-Intermediate - Intermediate

Main Skill: Writing

Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to identify the difference
between possessive adjectives and possessive pronouns. They should be able to understand when
the —ki suffix forms adjectives (like 6ndeki and diinkii). They should be able to understand when ki

is used as a conjunction.

Objectives of the Lesson: At the end of the lesson, students should be able to;

1. Describe things or people precisely in terms of their location and events in terms of the

time they happen.

2. Understand and use ki as a conjunction.

3. Use possessive pronouns to refer personal belongings.

4. Construct a dialogue by using at least 4 possessive pronouns and 2 —deki structures to
describe the location of an object/a building/a person etc.

Lateral Objectives of the Lesson (to be mentioned in the video): At the end of the lesson, students

should be able to;

-sing “iyi ki dogdun” (happy birthday) song in Turkish and utter birthday wishes and greetings in

Turkish.
Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor reminds the The -
~5’ vocabularies added during the students try
previous lesson to the mind map to answer
and briefly mentions what they guestions
studied. and share
Then she asks the following their views.

guestions to remind the students
about the captured video:

- What do you remember from the
video you watched?

-What was the topic of the video?

- What did you learn from the

video?
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Introduction | The instructor checks if the content | The Blackboard
~ 15’ has been understood or not by students (if
interpreting the students’ answers | utter their necessary)
to the warm up questions She asks | doubts if
explicitly if there are unclear parts | they have
that need more explanation. If regarding
needed, she does a brief remedial | the material
teaching for the unclear parts taught in
avoiding re-teaching the whole the video.
material.

Presentation | The instructor sums very briefly The Worksheet,
~10 what was taught in the video and students Blackboard.
starts examining the worksheets participate

the students are supposed to study | in the
and complete while watching the activity

video. She instructs the students to
skip the Part A and continue with
the Part B. She asks voluntary
students to tell their opinions
regarding the pictures on the
worksheets.

according to
the
instructions.

Practice The instructor asks the studentsto | The Blackboard,
~ 40’ sing the “iyi ki dogdun” (happy students Worksheet
birthday) song in Turkish, which is sing “iyi ki
the answer to the Part A on the dogdun”
worksheet. She writes it on the (happy
board and asks what it literally birthday)
means. Then she constructs with song in
the whole class a text message to Turkish and
send to an imaginary friend who is | express
celebrating his birthday today. She | how they
writes it on the board. After the would wish
students copy the text message on | happy
the board, the instructor asks them | birthday to
to form groups of 2 and choose a their friends
role play situation provided in the in Turkish.
Part C on the worksheet. Then she | Then they
instructs that they are going to form
construct dialogues for the groups,
situations. She asks the students to | choose a
use 4 possessive pronouns and 2 — | situation
deki structures in their dialogues. and prepare
a dialogue
to role-play
it.
Evaluation At the end of the activity, the The -
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~ 20 instructor asks the students to role- | students

play the situations they have present
chosen. When all the groups finish | their tasks
presenting their tasks, the and reflect

instructor asks what the students on what
have learnt today and writes on the | they have
board new vocabularies and learnt.
phrases learnt during the lesson.

WEEK 5

LESSON PLAN FOR THE FLIPPED TURKISH as a FOREIGN LANGUAGE CLASSROOM
Instructor’s Name: Hacer Nilay Suludere
School: Ca’ Foscari University of Venice
Class: Turkish as a Foreign Language Module 2
Period: 1% Semester of the 2014-2015 Academic Year
Time:
Class time: 90 minutes
Video Length: 12 minutes
Expected time needed for the compilation of the worksheet: 10 minutes
General Prerequisites: Access the videos and the materials prepared by the instructor.
Linguistic Prerequisites: A good command of;
-the vowel harmony
-the possessive suffixes (-im, -in, -(s)i, -imiz, -iniz, -leri).
- the consonant harmony (especially “t-d” and “k-g” alternation)
Theme: Technology
Proficiency Level: Pre-Intermediate - Intermediate
Main Skill: Writing
Integrated Skills: Listening, reading and speaking
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Aim of the Lesson: At the end of the lesson, students should be able to answer “how long....”
questions and refer to the actions which started in the past and continue in the present. They

should be able to understand and use vocabularies related to technology.

Objectives of the Lesson: At the end of the lesson, students should be able to;

1. Talk about actions started in the past and continue in the present.

2. Recognize a formal letter.

3. Write a complaint letter by using at least 3 unfinished actions / specific time reference in

the past and 3 vocabularies related to technology.

Lateral Objectives of the Lesson (to be mentioned in the video): At the end of the lesson, students

should be able to;

- know at least one way of asserting their rights.

Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor asks what they The students | -
~5’ covered during the last lesson and | try to answer
briefly mentions the key concepts. | questions
Then she asks the following and share
guestions to remind the students their views.
about the captured video:
- What do you remember from the
video you watched?
-What was the topic of the video?
- What did you learn from the
video?
Introduction | The instructor checks if the content | The students | Blackboard
~ 10’ has been understood or not by utter their (if
interpreting the students’ answers | doubts if necessary)
to the warm up questions She asks | they have
explicitly if there are unclear parts | regarding
that need more explanation. If the material
needed, she does a brief remedial taught in the
teaching for the unclear parts video.
avoiding re-teaching the whole
material.
Presentation | The instructor sums very briefly The students | Worksheet,
~15 what was taught in the video and participate in | Blackboard.

starts examining the worksheets
the students are supposed to study
and complete while watching the
video.

the activity
according to
the
instructions.
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Practice The instructor asks the students if The students | Blackboard.
~ 35’ they have ever bought a share their
technological device or a domestic | experiences
appliance and it has broken down with
soon after. She asks what their technological
response was. In the meantime, devices
she creates a mind map of the and/or
vocabularies the students use on domestic
the board and adds/corrects wrong | appliances
uses when necessary. Then she and tell
instructs the students to form about their
groups of 3. She tells the students reactions
to imagine that they have bought a | and actions
domestic appliance and it has they took
broken down. Therefore, they write | when they
complaint letters to the customer were broken.
services. She asks them to use at Then they
least 3 times —den beri or —dir form groups
structure and 3 vocabularies to fulfil the
related to technology. task.
Evaluation The instructor asks the studentsto | The students | -
~ 25’ read their letters. Then she asks the | read aloud
groups to exchange the letters and | their letters
correct the errors if there are. Then | and give
each group finds the owner groups | feedback
of the letters and give feedback about the
about what the group liked and other letters.
corrected. The instructor walks They add at
around the classroom and also least 5 more
gives feedback. Finally, she assigns | vocabularies
the students to add at least 5 more | to the mind
vocabularies to the mind map. map as
homework.
WEEK 6

LESSON PLAN FOR THE FLIPPED TURKISH as a FOREIGN LANGUAGE CLASSROOM

Instructor’s Name: Hacer Nilay Suludere

School: Ca’ Foscari University of Venice
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Class: Turkish as a Foreign Language Module 2

Period: 1% Semester of the 2014-2015 Academic Year

Time:

Class time: 90 minutes

Video Length: 15 minutes

Expected time needed for the compilation of the worksheet: 10 minutes
General Prerequisites: Access the videos and the materials prepared by the instructor.
Linguistic Prerequisites: A good command of;

-the vowel harmony

-the aorist tense

Theme: TV Ads

Proficiency Level: Pre-Intermediate - Intermediate

Main Skill: Writing

Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to talk about abilities. They
should be able to join two independent clauses by coordinating conjunctions.

Objectives of the Lesson: At the end of the lesson, students should be able to;
1. Talk about their abilities and what an object is capable of doing.
2. Form complex sentences by making use of conjunctions.

3. Write a text for a kitchen robot advertisement by referring at least 4 operations that the
clients can do with the robot and using complex sentences including at least 2 coordinating
conjunctions.

Lateral Objectives of the Lesson (to be mentioned in the video): At the end of the lesson, students
should be able to;

-name some of the Turkish domestic appliance brands.

Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor elicits the The students -
~5’ vocabularies the students are try to answer
supposed to add to the mind map | questions and
and she briefly reminds the key share their
concepts of the previous lesson. views.
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Then she asks the following
guestions to remind the students
about the captured video:

- What do you remember from
the video you watched?

-What was the topic of the video?
- What did you learn from the
video?

Introduction | The instructor checks if the The students Blackboard
~ 10 content has been understood or utter their (if

not by interpreting the students’ doubts if they | necessary)

answers to the warm up questions | have regarding

She asks explicitly if there are the material

unclear parts that need more taught in the

explanation. If needed, she does a | video.

brief remedial teaching for the

unclear parts avoiding re-teaching

the whole material.
Presentation | The instructor sums very briefly The students Worksheet,
~20 what was taught in the video and | participate in Blackboard.

starts examining the worksheets
the students are supposed to
study and complete while
watching the video.

the activity
according to
the
instructions.

Practice
~ 35’

The instructor asks the students if
they watch or skip TV
advertisements. She asks what
language they use to capture
attention of the people and
persuade them that their product
is the best. Then she asks the
students to form groups of 3 or 4.
She instructs that they are going
to prepare TV ads of kitchen
robots. Then she hands out one
activity sheet per group. On each
activity sheet one Turkish
domestic appliance brand can be
seen. She asks which group has
which brand and writes these
brands on the board saying that
they are all Turkish domestic
appliance brands. She tells the
students to include in their
advertisement texts at least 4
verbs with —ebilmek and 2
coordinating conjunctions. They

The students
share their
ideas regarding
TV ads and
form groups to
prepare ads for
kitchen robots.

Blackboard,
Activity
Sheet.
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can decide the form they want to
create their ads in (dialogues,
simple texts...). She walks among
the groups while they are working
and is available for help when

requested.
Evaluation When the groups finish their tasks | The students -
~ 20’ the instructor asks them to present their

present their TV ads to the class advertisements
(they can read or role-play them). | and express if
At the end, the instructor asks the | they would buy
students who have just watched the products
the advertisements which product | the others
they would buy and why. have publicized
and why.

WEEK 7

LESSON PLAN FOR THE FLIPPED TURKISH as a FOREIGN LANGUAGE CLASSROOM
Instructor’s Name: Hacer Nilay Suludere
School: Ca’ Foscari University of Venice
Class: Turkish as a Foreign Language Module 2
Period: 15 Semester of the 2014-2015 Academic Year
Time:
Class time: 90 minutes
Video Length: 14 minutes
Expected time needed for the compilation of the worksheet: 10 minutes
General Prerequisites: Access the videos and the materials prepared by the instructor.
Linguistic Prerequisites: A good command of;

N

-the vowel (especially for —i type suffixes) and the consonant (especially “t-d” and “k-§
alternations) harmonies.

-the possessive suffixes (-im, -in, -(s)i, -imiz, -iniz, -leri).
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Theme: Tales

Proficiency Level: Pre-Intermediate - Intermediate

Main Skill: Writing

Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to define and describe things
and people with detailed information.

Objectives of the Lesson: At the end of the lesson, students should be able to;

1. Give detailed information about things or people being referred to.

2. Join sentences by using “-digi icin” (because) structure to create cause and effect
relationships among sentences.

3. Write an original imaginary tale or a narration.

4. Use at least 3 relative clauses to give detailed information about things or people and 1
“digi icin” structure to explain the cause of something.

Lateral Objectives of the Lesson (to be mentioned in the video): At the end of the lesson, students
should be able to;

-recognize at least one of the most important fictional characters found in Turkish tales.

Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor briefly mentions The students -
~5’ what they studied during the last | try to answer

lesson. questions and

Then she asks the following share their

guestions to remind the students | views.

about the captured video:

- What do you remember from

the video you watched?

-What was the topic of the video?

- What did you learn from the

video?
Introduction | The instructor checks if the The students Blackboard
~ 10 content has been understood or utter their (if

not by interpreting the students’ | doubts if they necessary)

answers to the warm up
guestions She asks explicitly if
there are unclear parts that need
more explanation. If needed, she
does a brief remedial teaching for

have regarding
the material
taught in the
video.
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the unclear parts avoiding re-
teaching the whole material.

Presentation | The instructor sums very briefly The students Worksheet
~10 what was taught in the video and | participate in

starts examining the worksheets | the activity

the students are supposed to according to

study and complete while the

watching the video. She can instructions.

instruct the students to tell the

correct answers altogether for

the close ended items and pick

individual answers for the open

ended items.
Practice The instructor asks the students if | The students Computer,
~ 45’ they like tales. Then she asks if tell if they Projector,

they have ever heard of a Turkish | know any Blackboard.

tale. Then she searches for
Keloglan on the internet and
shows some pictures depicting
him. She instructs that Keloglan is
one of the fictional characters in
Turkish tales. She adds that he is
an honest, courageous and
cunning bald boy who comes
across with giants, kings and
talking animals in his adventures.
Then she asks the students if they
can relate him to a fictional
character found in their cultures.
Then she asks the students to
form groups of at least 3 and
instructs them that they are going
to create an original imaginary
tale or narration. She writes on
the board 3 titles and says that
they must choose one of the titles
for their tales/narrations. These
titles are “Oyle Sevdi” “Saka Degil
Gergek”, “Perili Kosk”. She
explicitly says that they should
use at least 3 relative clauses and
join at least 1 sentence by using
the “—digi icin” (because)
structure. When the students
start working on their tasks, the
instructor walks around the

Turkish tales
and/or fictional
characters.
They think of
fictional
characters in
their cultures
and discuss if
they relate to
Keloglan. Then
they form
groups to fulfil
the task given
by the
instructor.
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classoomto help if asked.

Evaluation
~ 20’

At the end of the activity, the
instructor asks the students to
read aloud their tales or
narrations. While the groups read
their tasks, the instructor creates
a list of the vocabularies used and
related to the subject. When all
the groups finish reading their
tales/narrations she asks the
students which ones they liked
the most and why. Then she
shows the vocabularies and
discusses their meanings with the
whole class. Finally, she says that
the students should create a mind
map of the vocabularies and add
at least 5 more to their mind map
at home.

The students
read their
tales/narrations
aloud to the
class. They
altogether
discuss which
ones they liked
and why. They
copy the
vocabularies on
the board and
create a mind
map of them by
adding extra 5
vocabularies.

Blackboard.

LESSON PLAN FOR THE FLIPPED TURKISH as a FOREIGN LANGUAGE CLASSROOM

WEEK 8

Instructor’s Name: Hacer Nilay Suludere

School: Ca’ Foscari University of Venice

Class: Turkish as a Foreign Language Module 2

Period: 15t Semester of the 2014-2015 Academic Year

Time:

Class time: 90 minutes

Video Length: 14 minutes

Expected time needed for the compilation of the worksheet: 10 minutes

General Prerequisites: Access the videos and the materials prepared by the instructor.

Linguistic Prerequisites: A good command of;
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-the vowel (especially for —i type suffixes)

-the aorist, the indefinite past, the future and the present continuous tenses in Turkish.
Theme: Festivals

Proficiency Level: Pre-Intermediate - Intermediate

Main Skill: Writing

Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to identify when the subject
of a sentence is the actual performer and when it is the affected person or thing by an action.

Objectives of the Lesson: At the end of the lesson, students should be able to;

1. Switch from the active to the passive structure when they want to stress the importance of
the action rather than the agent.

2. Write an explanatory text to tell about festivals and the ways people celebrate them.

3. Use at least 8 verbs in the passive form and 1 sentence including “tarafindan” (by)
structure to denote the agent in context.

Lateral Objectives of the Lesson (to be mentioned in the video): At the end of the lesson, students

should be able to;

-tell about at least one of the most important festivals in Turkey.

Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor elicits the The -
~5’ vocabularies the students are students try

supposed to add to their mind to answer

maps and briefly mentions what guestions

they studied. and share

Then she asks the following their views.

guestions to remind the students

about the captured video:

- What do you remember from the

video you watched?

-What was the topic of the video?

- What did you learn from the

video?
Introduction | The instructor checks if the content | The Blackboard
~ 10’ has been understood or not by students (if

interpreting the students’ answers | utter their necessary)

to the warm up questions She asks | doubts if

explicitly if there are unclear parts | they have
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that need more explanation. If regarding
needed, she does a brief remedial | the material
teaching for the unclear parts taught in
avoiding re-teaching the whole the video.
material.
Presentation | The instructor sums very briefly The Worksheet
~10 what was taught in the video and students
starts examining the worksheets participate
the students are supposed to study | in the
and complete while watching the activity
video. She can instruct the students | according to
to tell the correct answers the
altogether for the close ended instructions.
items and pick individual answers
for the open ended items.
Practice The instructor asks the students if | The Computer,
~ 45’ they know any festivals that are students Projector,
celebrated in Turkey. In line with tell if they (if
the answers, she tells about one of | know any necessary)
the most important festivals in Turkish Blackboard.
Turkey (e.g. Cumhuriyet Bayrami, festivals
Ramazan Bayrami, Hidirellez etc.). and try to
If necessary she can show some talk about
pictures of people who are them. Then
celebrating it on the internet. She they form
uses passive voice sentences to groups to
give information about the festival. | fulfil the
And she asks the students to form | task given
groups of 3 and instructs them to by the
write an explanatory text about instructor.
one of the most important festivals
celebrated in Italy. She explicitly
says that they should use at least 8
verbs in the passive structure and 1
sentence including “tarafindan”
(by) form to denote the agent.
When the students start working
on their tasks, the instructor walks
around the classoomto help if
asked.
Evaluation At the end of the activity, the The -
~ 20’ instructor asks the students to read | students
aloud their texts and asks the rest read their
of the class if they have anything to | texts aloud
add or omit in terms of information | to the class.

181




regarding the festivals as well as
the language use. Moreover, she
asks if the celebration of the

mentioned festivals differ from one

region to another. Finally she
assigns the students to create a

mind map of the vocabularies they

have learnt today.

The
students
who are
listening
can add
information
regarding
the way the
festivals are
celebrated
in different
regions.
Moreover,
they can
comment
on the
language
use of their
peers. They
create a
mind map
as
homework.
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LESSON PLANS FOR THE TRADITIONAL CLASSROOM

WEEK 1

LESSON PLAN FOR THE TRADITIONAL TURKISH as a FOREIGN LANGUAGE CLASSROOM
Instructor’s Name: Hacer Nilay Suludere
School: Ca’ Foscari University of Venice
Class: Turkish as a Foreign Language Module 2
Period: 1% Semester of the 2014-2015 Academic Year
Time: Class time: 90 minutes
General Prerequisites: -
Linguistic Prerequisites: A good command of;
-the vowel (especially for —i type suffixes) harmony.
-the possessive suffixes (-im, -in, -(s)i, -imiz, -iniz, -leri).
Theme: Personality Traits
Proficiency Level: Pre-Intermediate - Intermediate
Main Skill: Writing
Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to express their decisions
clearly and support their ideas. They should be able to understand counterarguments, reason
them and persuade people to consider their arguments.

Objectives of the Lesson: At the end of the lesson, students should be able to;
1. Construct reasonable arguments.

2. Use certain words and phrases like “bence” (in my opinion), “hic¢ sliphesiz” (without any
doubt) at least 3 times and —meli and/or lazim (must, have to, be necessary for somebody
to do something) structures at least 4 times to express their personal opinions.

Lateral Objectives of the Lesson: At the end of the lesson, students should be able to;
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- understand when a native speaker of Turkish uses —meli and lazim to refer impersonal structures.

Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor asks if the Students think | Computer,
~ 10’ students like watching of cartoons Projector.

cartoons and which cartoons | they used to

they used to watch when watch (or they

they were children. If the still watch).

cartoons are found also in And they tell

Turkish, she searches for how they once

them on Google and shows managed to

their Turkish names. And convince their

then she asks: Have you ever | parents to

tried to persuade your allow them

parents to let you watch your | watch their

favourite programme when favourite

they did not want you to programmes

watch it, say, before you (if ever

finished your homework? happened).

She listens to the students

and asks if they had

succeeded convincing their

parents and how.
Introduction | The instructor asks the The students Blackboard.
~ 15’ students how they make think of and

others listen and value their | share the

ideas. In line with the strategies they

answers she asks what use to express

expressions they use to their ideas in

introduce their personal an argument.

opinions and if they know

them in Turkish. She gives

some examples in Turkish

and notes them on the

board.
Presentation | The instructor hands out the | The students Worksheet,
~ 45’ worksheets and the students | do the Computer,

do the Part A. Then she exercises Projector.

presents the subject in the
power point slide format and
asks the students to
complete the remaining
exercises. And then the
instructor elicits the answers.

following the
instructions.
They listen to
and take notes
of the lecture.
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Practice
~ 15’

The instructor asks if the
students know The Smurfs (I
Puffi in Italian) and have ever
watched. Then she asks if
they know how they are
called in Turkish. If they do
not know their name, she
encourages them to make
guesses. In the end, she tells
the answer (Sirinler) and
revises with the whole class
each Smurf’s characteristics
in Turkish on Wikipedia. She
makes a mind map of the
characteristics elicited on the
board and says that the
students can copy it at the
same time. Then she asks
students to form groups of 4
or 5. She instructs the
students to imagine
themselves as the Smurfs.
Each student can freely
choose the Smurf s/he wants
to be. She tells them that
they are in a hot-air balloon
which is sinking because they
are too heavy. Then she says
that the only solution is to
throw one of them out to
save the others in the hot-air
balloon. She adds that they
have to decide about the
person to be thrown out
mutually by reasoning and
expressing their ideas. She
reminds that the student
who is decided to be thrown
out must object to the
decision. Moreover, she says
that they are expected to use
phrases to express their
opinions also with —meli and
lazim sentences (at least 4
times) and use at least 3
structures learnt to express
opinions. The students are

The students
check their
memories to
remember
information
about the
Smurfs and
their

characteristics.

Then they
form groups
by and create
dialogues to
fulfil the task.
They write
down their
dialogues.

Computer,
Projector,
Blackboard.
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expected to create dialogues
and write them on a piece of
paper. When the students
start the activity, the
instructor walks around the
classoomto help if asked.

Evaluation At the end of the activity, the | The students -
~5 instructor asks the students hand in their
to read aloud their tasks. She | completed
collects the tasks to correct texts to the
and give feedback. Then the | instructor.

instructor assigns the They add 5

students to add at least 5 more words to
more words related to the mind map
personal traits to the mind as homework.

map they created in the
classroom to be discussed at
the beginning of the
following lesson.

WEEK 2

LESSON PLAN FOR THE TRADITIONAL TURKISH as a FOREIGN LANGUAGE CLASSROOM
Instructor’s Name: Hacer Nilay Suludere
School: Ca’ Foscari University of Venice
Class: Turkish as a Foreign Language Module 2
Period: 15 Semester of the 2014-2015 Academic Year
Time: Class time: 90 minutes
General Prerequisites: -
Linguistic Prerequisites: A good command of;

-the vowel (especially for —i type suffixes) and the consonant (especially “t-d” and “k-g”
alternation) harmonies.

-the possessive suffixes (-im, -in, -(s)i, -imiz, -iniz, -leri).
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-the aorist, the indefinite past, the future and the present continuous tenses in Turkish.
Theme: Crimes

Proficiency Level: Pre-Intermediate - Intermediate

Main Skill: Writing

Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to identify actions referring
to a period of time in the past. They should be able to refer to a specific date in past. They should
tell and understand the events with precision of time and order.

Objectives of the Lesson: At the end of the lesson, students should be able to;

1. Write a made-up crime news by making use of correct time reference with —(y)ken and/or

—diginde in past at least 5 times.

2. Use at least 5 crime related vocabularies in context.

3. Understand the other functions of —(y)ken combined with other tenses.

Lateral Objectives of the Lesson: At the end of the lesson, students should be able to;

-understand Turkish verbs expressing “liking” and notice their semantical differences (sevmek,
hoslanmak, begenmek, asik olmak, bayilmak, hasta olmak, hazzetmek).

-realize guest culture in Turkey through Turkish coffee.

Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor asks for the The -
~ 10’ vocabularies the students had to students tell

add to the mind map they created | the

the previous lesson and briefly vocabularies

mentions what they studied. and their

The instructor asks the students if meanings.

they read any crime news in these | They think

days. In line with the answers she of recent

asks when and while questions crime news

regarding the crimes and elicits and report

answers. She creates a mind map it to the

of crime vocabularies the students | class and

use on the blackboard. share their

views.

Introduction | The instructor hands out the The Blackboard
~ 15’ worksheets and examines with the | students (if

students the “Beyin Firtinas!” come up necessary)

(Brainstorming) part. She asks the with

students to form two sentences sentences
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with “mentre” (while) and and share
“quando” (when) in Italian. Then their
she discusses with the students thoughts
what functions they have in the about the
sentences. Then she makes them function of
aware of the fact that “mentre” “mentre”
does not have only the temporal (while) in
function but also a contrasting one. | sentences.
Presentation | The instructor presents the subject | The Worksheet
~ 40’ in the power point slide format and | students
asks the students to complete the listen to and
worksheet at the end of the take notes
instruction. And then the instructor | of the
asks for the answers and reminds instruction
the students to raise their hands to | and
respond. complete
the
worksheets.
Practice The instructor reminds the The Activity
~ 20’ students of the crime news they students Sheet,
mentioned. Then she asks if they have to Computer,
know any Turkish newspaper. And | come up Projector,
she groups the students in 3 and with some Blackboard
hands out the activity sheets. Each | crime news
group gets one activity sheet. She related to
asks them if they know what the the
titles mean. Then she tells the situation
students that these are the names | provided for
of some the national newspapers in | them in the
Turkey and instructs them that first

they are going to create a piece of
news like newspaper reporters
using the various prompt sentences
supplied for each activity sheet.
She also adds that they have to use
at least 5 temporal sentences
containing —(y)ken and/or —diginde
and 5 vocabularies related to
crime.

The instructor makes the classroom
computer available for students to
search for anything (e.g.
vocabularies, pictures, example
articles) they would need to
complete the task.

When the students start the

sentence of
their activity
sheets.
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activity, the instructor walks
around the classoomto help if
asked.
Evaluation At the end of the activity, the The
~5 instructor asks the groups to read students
their news and then she collects hand in
the tasks. Then the instructor asks | their texts.
as homework to add at least 5 They copy
more crime related vocabularies to | the mind
the mind map they created in the map and
classroom to be discussed at the add 5 more
beginning of the following lesson. crime
related
vocabularies
toit as
homework.
WEEK 3

LESSON PLAN FOR THE TRADITIONAL TURKISH as a FOREIGN LANGUAGE CLASSROOM

Instructor’s Name: Hacer Nilay Suludere
School: Ca’ Foscari University of Venice

Class: Turkish as a Foreign Language Module 2

Period: 15t Semester of the 2014-2015 Academic Year

Time:

Class time: 90 minutes

General Prerequisites:-

Linguistic Prerequisites: A good command of;

-the vowel (especially for —i type suffixes) harmony
Theme: Kitchen and Cuisine

Proficiency Level: Pre-Intermediate - Intermediate

Main Skill: Writing
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Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to express and understand
imperative structure in Turkish. They should be able to understand manuals and instructions and

give directions.

Objectives of the Lesson: At the end of the lesson, students should be able to;

1. Write a recipe using at least 8 imperative structures in Turkish.

2. Understand without difficulty how to prepare a dish in Turkish.

3. Use at least 8 verbs related to preparing a dish/pastry.

Lateral Objectives of the Lesson: At the end of the lesson, students should be able to;

-refer main differences and similarities between the Turkish and the Italian cuisine.

Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor elicits the The -
~10’ vocabularies the students are students say
supposed to add to the mind map the
and briefly mentions what they vocabularies
studied. they added
to the mind
map.
Introduction | The instructor hands out the The Worksheet
~20 worksheets and elicits answers to students do
the questions for the Part 1. She the
creates a mind map of the exercises
vocabularies the students use on according to
the board. the
instructions.
Presentation | The instructor presents the subject | The Computer,
~35 in the power point slide format and | students Projector,
in the end she asks if they have discuss and | Worksheet,
ever tried a Turkish dish. And she compare Blackboard.
shows some pictures of “pilav” their
(rice) and asks what it is, how they | knowledge
think it is prepared, when it is regarding
eaten and how. Then she tells the Turkish
students how it is prepared as if and the
she were a cook on a TV channel by | Italian
using the imperative structure. cuisine.
Whenever she uses a new They watch
vocabulary or verb she adds it to their
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the existing mind map on the instructor
board. Then she asks the students | when she
to complete the exercises on the presents a
worksheet and she asks voluntary Turkish dish
students to answer to them. and then
complete
the
worksheet.
Practice The instructor asks the studentsto | The -
~ 15 form groups of at least 2 and students
instructs them to write a recipe of | form groups
an ltalian dish by using the to think of
imperative structure at least 8 and write
times. Then the instructor adds down a
that they should use at least 8 recipe of an
verbs related to preparing a Italian dish.
dish/pastry.
Evaluation At the end of the activity, the The Blackboard.
~ 10’ instructor asks the students to students
present their recipe to the class by | present
reading or telling them and she their recipes
adds new vocabularies emerged They copy
from the tasks to the mind map. the new
vocabularies
on the
board.
WEEK 4

LESSON PLAN FOR THE TRADITIONAL TURKISH as a FOREIGN LANGUAGE CLASSROOM

Instructor’s Name: Hacer Nilay Suludere

School: Ca’ Foscari University of Venice

Class: Turkish as a Foreign Language Module 2

Period: 1%t Semester of the 2014-2015 Academic Year

Time:

Class time: 90 minutes
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General Prerequisites: -

Linguistic Prerequisites: A good command of;

-the vowel (especially for —i type suffixes) harmony

- the possessive adjectives (benim, senin, onun, bizim, sizin, onlarin)

- locative postpositions (6n, arka, kose, yan, alt, lst etc.)

Theme: Everyday Life

Proficiency Level: Pre-Intermediate - Intermediate

Main Skill: Writing

Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to identify the difference
between possessive adjectives and possessive pronouns. They should be able to understand when
the —ki suffix forms adjectives (like 6ndeki and diinki). They should be able to understand when ki
is used as a conjunction.

Objectives of the Lesson: At the end of the lesson, students should be able to;

1.

Describe things or people precisely in terms of their location and events in terms of the
time they happen.

Understand and use ki as a conjunction.
Use possessive pronouns to refer personal belongings.

Construct a dialogue by using at least 4 possessive pronouns and 2 —deki structures to
describe the location of an object/a building/a person etc.

Lateral Objectives of the Lesson: At the end of the lesson, students should be able to;

-sing “iyi ki dogdun” (happy birthday) song in Turkish and utter birthday wishes and greetings in

Turkish.
Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor reminds the The -
~10’ vocabularies added during the students try
previous lesson to the mind map to
and briefly mentions what they remember
studied. the
vocabularies
they studied
during the
previous
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lesson and
their

meanings.
Introduction | The instructor asks the studentsif | The Blackboard
~ 15’ they know the “iyi ki dogdun” students, (if
(happy birthday) song in Turkish. who may necessary)
Then she writes the lyrics on the already
board and examine together with know the
the students by asking them what it | “iyi ki
says literally. Then she sings it once | dogdun”
and tells the students to sing (happy
altogether once more. After that birthday)
she asks students what they would | songin
write in their text messages to their | Turkish, sing
Turkish friends to celebrate their the song
birthdays. She elicits the answers and later all
and writes one example text of the
message on the board by adding students
the students’ responses to it. sing it
together.
Then they
express how
they would
wish happy
birthday to
their friends
in Turkish.
Presentation | The instructor then presents the The Computer,
~35 subject in the power point slide students Projector,
format and distributes the listen to and | Blackboard.
worksheets to the students. take notes
of the
lecture.
Practice The instructor says that they have | The Blackboard,
~ 20 done the Part A, which asks the students Worksheet
students to research the “happy form
birthday” song in Turkish. Then she | groups,
asks the whole class to have a look | choose a
at the pictures and compare them | situation
and express their opinions and prepare
regarding the pictures. After the a dialogue
class finishes expressing their ideas, | to role-play
the instructor asks them to form it.

groups of 2 and choose a role play
situation provided in the Part C on
the worksheet. Then she instructs

that they are going to construct
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dialogues for the situations. She
asks the students to use 4
possessive pronouns and 2 —deki
structures in their dialogues.

Evaluation At the end of the activity, the The -
~ 10’ instructor asks the students to role- | students
play the situations they have present
chosen. In the end she asks the their tasks
students to say new vocabularies and reflect
and phrases they learnt today. on the new

vocabularies
and phrases
they have
learnt.

WEEK 5

LESSON PLAN FOR THE TRADITIONAL TURKISH as a FOREIGN LANGUAGE CLASSROOM
Instructor’s Name: Hacer Nilay Suludere
School: Ca’ Foscari University of Venice
Class: Turkish as a Foreign Language Module 2
Period: 15 Semester of the 2014-2015 Academic Year
Time:
Class time: 90 minutes
General Prerequisites: -
Linguistic Prerequisites: A good command of;
-the vowel harmony
-the possessive suffixes (-im, -in, -(s)i, -imiz, -iniz, -leri).
- the consonant harmony (especially “t-d” and “k-g” alternation)

Theme: Technology

Proficiency Level: Pre-Intermediate - Intermediate
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Main Skill: Writing

Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to answer “how long....”
qguestions and refer to the actions which started in the past and continue in the present. They

should be able to understand and use vocabularies related to technology.

Objectives of the Lesson: At the end of the lesson, students should be able to;

1. Talk about actions started in the past and continue in the present.

2. Recognize a formal letter.

3. Write a complaint letter by using at least 3 unfinished actions / specific time reference in

the past and 3 vocabularies related to technology.

Lateral Objectives of the Lesson: At the end of the lesson, students should be able to;

-know at least one way of asserting their rights.

Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor asks what they The students | -
~10’ covered during the last lesson and | check what
briefly mentions the key concepts. | they
remember
from the last
lesson.
Introduction | The instructor hands out the The students | Worksheet,
~ 15 worksheets and instructs the think and Blackboard
students to have a look at the Part | share how (if
1. She asks them to say what they they would necessary)
would write, which information construct a
would they include in their lost dog | notice for
notice. After she elicits the answers | their lost
she continues with the second item | dogs and
and asks what the difference is what they
between the photos. would write.
Presentation | The instructor then presents the The students | Worksheet,
~35 subject in the power point slide listen to and | Computer,
format. And she asks the students | take notes of | Projector,
to complete the worksheets and the lecture. Blackboard.
elicits answers. They
complete the
worksheets.
Practice The instructor asks the students if | The students | Blackboard.
~ 20’ they have ever bought a share their
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technological device or a domestic | experiences
appliance and it has broken down with
soon after. She asks what their technological
response was. In the meantime, devices
she creates a mind map of the and/or
vocabularies the students use on domestic
the board and adds/corrects wrong | appliances
uses when necessary. Then she and tell
instructs the students to form about their
groups of 3. She tells the students reactions
to imagine that they have bought a | and actions
domestic appliance and it has they took
broken down. Therefore, they write | when they
complaint letters to the customer were broken.
services. She asks them to use at Then they
least 3 times —den beri or —dir form groups
structure and 3 vocabularies to fulfil the
related to technology. task.
Evaluation The students read aloud the letters | The students
~ 10’ and the instructor collects the read their
letters to correct and give letters and
feedback. Then she assigns the add at least
students to add at least 5 more 5 more
vocabularies to the mind map. vocabularies
to the mind
map as
homework.
WEEK 6

LESSON PLAN FOR THE TRADITIONAL TURKISH as a FOREIGN LANGUAGE CLASSROOM

Instructor’s Name: Hacer Nilay Suludere

School: Ca’ Foscari University of Venice

Class: Turkish as a Foreign Language Module 2

Period: 15t Semester of the 2014-2015 Academic Year

Time:

Class time: 90 minutes
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General Prerequisites: -

Linguistic Prerequisites: A good command of;

-the vowel harmony

-the aorist tense

Theme: TV Ads

Proficiency Level: Pre-Intermediate - Intermediate
Main Skill: Writing

Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to talk about abilities. They

should be able to join two independent clauses by coordinating conjunctions.

Objectives of the Lesson: At the end of the lesson, students should be able to;

1. Talk about their abilities and what an object is capable of doing.

2. Form complex sentences by making use of conjunctions.

3. Write a text for a kitchen robot advertisement by referring at least 4 operations that the
clients can do with the robot and using complex sentences including at least 2 coordinating
conjunctions.

Lateral Objectives of the Lesson: At the end of the lesson, students should be able to;

-name some of the Turkish domestic appliance brands.

Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor asks what they The students -
~10’ covered during the last lesson and | check what
checks the new vocabularies the they
students are supposed to add to remember
the mind map. from the last
lesson and tell
the
vocabularies
they added to
the mind map.
Introduction | The instructor hands out the The students Worksheet,
~ 15’ worksheets and instructs the listen to the Blackboard
students to have a look at the Part | song and note | (if
1. She plays the song and asks the repeating necessary)
students to note down the vocabularies or | Computer,

197




repeating sounds or vocabularies
they identify. Then she asks what
has been repeating and writes it
on the board.

sounds they
hear.

Projector.

Presentation
~35

The instructor then presents the
subject in the power point slide
format. Then she asks the
students to complete the
worksheets and elicits answers.

The students
listen to and
take notes of
the lecture.
They complete
the
worksheets.

Worksheet,
Computer,
Projector,
Blackboard.

Practice
~ 20

The instructor asks the students if
they watch or skip TV
advertisements. She asks what
language they use to capture
attention of the people and
persuade them that their product
is the best. Then she asks the
students to form groups of 3 or 4.
She instructs that they are going
to prepare TV ads of kitchen
robots. Then she hands out one
activity sheet per group. On each
activity sheet one Turkish
domestic appliance brand can be
seen. She asks which group has
which brand and writes these
brands on the board saying that
they are all Turkish domestic
appliance brands. She tells the
students to include in their
advertisement texts at least 4
verbs with —ebilmek and 2
coordinating conjunctions. They
can decide the form they want to
create their ads in (dialogues,
simple texts...). She walks among
the groups while they are working
and is available for help when
requested.

The students
share their
ideas regarding
TV ads and
form groups to
prepare ads for
kitchen robots.

Blackboard.
Activity
Sheet

Evaluation
~ 10’

At the end of the activity the
instructor asks the students to
present their tasks. The students
can either read or role-play them.
She gives feedback after each
group’s presentation and in the
end asks the whole class which

The students
present their
advertisements
and express
which brand
they would buy
and why.
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brand they would buy and why.

WEEK 7

LESSON PLAN FOR THE TRADITIONAL TURKISH as a FOREIGN LANGUAGE CLASSROOM
Instructor’s Name: Hacer Nilay Suludere
School: Ca’ Foscari University of Venice
Class: Turkish as a Foreign Language Module 2
Period: 1% Semester of the 2014-2015 Academic Year
Time:
Class time: 90 minutes
General Prerequisites: -
Linguistic Prerequisites: A good command of;

-the vowel (especially for —i type suffixes) and the consonant (especially “t-d” and “k-§”
alternations) harmonies.

-the possessive suffixes (-im, -in, -(s)i, -imiz, -iniz, -leri).
Theme: Tales

Proficiency Level: Pre-Intermediate - Intermediate
Main Skill: Writing

Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to define and describe things
and people with detailed information.

Objectives of the Lesson: At the end of the lesson, students should be able to;
1. Give detailed information about things or people being referred to.

2. Join sentences by using “-digi icin” (because) structure to create cause and effect
relationships among sentences.
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3. Write an original imaginary tale or a narration.

4. Use at least 3 relative clauses to give detailed information about things or people and 1

“digi icin” structure to explain the cause of something.

Lateral Objectives of the Lesson: At the end of the lesson, students should be able to;

-recognize at least one of the most important fictional characters found in Turkish tales.

Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor asks what they The students -
~10’ covered during the last lesson check what
and briefly mentions the key they remember
concepts. from the last
lesson.
Introduction | The instructor hands out the The students Worksheet.
~ 15’ worksheets and discusses the try to answer
Part A with the students. She the questions
collects as many answers as and add details
possible. regarding the
objects or
people as many
as possible.
Presentation | The instructor presents the The students Computer,
~40 subject in the power point slide listen to and Projector,
format. Then she asks the take notes of Worksheet,
students to complete the the lecture and | Blackboard.
remaining exercises on the do the
worksheet. Then she checks the exercises.
answers.
Practice The instructor asks the students if | The students Computer,
~ 20 they like tales. Then she asks if tell if they Projector,
they have ever heard of a Turkish | know any Blackboard.

tale. Then she searches for
Keloglan on the internet and
shows some pictures depicting
him. She instructs that Keloglan is
one of the fictional characters in
Turkish tales. She adds that he is
an honest, courageous and
cunning bald boy who comes
across with giants, kings and
talking animals in his adventures.
Then she asks the students if they
can relate him to a fictional

Turkish festivals
and try to talk
about them.
Then they form
groups to fulfil
the task given
by the
instructor.
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character found in their cultures.
Then she asks the students to
form groups of at least 3 and
instructs them that they are going
to create an original imaginary
tale or narration. She writes on
the board 3 titles and says that
they must choose one of the titles
for their tales/narrations. These
titles are “Oyle Sevdi” “Saka Degil
Gercgek”, “Perili Kosk”. She
explicitly says that they should
use at least 3 relative clauses and
join at least 1 sentence by using
the “—digi icin” (because)
structure. When the students
start working on their tasks, the
instructor walks around the
classoomto help if asked.

Evaluation
~ 5’

At the end of the activity, the
instructor asks the students to
read aloud their tales/narrations.
In the meantime, she writes on
the board emerging vocabularies
related to the subject. When all
the groups finish reading their
tales/narrations, she asks the
whole class which ones they liked
and why. Then she asks the
students to copy the vocabularies
and create a mind map of them at
home by adding extra 5
vocabularies.

The students
read their
tales/narrations
aloud to the
class. They
altogether
discuss which
ones they liked
and why. They
copy the
vocabularies on
the board and
create a mind
map of them by
adding extra 5
vocabularies.

Blackboard.

LESSON PLAN FOR THE TRADITIONAL TURKISH as a FOREIGN LANGUAGE CLASSROOM

WEEK 8
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Instructor’s Name: Hacer Nilay Suludere

School: Ca’ Foscari University of Venice

Class: Turkish as a Foreign Language Module 2
Period: 1°* Semester of the 2014-2015 Academic Year
Time:

Class time: 90 minutes

General Prerequisites: -

Linguistic Prerequisites: A good command of;

-the vowel (especially for —i type suffixes)

-the aorist, the indefinite past, the future and the present continuous tenses in Turkish.
Theme: Festivals

Proficiency Level: Pre-Intermediate - Intermediate
Main Skill: Writing

Integrated Skills: Listening, reading and speaking

Aim of the Lesson: At the end of the lesson, students should be able to identify when the subject
of a sentence is the actual performer and when it is the affected person or thing by an action.

Objectives of the Lesson: At the end of the lesson, students should be able to;

1. Switch from the active to the passive structure when they want to stress the importance of
the action rather than the agent.

2. Write an explanatory text to tell about festivals and the ways people celebrate them.

3. Use at least 8 verbs in the passive form and 1 sentence including “tarafindan” (by)
structure to denote the agent in context.

Lateral Objectives of the Lesson: At the end of the lesson, students should be able to;

-tell about at least one of the most important festivals in Turkey.

Lesson Instructor’s Activity Student’s Teaching Comment(s)
Stages Activity Aids
Warm up The instructor elicits the The -
~10’ vocabularies the students are students say

supposed to add to the mind map the

and briefly mentions what they vocabularies

studied. they added

to their
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mind maps.

Introduction | The instructor hands out the The Worksheet
~ 15’ worksheets and discusses the Part | students try
A with the students. She does not to explain
reveal the answers, but simply asks | the
what the students think. sentences
on the
worksheet
and
participate
in the
activities
according to
the
instructions
given by the
instructor.
Presentation | The instructor presents the subject | The Computer,
~ 40 in the power point slide format. students Projector,
Then she asks the students to listen to and | Worksheet,
complete the remaining exercises take notes Blackboard.
of the Part A and then she checks of the
the answers. Then she continues lecture and
with the Part B and elicits answers | do the
from the students. exercises.
Practice The instructor asks the students if The Computer,
~ 20 they know any festivals that are students tell | Projector,
celebrated in Turkey. In line with if they know | (if
the answers, she tells about one of | any Turkish | necessary)
the most important festivals in festivals and | Blackboard.
Turkey (e.g. Cumhuriyet Bayrami, try to talk
Ramazan Bayrami, Hidirellez etc.). | about them.
If necessary she can show some Then they
pictures of people who are form groups
celebrating it on the internet. She to fulfil the
uses passive voice sentences to task given
give information about the festival. | by the
And she asks the students to form instructor.

groups of 3 and instructs them to
write an explanatory text about
one of the most important festivals
celebrated in Italy. She explicitly
says that they should use at least 8
verbs in the passive structure and 1
sentence including “tarafindan”
(by) form to denote the agent.

When the students start working
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on their tasks, the instructor walks
around the classoomto help if
asked.

Evaluation
~ 51

At the end of the activity, the
instructor asks the students to read
aloud their texts and then she
collects the texts to correct errors
and give feedback.

The
students
read their
texts aloud
to the class.
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WEEK 1 — WORKSHEET

Calisma Kagidi

Beyin Firtinasi: Bolim A

1. Baglantiyi (link) tiklayip, sarkiyi dinle (https://www.youtube.com/watch?v=GZSohWhB3Iw)

2. Sarkinin 1.55 —2.25 arasini tekrar dinle ve bosluklari doldur.

......................... J ereeeeesenrenenennnnns Atk seni sevdigimi ..oeecveeneeen,
.......................... , SEN .vveeeeeciveeeenneee... artik benim oldugunu .................
3. Ne tekrar @diyor? .. et st
A, BUDIF €K MI? ittt e r e e eaaan

5. Nedemek?BUl .......ccoooviviiiiiiiiiiieeei e

6. “Lazim” kelimesini hi¢ duydun mu? Ne demek? Arastir.

Bolum B

Asagidaki kisilere ne 6nerirsin?

F N Y T T (T = Ve e - =] 1 ol <SR

Melis: Trene biNECEEIM. = BENCE.......ovececteeceeeeee ettt s tee et et ses st tes b sensas st st saenanaes

Handan: Yarin sabah cok erken bir toplantiya katilacagim. = .......cccccceeeveviveveineceerceseine e

Hasan: Telefonum internete girmiyor. D MUtlaka........ccc.eoveeeeeeriee et s

Bolim C
Asagidaki kelimelerin es anlamlilarini bul:
Sinirli Alingan

Huysuz Mizmiz (©)
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https://www.youtube.com/watch?v=GZSohWhB3lw

WEEK 2 - WORKSHEET
Calisma Kagidi
Beyin Firtinasi
1. italyancada “mentre” ve “quando” kullanarak iki ciimle yaziniz.
IV 1=T ) 4 =TSP PT TP OPPTN
(O TV o Lo L OSSP P PP PPPOPPPPIOI

2. Peki bu kelimeleri sadece zamandan bahsetmek igin mi kullaniyoruz?

Boliim A
3. —(y)ken ve —diginde eklerini zaman ve kisi bakimindan karsilastiriniz.
-(y)ken:

-diginde:

4. Asagidaki resimlerin zamanini belirten iki ciimle yaziniz.

'y “ili 2
ll! |I‘ . )

Boliim B:

5. italyancada “bir seyden hoslanmak” fiili icin ne kullanabiliriz? Piacere, amare, bagka?
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WEEK 2 — ACTIVITY SHEETS

Brezilya polisi gegen hafta 3 kisiyi adam oldirme sugundan tutukladi.
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Diin gece sabah saatlerinde Piazzale Roma’daki San Marco Bankasi’'na hirsiz girdi.
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«Milli

W BASINDA GUVEN

yel

Teror 6rglitli diin gece saat iki sularinda bir benzinlikten market calisanini kagirdi.
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istanbul’'un Esenyurt ilgesindeki en eski binayi bu sabah kundakladilar.
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WEEK 3- WORKSHEET

Calisma Kagidi
Bolim 1
1. Diin aksam ne yediniz? icinde ne vardi?

(1Y 12T 0 T=1 1] SN

3. Onu nasll pisiriyorsunuz/ hazirlyorsunuz? (mesela: 6nce soganlari soyuyorum ve
patlicanlari yikiyorum...)

Bolim 2

5. Bu tarifi arkadasiniz istiyor. Ona bu tarifi emir ciimleleriyle s6zli olarak anlat. (mesela: 6nce
soganlari soy ve patlicanlari yika...)
6. Asagidaki durumlara uygun emirler ver.
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WEEK 4- WORKSHEET
CALISMA KAGIDI

Boliim A: Turkcede dogum glinlerini kutlamak igin hangi sarkiyi séyliyoruz? Arastiriniz.

Boliim B: Asagidaki resimleri karsilastiriniz. Karsilastirma yaparken kutudan kelimelerden kullanin.

en Ustteki yandakisagindaki yanindaki solundaki resimdeki

L ASTE
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Boliim C: Duruma uygun diyaloglarla rol yapiniz.

Durum 1: A: iki kardessiniz. Kiigiik kardesin oyun oynamak icin senin bilgisayarini istiyor, ¢iinkii senin
bilgisayarin son model, dolayisiyla ¢cok hizli. Ama bilgisayarini kardesine vermek istemiyorsun, ¢iinki
bilgisayarina internetten virUs girer. Kiiciik kardesin ¢ok inatgl ve yaramaz. Bakalim kim kazanacak!

Durum 2: iki arkadas futbol magi izliyorsunuz. Mag Roma ve Milan takimlari arasinda. Sen Milan, arkadasin
Roma’yi tutuyor. Senin takiminin daha iyi oldugu konusunda arkadasini ikna et.

Durum 3: iki arkadas kuafér/berber konusunda konusuyorsunuz. Kuafériinii/Berberini 6v ve arkadasini,
senin kuaforinin/berberinin sehrin en iyisi olduguna ikna et.
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WEEK 5- WORKSHEET

Calisma Kagidi

Bolim 1

1. Diyelim ki kdpeginiz 3 glin dnce kayboldu. Onu aramak igin bir ilan hazirlayin.

ONUR LOKANTASI NEHIR PiDE
1989’dan beri hizmetinizde... 32 yildir hizmetinizde...
Bolim 2

3. Asagidaki dogrular zamani gosteriyor. Bir olay bashyor ve glinimiize kadar devam ediyor.
Bu iki dogruya “-den beri” ve “-dir” yapilarini dogru olarak yerlestir.

1 2 simdi

e

4. Asagidaki durumlar icin —den beri ve —dir kullanarak cimleler yazin ve siz de 2 tane ciimle
ekleyin.

Bagh degil

Baglanti yok
dﬂ Sorun Gider




WEEK 6- WORKSHEET
Calisma Kagidi

Bolim 1- Baglantiyi tiklayip sarkiyi dinleyin. Sézlerine bakmayin. Ne ya da hangi kelimeler tekrarlyor?
Asaglya not aliniz.

https://www.youtube.com/watch?v=I5z0vBQGmek

Boliim 3- Asagidaki tabloyu kendinize gore doldurun.
(Mesela: © Sicak cay icebilirim.

® Gomlek utileyemem.)

Boliim 4- -ebilmek ekini sadece yetenek icin mi kullaniyoruz? Arastirin.
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WEEK 6 — ACTIVITY SHEETS
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Vestel V-Cook serisi urtunler ile

|
4 II ™

¢

\ —y
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WEEK 7 — WORKSHEET
Calisma Kagidi
Bolim A

Asagidaki sorulara cevap veriniz.

1.Hangi kisi (a) daha zeki (b) daha ciddi (c) daha dusinceli (d) daha tGslimus (e) daha sik?

Bolim B

4. Yukaridaki sorulari asagidaki fiilimsilerden faydalanarak yeniden cevaplayiniz. Baska fiilimsiler de
kullanabilirsiniz. Sagdaki ve soldaki kelimelerini kullanmak yasaktir.

oturan dinleyen bakan giyen takan

oturdugu dinledigi baktig giydigi taktig

5. Asagidaki cimleleri ayni anlama gelecek sekilde yeniden yaziniz (Birden fazla sekilde yazabilirsiniz).

a-Hig¢ bozuk param kalmamis. Bakkaldan para bozdurmaliyim.
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WEEK 8 — WORKSHEET
Calisma Kagidi
Bolim A

1. Asagidaki iki cimleyi okuyun ve bunlarin arasindaki farki agiklamaya ¢alisin (hem dil hem de
anlam yoniinden).

a- He carried the heavy shopping bag.
b- The heavy shopping bag was carried.
c- The heavy shopping bag was carried by him.

2. Bu climleleri italyancada nasil sdylersiniz? Anlam ve dil yéniinden degisiklik var mi?
Tartisiniz.

4. Asagidaki durumlar icin Tlrkcede ne soylenir?

Inserire le credenzial, codice utente e password, fornite dalla banca

Entro qualche minuto verranno comunicate via e-mail
i codici per accedere al servizio.

Codice utente

Password

Tisei bloccato? Cicca qui ¥

- @8 Lritps:ifmail.google.com = E=y - Google 7 -3 =1 = L] =
Goaogle Q
Your message has been sent ge
Gmail ~ = C More ~ 1-

o 2 Socia

Can't Read Files

Your photos couldn't be uploaded. Photos should be saved as JPG, PNG, GIF or TIFF files.
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APPENDIX C
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Week 1

The URL of the Lecture Video

https://www.youtube.com/watch?v=a00UUCbZQGo

Transcript of the Lecture Video

Merhaba arkadaslar. Yeni bir ters ylz Tirkce dersinde birlikteyiz. Bugilinkii konumuz
gereklilik. Burada iki tane insan goriiyoruz. Bu iki kisi Venedik’e gelmisler, Venedik’te turistler.
Peki, Venedik’teki turistler ne yaparlar? Gezerler, miizelere giderler, tarihi mekanlar /yerleri
ziyaret ederler, gondola binerler, alisveris yaparlar. E diciamo che questi turisti vogliono avere dei
suggerimenti da voi. Cosa fare a Venezia? Cosa potete dire? Posiamo usare questi verbi: tadina
bakmak, gérmek, almak o qualsiasi cosa che pensate voi. Nasil sdylersiniz? Bdyle soyleyebiliriz.
izmir’de hangi tarihi mekanlari gérmeliyiz diyor Serif Yenen Bey, Uzman TV’de. izmir’de hangi tarihi
mekanlari gérmeliyiz. Dobbiamo vedere hangi tarihi mekanlari nerede izmir'de. Simdi liitfen bu
videdoyu durdurun, ¢calisma kagidindan Boélim A’ya bakin, oradaki egzersizleri, alistirmalari yapip
tekrar videoyu oynatin. Gereklilik aslinda Turkcede —meli / -mali eki ile yapilan bir ihtiyagtan
bahseden kaliplardir, yapilardir. Quindi stiamo parlando della necessita. Mesela Hasan diyor: Yarin
Hidirellez piknigi var, mutlaka gitmeliyiz. Dobbiamo andare per forza. Hidirellez, se vi ricordate
dallo scorso anno, abbiamo studiato, & una festa per la primavera. Ozlem: Gercekten gitmeli
miyiz? Soru. Tabii ki, bu senlik kagmaz! Ama yanina semsiye al. Havaya glivenmemeliyiz. Bu kisa
diyalog ne diyor? Ne anlama geliyor buradaki —meli ekli olan yiklemler? Litfen Mustafa Sandal’in
Bu Kiz Beni Gormeli sarkisini Youtube’dan aratip dinleyin. Ne diyor Mustafa Sandal? Mustafa
Sandal ne istiyor? Aslinda en basit haliyle, possiamo smontare il nostro predicato. Gér come
sempre, -mek, -mak non c’é pit.Agiungiamo —meli/ -mali e poi sahis ekleri. Simdiki zaman icin.
Quelli che usiamo per il tempo presente: -im, -sin,- (dir) —se ci serve-, -iz, -siniz, -(ler). Gormeliyim
mesela mi fa capire io devo vedere. Come facciamo sempre rendiamo il verbo negativo prima,
quindi gérme, e aggiungendo sempre il modo, -meli piu le persone facciamo il negativo.

Gormemeli; gérmemeliyim, non devo vedere, possiamo tradurre cosi. E poi arriviamo anche alla
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domanda; le domande che richiedono si o0 no come la risposta. Gérme o gormeli, quindi sia
negativo che positivo piu mi staccato che porta le persone. Gérmeli misin? Mesela, devi vedere,
posiamo dire. Turistler Venedik’te ne nyapmalilar 6yleyse ya da ne yapmamalilar? Mesela turistler
Venedik'te Rialto Koprisi'ni gormeliler. Turistler ¢oplerini yere atmamalilar. Infatti quando
parliamo delle nostre idee, possiamo usare alcuni climle baslangiclari. Mesela, bence, kesinlikle,
mutlaka, hig¢ stiphesiz. Bence & quello che avevamo gia imparato: Secondo me. Aggiungiamo qui
altri tre. Kesinlikle, mutlaka ve hi¢ stiphesiz. Compito: Che cosa vogliono dire queste tre parole?
Kesinlikle, mutlaka ve hig siiphesiz, una domanda. Bence agir bavullarla gelmemeliler. Secondo me
non devono venire con le valigie pesanti. Poi, in Turco esiste un’altro modo sempre per dire &
necesario, magari ogni tanto possiamo tradurre con il verbo dovere. En basit haliyle, come si usa?
Gorme iyelik ekleri e piu aggiungiamo lazim staccato sempre. Gormeliyim mesela avevamo detto,
io devo vedere. Qui invece gérmem lazim. Gorme piu -m che fa iyelik per io possessivo, lazim,
gdérmem lazim. Devo vedere o € necessario che io lo vedo. Come abbiamo fatto sempre, rendendo
il verbo negativo possiamo dare un significativo negativo. Gormemem lazim, non lo devo vedere
possiamo dire. Altrimenti...c’e... esiste un’altro modo ancora per rendere negativo con degil in
Turco. Perd questo non & comune, & molto raro quindi, & meglio che impariamo noi quella forma
di gormemem lazim. E come avete gia capito in effetti da degil, lazim e lazim olmak in effetti. E’ un
verbo. E facciamo come abbiamo fatto per il verbo essere sempre la domanda anche per la terza
persona singolare per esempio sarebbe gérmemesi lazim mi, possiamo dire. Marketten su almam
lazim. Turistlerin gogul, plurale, Rialto’yu gérmeleri lazim. Cocuk i¢in de bilet almamiz lazim mi?
Ora sentite questa canzone, bu sarkiyi dinleyin. Sertap Erener sarkici, sarkinin adi, Kendime Yeni
Bir Ben Lazim. Sentirete che nella canzone lei dice ogni tanto anche gerek. Invece di lazim,
possiamo usare gerek, & un sinonimo possiamo dire. Vogliono dire la stessa cosa. Séylemem lazim,
€ necessario che dico io, o devo dire, séylemem gerek, séylemem lazim ayni anlamdalar. Peki,
gereklilik bazen Tirkcede ¢ikarim, la deduzione, icin de kullanilabilir. Ancak sadece olmak fiili ile.
Mesela Bugra ve Defne konusuyorlar. Defne, Bugra’nin annesi. Anne, kap! caliyor. Bak annecim
kapiya, Suzan teyzen olmali. Quindi, qui abbiamo una deduzione. Non sapiamo chi e la persona ma
possa essere, dovrebbe esere Suzan teyze. Aksanindan belli, italyan olmalisin. Aksan & I'accento,
belli & chiaro; devi essere, possiamo dire. Sonra bir de yapmak lazim yapmak gerek gibi
impersonale yapilar var. Bu 6devi yapmak icin iyi arastirma yapmak gerek. Quindi non riferiamo a

nessuno, una terza persona, magari ci vuole, possiamo tradurre cosi in questo caso yapmak lazim
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yapmak gerek. Si puo tradurre ci vogliono o ci vuole. Per questa frase per esempio per esempio ci
vuole una buona ricerca, fare una buona ricerca per fare questo compito. Simdi lutfen calisma

kagidini tamamlayiniz. Derste gorismek lizere.

Week 2 A

The URL of the Lecture Video

https://www.youtube.com/watch?v=dIsk_oVajt8&t=1s

Transcript of the Lecture Video

Merhaba arkadaslar, yine bir Tirkge ters yliz dersinde yine birlikteyiz. Buglinkii konumuz —
(y)ken ve —diginde ekleri. Simdi baslamadan 6nce litfen ¢alisma kagidindan 1., 2. ve 3. alistirmalari
yapiniz. Videoyu burada durdurup alistirmalari yaptiktan sonra tekrar oynatin. Tirkiye'de
genglerin arasinda bdyle yeni bir akim olustu. Adina caps diyorlar. Caps ne? ifadeler ile, yiiz ifadesi,
vicut ifadesi de olabilir le espressioni ile durumlari, le situazioni, birlestiriyoruz ve bu durumlara
uygun komik climleler olusturuyoruz. Mesela bu kedinin yliz(i biraz tGzglin, masum, innocente. E
invece la situazione che la persona che ha creato questo caps ha scelto babamdan para isterken
ben. Quindi, dice in effetti letteralmente mentre io voglio dei soldi da mio padre. Questa faccia,
guesta espressione innocente. Babamdan para beklerken ben. Questa volta inceve beklerken,
mentre aspetto. Para istedigimde babam, quindi I'espressione del mio padre in questo caso
guando? Para istedigimde. Hocadan not isterken ben, sempre un’altra faccia innocente. Ve eski
sevgilimi mutlu gérdiigiimde ben, hoca espri yaptiginda ben ve sinavin son dakikasinda arkadastan
kopya isterken ben yani umutsuz bir sekilde arkadasindan kopya isterken mentre chiede della
kopya dalla sua amica / amico; quando? Sinavin son dakikasinda, I'ultimo minuto dell’esame. Ecco
qui possiamo vedere la differenza tra questi due suffissi che impariamo oggi. Okula ge¢ kaldigimda
kahvalti yaparken ben. Okula ge¢ kaldigimda quando okula gec¢ kalmak, kahvalti yaparken, mentre
ben. Su durumda o maymun bir 6grenciyi temsil ediyor. Diciamo cosi, temsil etmek rappresentare.

Okula ge¢ kaldigimda yani zaten okula ge¢ kalmis bu 6grenci mentre o isi yapiyorken, o is
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Uzerindeykenki halini gosteriyor bize. Simdi biraz daha detayli olarak bakalim bu eklere. —(y)ken
genis zaman ve simdiki zaman ile kullanilabilir. Genis zaman l'aoristo, simdiki zaman il tempo
presente. Ora cerchiamo di capire che significati abbiamo qui. Okula gelirken bir arkadasimla
karsilastim. Karsilasmak? Incontrarsi. Quando? Okula gelirken. Quando, in questo caso, siccome
vediamo qui che il predicato passato, anche questa parte della frase dobbiamo interpretare che &
successo in passato. Okula gelirken ben quindi mi fa capire mentre venivo alla scuola. Ora,
abbiamo detto che qui abbiamo karsilastim il passato e appunto per questo motivo € importante...
qui deviamo genis zaman, 'aoristo e simdiki zaman che e presente. Perd con —(y)ken, quando li
usiamo insieme, questi suffissi insieme con —(y)ken, noi capiamo chi fa I'azione e quando fa
I’'azione sempre dal predicato. Ok, quindi non porta né tempo né persona. La stessa cosa possiamo
riferire dicendo okula geliyorken bir arkadasimla karsilastim. |l significato non cambia
praticamente. Bunlar en sik kullanilan halleri. Questi sono i pil comuni, pia frequenti. Birkag tane
daha o6rnek soyleyelim. Okula gelirken yine otoblse binerim. Vedete qui abbiamo I'aoristo. E qui
niente, nessun tempo; quindi dobbiamo interpretare che questo succede nel tempo aoristo.
Mentre vengo alla scuola, io uso o prendo 'autobus. Tiirkce konusurken yavas yavas konusurum.
Arabayla giderken yolda bir kaza gordiik. Dus alirken telefon caldi. Makyaj yaparken radyo dinlerdi.
Possiamo riferire le stesse frasi con lo stesso significato usando —iyor. Makyaj yapiyorken radyo
dinlerdi. Non cambia niente. Poi, -(y)ken quando usiamo con genis zaman, 'aoristo, mi fa capire
anche karsit durumlar, il contrasto. Ben yemekten sonra tatli isterken, esim kahve ister. Burada
aslinda italyancaya ¢ok benziyor. Mentre io chiedo qualcosa, in questo caso il dolce, esim kahve
ister. Il mio marito o la mia moglie chiede o preferisce il senso il caffé; quindi bir karsit durum.
Ablasi kopek severken, kardesi kedi hastasidir. Mentre alla sua sorella piace tanto il cane, kardesi
kedi hastasidir, la sua sorella o il suo fratello adora i gatti. Come vedete ho usato in effetti
hastasidir qui. Tlirkgede bir seyin hastasi olmak bir seyi cok sevmek, cok begenmek icin kullanilir. In
guesto caso non € solamente piacere ma adorare qualcosa. —(y)ken gelecek zaman ile de
kullanilabilir — ecek/-acak. Tam evden c¢ikacakken telefon caldi. Diin gece film bitecekken
elektrikler kesildi. E mi fa capire che I'azione non termina. Stavo per fare qualcosa ma succede
un’altra cosa e non finisce la prima azone. Tipo; tam evden ¢ikacakken quindi non sono uscita dalla
casa, mi fa capire telefon caldi, ha suonato il telefono. Di nuovo gelecek zaman... mi fa capire
anche cambiare I'idea. Appunto, come abbiamo detto bir olay gerceklesmiyor. Ya baska bir sey

oldugu icin gerceklesmiyor ya da bu fikirden vazgectigi icin kisi gerceklesmiyor. Mesela, bu evi satin
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alacakken son anda vazgectik. Quindi non abbiamo comprato questa casa; abbiamo rinunciato
I'idea, abbiamo cambiato l'idea, possiamo tradurre cosi. Tatilde italya’da kalacakken karar
degistirip Turkiye’ye gittiler, gibi. —(y)ken belirsiz gecmis zaman ile de kullanilabilir. Belirsiz ge¢mis
zaman —mis, -mis, -mus, -mus, hatirliyorsunuz. Mesela, kantine gitmisken, bana da cay al. Ne
olabilir bunun anlami sizce? In effetti possiamo tradurre con gia che in Italiano. Kantine gitmisken,
gia che sei andato in questo caso possiamo dire al kantin, bana da ¢ay al, prendimi un té anche.
Aslinda ¢ok isim ve acelem var. Ama gelmisken bir kahveni icerim, bdylece biraz dedikodu da
yapariz. Per questa frase, possiamo dire gia che sono qui; icerim i fa capire chi fa l'azione,
gelmisken gia che sono qui, gia che sono arrivata, letteralmente venuta, bir kahveni icerim, berrei
un tuo caffé letteralmente. E che senso ha questa frase? Bu aslinda ¢ok Tirkce bir climle. Biz
Tirkiye’de birinin evine gittig¢imiz zaman, birinin evindeyken, genellikle bir kahve igeriz. Ev sahibi
genellikle bir kahve sunar. Cok temel olarak boyle anlatabiliriz. Bu ylizden de gelmisken bir kahveni
icerim ¢ok Tirkge bir ciimle diyebiliriz. isiml ve sifatlarla -y)ken yine kullanabiliriz. Dikkat etmemiz
gereken sey, gerekirse, -y kaynastirma harfini kullanmamiz. Sogukken iciniz mesela, ne olabilir?
Hava glinesliyken firsati degerkendirdik. Ya da en ilginci, vaktin varken ona hemen bir 6zir maili at.
Sogukken mi fa capire mentre, letteralmente, mentre & freddo/a. Quindi ancora & freddo.
Sogukken iciniz, bevete mentre; ancora e freddo. Hava giinesliyken, mentre & sollegiato diciamo,
firsati degerlendirdik, abbiamo colto I'opportunita. Vaktin varken hemen bir 6zir maili at
diyebiliriz. E ora andiamo a vedere come possiamo dire quando in Turco. Cok kolay, -diginda ve —
diginde; -dik, -dik. Bunlari ve iyelik, possessivo, kullanarak soyleyebiliriz. Iki tane secenegimiz var,
I'opsione: o —diginde e locativo altrimenti, staccato, zaman possiamo usare. Va attacato al verbo
che vogliamo riferire con la frase quando. Tipo; ilkbahar geldiginde ¢icekler acar. Quando arriva la
primavera, letteralmente, si aprono i fiori. Qui vedete un albero che vi puo aiutare magari (per
ricordare). ilkbahar geldigi zaman cicekler acar. Non cambia niente, vogliono dire la stessa cosa.
Qui fate I'attenzione a o usare —diginde altrimenti zaman. Seni gérdigimde Universite giinlerimi
hatirlarim. Mi ricordo i miei giorni dell’universita quando ti vedo. Ayni seyi seni gérdigiim zaman
diye de soyleyebiliriz. Dikkat! Seni her gérdigimde mutlu oluyorum dogru bir ciimleyken, seni her
gordigiimde mutlu oluyorum Tirkcede non possiamo dire. Seni gordiglim zaman mutlu oluyorum
invece possiamo. Quindi her e zaman insieme non possiamo usare. Poi, quando parliamo invece —
eceginde o —acagi zaman e anche sirada stiamo parlando di un evento che succede appena prima

o subito dopo un’altra azione. Yemek yiyecegim zaman ellerimi yikarim. Quindi, qui possiamo dire

230



magari vagamente un abitudine anche. Cioe, mi lavo le mani quando mangio. Mi fa capire che
prima di mangiare e il senso yiyecegim zaman. O trene binecegin zaman ben ¢oktan Verona’da
olacagim. Saro a Verona gia, coktan, quando tu prendi il treno. Ders ¢alismaya baslayacaginizda
haber verin! Fatemi sapere quando iniziate a studiare! Per esempio. Trene binecegin sirada

posiamo usare ma non € comune in effetti, € molto raro pero (si usa).

Week 2B

The URL of the Lecture Video

https://www.youtube.com/watch?v=KZ-jkyLcv-A

Transcript of the Lecture Video

Yeniden buradayiz, kaldigimiz yerden devam edelim. Simdi siz de caps yapin bakalim. Bu
ifadeye ne uygun olabilir? Bu ifade ne anlatiyor? Peki bu ifade ne anlatiyor? Peki ya bu? Bu? Simdi
calisma kagidini tamamlayiniz. Tamamladiktan sonra litfen Candan Ergetin’in Bahar adh sarkisini
dinleyiniz. Sarkiya ne zaman? Diye sorun. Cevabi ne? Eger sunumu indirirseniz, su asagidaki oku

tiklayarak da sarkiyi dinleyebilirsiniz. Derste goristriz, kolay gelsin.

Week 3

The URL of the Lecture Video

https://www.youtube.com/watch?v=RxsT-WhBaEM

Transcript of the Lecture Video

Merhaba arkadaslar, yeni bir ters yliz derste yine birlikteyiz. Buglinkii konumuz emir kipi.

Ancak her zamanki gibi baslamadan 6nce litfen calisma kagitlarinizi aliniz ve 1. bélimi doldurunuz
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ve daha sonra bu videoyu izlemeye devam ediniz. Yani simdi videoyu durdurup 1. Bolimi
doldurunuz litfen. Peki, biraz konusalim. Bu filmi izlediniz mi? Filmin adi ne anlatiyor? Peki sizce bu
filmin adi bir rica mi? Mesela, verir misin? Gelir misin? Alir misin gibi bir rica mi yoksa baska bir
yap! mi? Aslinda bu yapi Tiirk¢edeki emir kipi. In Italiano possiamo dire I'imperativo. Ye, Dua Et,
Sev filmin Tlrkcedeki karsiligi bu. Aslinda burada Tiirkce afisini de gorebilirsiniz, sag Ust kdsede.
Burada U¢ tane emir var. Yer misin demiyor. Mangiaresti, no. Ye! Mangia! Dua Et! Prega! Sev!
Amal! Yani birisinden aslinda kisaca bir sey yapmasini istiyoruz. Ve bu bir rica degil. Verir misin, alir
misin, gider miyiz gibi degil. Burada bir zorunluluk var. C’@ un obbligo. Baska ornekler verirsek,
mesela, buraya gel! Vieni qui! Odevini yap! Fai il tuo compito gibi. Peki biz nasil emir verecegiz? Biz
aslinda bugtine kadar hep sen 6znesi igin pek ¢cok 6rnek verdik sinifta gel, git, otur, a¢, kapa. Buglin
diger 6zneler icin nasil emir yapabilecegimizi gorelim. Come facciamo sempre, abbiamo dei suffissi.
E giustamente, per la prima persona sia singolare che plurale non abbiamo emir I'imperativo. Fate
attenzione a sesli harf bekle mesela, a, e, 1, i, 0, 6, u, U sesli harfler ve dokun fiilinin sonunda da
sesiz bir n harfi var. Bu iki fiil Gzerinden ¢ekim yaparak emir kipini 6grenmeye calisalim. Ben niente,
hicbir sey yok onun igin. Sen come avevamo detto bastava eliminare —mek, -mak mastar eki
Turkcede. Bekle, gel, ye, ic, kal, gor. Olumsuzunda ise, il negativo invece —me eklemek yeterli. Ci
basta aggiungere, come abbiamo fatto quasi sempre, il suffisso —-me, negazione. Bekleme, gelme,
yeme gibi. O Oznesi igin, lei, lui, beklesin —sin kullaniyoruz. Gelsin, gorsiin, yesin, igsin.
Olumsuzunda ise, beklemesin, gelmesin, gérmesin, yemesin gibi. Biz hicbir sey yok yine. Siz burada
iki tane secenegimiz var, I'opsione. Bekleyiniz, uguale bekleyin. Geliniz, gelin. Goériniiz, gorin.
Bulunuz, bulun. Olumsuzunu yaparken de beklemeyiniz ya da ayni sekilde beklemeyin. Kalmayiniz,
kalmayin. Gitmeyiniz, gitmeyin diyebiliriz. Son olarak, onlar 6znesine geliyoruz ve burada yine —sin
yani 3. tekil sahisa —ler ekiyle emir kipini yapabiliyoruz. Beklesinler, gelsinler, dokunsunlar. Tam
tersine ya da olumsuz yapmak istersek, il negativo, beklemesinler, gelmesinler, yemesinler. Burada
dikkat edecegimiz sey, Gnli uyumu; en énemli konulardan bir tanesi Tlrkgede biliyorsunuz. Devam
edelim oOyleyse, dikkat ettiyseniz, Tlirkcede o ve onlar icin de emir var. Quando pensiamo in
Italiano, puod suonare un po strano, pero in Turco abbiamo I'imperativo per lui/lei e loro. In effetti
guando parliamo di emir 3. tekil ve 3. ¢cogul sahis zamirleri icin, possiamo parlare del congiuntivo in
Italiano. O gelsin! Mi fa capire per esempio, che venga, lei venga. Ya da onlar gelsinler! Che loro
vengano gibi. Bu sekilde cevirebiliriz tam anlam olarak Tirkgeden italyancaya. Possiamo fare

certamente come abbiamo fatto sempre il negativo; o gelmesin ya da onlar gelmesinler. Che loro
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non vengano possiamo dire. Bunun vyanisira tabii ki Tirkcede o ve onlar icin soru emir
yapabiliyoruz. O gelsin mi? Onlar gelsinler mi? seklinde mesela bir sekreter patronuna disarida
bekleyen birisi icin bu soruyu sorabilir. Sekreter patronuna o iceri girsin mi, diye sorabilir mesela
izin almak icin. Devam edelim, burada bir kagtane alistirma yapacagiz. Bardaklar duslyor, litfen
dikkat ..... ne sdyleyebiliriz burada? Ozneyi siz olarak kullanalim. Bardaklar diistiyor, liitfen dikkat
ediniz diyebiliriz. | bicchieri stanno cadendo, per favore, stia attento altrimenti state attenti
diyebiliriz. Peki buna bakalim. Litfen burada sigara ic ...... icmeyiniz. Genellikle kapali ortamlarda,
okulda mesela sigara igilmiyor. Devam edelim. Giuseppe’ye .....cabuk 6devini bitir. Cabuk, subito.
Giuseppe’ye soyle cabuk 6devini bitirsin. Mesela annesi soyleyebilir bunu Giuseppe’nin kardesine.
Devam edelim. Acele et.... onlar 6znesini kullanalim. Yoksa otobiise onlarsiz binecegiz. Yoksa,
altrimenti. Acele et... acele etsinler diyebiliriz. Yasina gore makyaj yap... boyle ¢ok girkin oluyorsun.
Aslinda cevap da yap clnki sen Oznesi icin bizim mastar ekini cikarmamiz yeterli oluyor fiil
koklinden. Hayvanat bahgesinde bir uyari: Litfen hayvanlari besle ... beslemeyiniz. Beslemek?
Nutrire. Perd posiamo dire magari in Italiano dare il cibo. Simdi ¢alisma kagidini tamamlayiniz ve
ek olarak bu sarkiyi dinleyiniz. Sarkiyr Youtube’a Candan Ergetin Sagma yazarak bulabilirsiniz. Ayni
zamanda eger slaytlari internet sitemizden indirirseniz, su asagida gordiigliniiz ses isaretine, ses
ikonuna basarak da hoparlér ikonuna basarak da sarkiyi dinleyebilirsiniz. Kolay gelsin, derste

gortsmek Uzere.

Week 4
The URL of the Lecture Video

https://www.youtube.com/watch?v=Z0qtMBFH2hE

Transcript of the Lecture Video

Merhaba arkadaslar. Yeni bir Tiirkce ters ylz dersinde yine birlikteyiz. Buglinkii konumuz ki
ve ek olan —ki. Litfen simdi videoyu durdurun, ¢alisma kagitlarinizi alin, bélim A’ya bakin, oradaki
alistirmalari yaptiktan sonra tekrar videoyu oynatin. Simdi su diyalogu bir okuyalim. Gegen ay bir
araba aldim. Gercekten mi? Ne marka? XYZ345. Senin arabana benziyor. Beyaz mi? Hayir.

Giuseppe’nin arabasi gibi kirmizi. O zaman neresi benim arabama benziyor? Benim arabam da
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senin araban gibi son model. Kendi kendine park edebiliyor. Evet, o ¢cok ise yariyor. Ama sen yine
de dikkat et. Ederim. C’é qualcosa di strano. Riuscite a vedere? Anzi, riuscite a sentire? In effetti,
non € naturale parlare sempre della stessa cosa in questo modo. Araba, arabana, araban, arabam,
arabama. E cosa possiamo fare? Si, possiamo usare dei pronomi. Gegen ay bir araba aldim.
Gergekten mi? Ne marka? XYZ345. Seninkine benziyor. Beyaz mi? Hayir. Giuseppe’ninki gibi
kirmizi. O zaman neresi benimkine benziyor? Benimki de seninki gibi son model. Kendi kendine
park edebiliyor. Evet, o cok ise yariyor. Ama sen yine de dikkat et. Ederim. Gercekten de,
normalde, dogal dil akisinda, biz cok da fazla ayni kelimeden bahsetmeyiz. Ekonomiktir Tirkge dili.
Bu ylzden tekrarlamak yerine, zamir kullanmaya galisir. Yani —ki; ilgi zamiri. Tamlayna eklenir ve
ismin yerini tutar. In fatti si chiama pronome. ismin yerini tutar. Mesela benim evim merkezde.
Kardesimin evi biraz sehir disinda. Biz bu durumda, evim, evi tekrarlamayiz. Ripetere. Biz benim
evim merkezde kardesiminki biraz sehir disinda. Usando questo suffisso —ki, non ripetiamo lo
stesso oggetto: evim evi. Kedi ne diyor? Bunu liutfen Tirkge séylemeye ¢alisin. Kisa bir diyalog. A ile
B konusuyorlar. Ge¢ olsun ama gli¢ olmasin! Bak, ne glizel. Siparislerin sonunda geldi... Benim
siparislerim kim bilir ne zaman gelecekler... Uziilme, bir hafta daha kitap okumazsan, 6lmezsin.
Eminim seninkiler de yoldadir. Burada seninkiler aslinda B’nin siparislerine goénderi yapiyorlar.
Burada belki bir seyi hatirlatmam lazim. Ge¢ olsun ama glic olmasin ne demek? Aslinda meglio
tardi che mai, diyebiliriz bunun igin. Bir kisa diyalog daha. Giuseppe ve Giulia konusuyorlar. Sen de
kahve ister misin? Giuseppe soruyor, Giulia evet liutfen. Cok iyi olur. Seker koy benimkine. Sag ol.
Kahveyi tekrar etmektense, kahveyi tekrarlamak yerine benimki yani —ki ile kahvenin yerini
tutuyoruz. Gordiugliniz gibi aslinda bitln hal eklerini de koruyoruz isme eklenen. Benim futbol
ayakkabim saglam, Selim’in ayakkabisinin tabani yirtik. Tekrar ayakkabi kullanmaktansa,
ayakkabim, ayakkabisi possiamo dire benim futbol ayakkabim saglam. Selim’inkinin tabani yirtik. E
come vedete di nuovo, portiamo i casi che i nomi originalmente hanno. Ve tabii Tirkg¢ede bir de
sifat yapan —ki var. Allora, questo —ki invece produce, deriva degli aggettivi dai nomi. Hangi
sorusuna cevap verir. Quindi, risponde alla domanda; quale? Ardindan isim gelir, giustamente
perché & un aggettivo; quindi agettivo pit nome. Genellikle —daki, -deki, 6teki, beriki olarak
kullaniyoruz. Mesela, diinkii sinav zordu mi fa capire I'esame di ieri. Quale esame? Quello di ieri.
Cocuk elindeki parayi diistrdii. Quale soldo, letteralmente. Da ora in poi, potete pensare sempre
cosi per questo —deki, -daki: quello che si trova, dove nel o sul nome che aggiungiamo questo —

deki, -daki. In questo caso, elindeki; quello che si trova nelle sue mani. Asagidaki 6rneklere bakiniz.
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Quali esempi? Asagidaki, quelli che si trovano giu. Sagdaki kolyeyi cok begendim. Mi & piaciuta di
piu la collana, quale, sagdaki. Quale? Quella che si trova, dove, sag, la destra. Bu Turkiye’deki bir
gazeteden alinmis bir fotograf. Sicaklar artinca, Kapali GCarsidaki pervane sayisi artirildi. Carsidaki.
Bu yil sokaktaki gosterilerde ben de rol alacagim. Sokaktaki. Nerede? Hangi gosterilerde?
Sokaktaki. Gosteri? Lo spettacolo. Bizim mahalledeki tim agaglar kestiler. Hangi agaclari
Mahalledeki. Mahvetmisler glizelim konuyu. Filmdeki hicbir olay kitaptaki olayla 6rtlismuyor.
Ortiismek? Combaciare. Giulia ve Giuseppe yine konusuyorlar: Oh be! Diinya varmis! Ne iyi ettik
de bu otele geldik. Acaba bu civarda glizel yemekli bir lokanta var mi? Giuseppe cevap veriyor.
Resepsiyondaki bayana soralim. Hangi bayan? Resepsiyondaki. Cin’deki gelismeler bas
donduruyor. Bu Tirkiye’de bir gazetenin mansetiydi. Buradan aldim. Gelismeler, gli sviluppi. Quali?
Cin’deki. Quelli che si trovano, letteralmente sempre, in Cina. E peki, bu iki zamir ve sifat olan ki'yi
ayni cimlede kullanalim mi? Mahvetmisler giizeliom konuyu. Filmdeki higbir olay kitaptaki olayla
ortismuyor. Mahvetmisler glizelim konuyu. Filmdeki hi¢bir olay kitaptakiyle 6rtlismuyor. Boyle de
birlestirebiliriz. Tabii dikkat her zaman igin, orijinal isme ekledigimiz ekleri, 6zellikle durum eklerini
yine ayni sekilde koruyoruz. Quindi non possiamo lasciare olayla; ile li. Lo portiamo sempre anche
se non vediamo piu olay. Asagidaki climlelerden hangisi yanlistir? Quello che vi chiedo sempre.
Asagidakilerden hangisi yanlistir? Se si capisce a che cosa riferiamo, ossiamo anche eliminare
quindi i nomi. Siniftaki 6grenciler henliz disari ctkmadi. Siniftakiler henlz disari ¢itkmadi. Riuscite
vedere la differenza? Gli studenti che si trovano nella stanza, nella classe non sono ancora usciti
fuori. E siccome, magari dal contesto si capisce chi sono, possiamo evitare 6grenci; e cosi possiamo
usare siniftakiler, quelli che si trovano nella classe non sono ancora usciti fuori. Poi, abbiamo anch
eki baglag. Ve, ile, de baglaglar. Ayri yazilir. Quindi non & un suffisso in effetti questo ve ayri yazilir
qguindi staccato sempre. Birbirine yakin ciimleleri baglar ve anlam iliskisi kurar. E ora cerchiamo di
capire. Belli ki bu konuyu iyi biliyorsun. Ki Persiano; assomiglia moltissimo al ‘che’ Italiano. Belli ki,
e chiaro che bu konuyu iyi biliyorsun, sai bene questo discorso, questa tema. Duydum ki Ho sentito
che artik derslere gelmeyecekmissin. Yemin ederim ki hepsi yalan. Ti giuro che. Eminim ki bu sinavi
gececeksin, sono sicura che passerai questo esame, possiamo. Ora abbiamo anche quelli
kaliplagmis, fissi. Sono sempre baglag, e in fatti abbiamo gia imparato alcuni tipo belki, ¢linki. Oggi
aggiungiamo altri ki kaliplasmis ancora. Belki forse, ¢linkii perché, mademki visto che, halbuki in
realta, sanki mi sembra che possiamo tradurre cosi. Cercate di trovare (i significati) oysaki e

megerki a casa. E qui vi presenterd un breve dialogo. Giuseppe Giulia ile konusuyor yine. Bugiin
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belki yagmur yagar. Cinki din hava durumunda Venedik'te yiksek nem olacak dedi. Quindi,
¢linkl spiega il perché. Giulia: Haklisin, mademki yagmur yagacak ve disari ¢ikmayacagiz, o zaman
sinemaya gidelim. In questo caso, mademki visto che mi fa capire il risultato di un evento.
Giuseppe dice, Bana uyar. Halbuki ne gilizel plan yapmistik. Yine, in realta, pero. Evet. Sanki biraz
hava serinledi. Ne dersin? Aynen oyle! Oysaki tepemizde hala glines var. Quindi, sanki possiamo
dire in questo caso per questo contesto mi sembra che. Oysaki e megerki sono i compiti. Bu is
bitmeyecek megerki siz de yardim edesiniz. Megerki non € comune in Turco in effetti. E’ molto
molto raro, ma esiste e lo usiamo ogni tanto. Haydi bugtinki dersi bitirelim. Simdi ¢alisma kagidini

tamamlayin. Derste gorisuriz.

Week 5

The URL of the Lecture Video

https://www.youtube.com/watch?v=xnSKYD_yMNO

Transcript of the Lecture Video

Merhaba arkadaslar. Yine bir Tirkce ters yliz dersinde yine birlikteyiz. Buglinkii konumuz —
den beri ve dir. Aslinda siz —dir’i taniyorsunuz ama buglin biraz daha farkh bir sekilde karsimiza
cikacak. Burayi biliyor musunuz? Nerede? Evet, burasi Venedik’te bir pastahane. Ve burasi
1886’dan beri acik. Uzun zamandir pamuk seker yemedim. Kim diyor? Kim diyor. Ne diyor? Otuz
yasindan beri mikemmel erkegi bekliyor. Vampir uyaniyor, hangi yildayiz? Biz tabii korkarak
kaglyoruz. Vampir: Kag yildir uyuyorum ben ya? Calisma kagidi 1. Simdi arkadaslar, litfen burada
bu videoyu dondurun, durdurun ve ¢alisma kagitlarinizdaki 1. bélimda, calisma kagitlarinizdaki 1.
bolimi doldurun, tamamlayin. Daha sonra tekrar videoyu izlemeye devam edin. Sizin de kopekler
icin yaptiginiz lanlar, buradaki ilanlara benziyor mu? Neresi benziyor? Peki bu iki kayip képek ilani
arasinda ne fark var? Evet, dogru. Bir tanesinde, 3 yildir kayip, digerindeyse, bir tarih, 20 Kasim
2011’den beri kayip diyor. Oyleyse —dir ve —den beri arasinda ne gibi bir fark var? Evet, bir tanesi,

bir periodo, bir siireden bahsediyor, bir tanesi de kesin bir tarihten bahsediyor. Un punto in
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passato definitivo. Kurallara birlikte bakalim. —den beri, -dir. Possiamo usare tutti due per riferire
agli eventi, azioni che hanno continuato per un po’ di tempo, un periodo di tempo. Mesela, 2 yildir
Ca’ Foscari Universitesi’'nde okuyorum. Questa frase mi fa capire da due anni. 2 yildir. 2012’den
beri Ca’ Foscari Universitesi’nde okuyorum ise mi fa capire da 2012 studio all’Universita di Ca’
Foscari. Quindi, € molto facile all’inizio. Mesela baska érnekler, son bir aydir hi¢ spor yapmiyorum.
Son bir aydir; dall’ultimo mese; un mese. Bes aydan beri Tlirkge 6greniyorum. Bes aydan beri, -den
beri. Qui vi lascio con 1 domanda e 2 risposte. 1 soru 2 cevap. Quindi possiamo avere 2 risposte
diverse per la stessa domanda. Off! Otobis hala gelmedi. Tam bir saat.... burada bekliyorum. Ne
dersiniz? Cevap ne olabilir? Evet. Cevap aslinda, tam bir saattir ya da tam bir saatten beri burada
bekliyorum olabilir. Burada da gordiglintiz gibi, -dir ya da —den beri. Simdi 2. kurala bakalim.
Sadece solamente —den beri. Quindi parliamo di —den beri solamente in questo caso. Belirli bir
zaman, slire, an riferice. Un punto in passato, una data precisa riferice. Temmuz’'dan beri sigara
icmiyorum. Dal luglio. Quindi, possiamo capire subito da quale punto in passato. Temmuz'dur
sigara icmiyorum invece non & possibile. Cocuklugumdan beri piyano calarim mesela. Cocuklugum,
gecmiste bir donem, bir siiredir. O zamandan beri anlamini veriyor burada. Mesela saat lgten beri
elektrikler yok mi fa capire dalle ore. Non da tre ore. O altrimenti possiamo dire dogum gliniimden
beri sigara icmiyorum. Dogum glinim belirli bir tarihtir, € una data precisa. Simdi 1 soru 1 cevap
var. Ayni numara din sabah....... surekli ariyor. Ne olabilir cevap? Tek bir cevabi var. Evet, ayni
numara diin sabahtan beri surekli ariyor. Da ieri mattina. 3. durum, -den beri ve —dir. Bu kisim
onemli ¢cunku her ikisi de olumlu gecmis zaman, positivo/affermativo tempo passato (ile) non si
possono usare. Perche logicamente non ha nessun senso. 2 yildir Ca’ Foscari’de okuyorum
possiamo dire, ma okudum no. Onu iki haftadir grmedim. Onu iki haftadir gérdiim & impossibile
clinkli tamamen mantiksizdir, anlam gecmiste kalmistir. 2 yildir Ca’ Foscari’de okuyorum, tekrar ya
da onu iki haftadir gormedim tekrar burada gorebilirsiniz. Simdi bir soru ve bir slirii cevap var. Bir
sirii ne demek? Vuoldire un sacco. Un sacco di risposte quindi. Yaz tatilinden beri... cosa fate?
Mesela, yaz tatilinden beri calisiyorum, memleketime dénmedim, bacagim iyilesmedi, her giin en
az 3 Tirkce kelime 6greniyorum diyebiliriz. 4 ve sonuncusu. —dir 6lcli anlatan sozciiklerle kullanilir.
Epeydir, quindi sono sempre kalip, epeydir, bayagidir, coktandir da tanto tempo mi fanno capire
tutti. E poi, questo e interessante magari, iki, lic biz bunlara da —dir, -dir ekleyebiliriz: ikidir, Ggtar.
Peki anlami ne olabilir? Gelin birlikte bakalim. Coktandir anladim, senin goziin disarda. Gozin

disarda se vi ricordate avevamo gia fatto che guarda agli altri diciamo. Coktandir invece mi fa
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capire da tanto tempo ho capito. Uctiir bu adami gériiyorum, herhalde mahalleye yeni tasind.
invece qui con il numero —dir, -dir mi fa capire la quantita delle volte. Uctiir bu adami gériiyorum
vuoldire sono 3 volte che vedo questo uomo. Simdi 1 soru 2 ayri anlamli cevap var. .... telefon
ediyorum, kimse cevap vermiyor. Bakalim ne diyeceksiniz. Mesela, ikidir, Ugtir, bestir telefon
ediyorum kimse cevap vermiyor mi fa capire quante volte ho chiamato. Invece se usate bayagidir,
coktandir etc. Mi fa capire da tanto tempo telefon ediyorum e nessuno mi risponde, kimse cevap
vermiyor. Bu kisima kadar olanlar hep zamanla ilgilydi. Simdi zamandan ¢ok olayin bir baslangic
oldugunu dislinerek da quando succede una cosa bu agidan bakalim. Bunlarda zamani 6grenmistik
hatirliyorsaniz orada sadece locativo yerine artik —den, ablativo kullaniyoruz ve beri’yi mutlaka,
mutlaka ekliyoruz. Avevamo detto, ilkbahar geldiginde c¢icekler agar. Da ora in poi, per dare
un’altro significato useremo I’ablativo piu beri. ilkbhar geldiginden beri mi fa capire da quando &
arrivata, letteralmente, la primavera hava isindi fa caldo. Mezun oldugumdan beri bir iste
¢alisiyorum. Come abbiamo fatto, qui il possessivo. Mezun oldugumdan beri, chi? lo. Da quando
mi sono laureata bir iste calisiyorum lavoro. Ya da mesela, Twitter kullanmaya basladiginizdan beri
daha sosyal misiniz? Bu internette bir anketin sorusuydu. Un questionnario era. Una domanda. Bir
sirl soru, bir slirli cevap. Haydi yapmaya calisin. Seninle tanis......... kendimi daha iyi hissediyorum.
Litfen burada videoyu durdurun ve cevaplamaya calisin. Daha sonra cevaplarini géreceksiniz. iste
burada da cevaplar var. Haydi bitirelim. Simdi litfen g¢alisma kagidininda eksik kalanlar

tamamlayiniz, biitlin calisma kagidini bitiriniz. Derste gorismek Gzere.

Week 6

The URL of the Lecture Video

https://www.youtube.com/watch?v=h2C68gLY7uk

Transcript of the Lecture Video

Merhaba arkadaslar. Yeni bir Tirkce ters yiliz dersinde birlikteyiz. Bugunki konumuz

yeterlilik. Ancak, baslamadan 6nce, litfen ¢calisma kagidinizi alin, 1. ve 2. bélimleri tamamlayin, bu
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videoyu burada durdurun ve bitirdikten sonra, alistirmalari bitirdikten sonra tekrar videoyu
oynatip dinlemeye, izlemeye 6grenmeye, devam edin. Az 6nce sarkkida, ¢alisma kagidinizda
baglantisi olan sarkida bazi sesler, bazi kelimeler tekrar ediyordu. Ripetere. Neydi bunlar? En sik
tekrar eden aslinda olabilirim diyordu siirekli bir sekilde. Peki bu tekrar eden s6z ya da ek,
asagidakilerden hangisinde var? Kayak yapabilirim, kayak yapamam. Peki, bunlar ne anlama
geliyorlar sizce? ilk resimde dagda kayak yapan bir adam goriiyoruz, diger resimde ise bu adam
dismis. Gelin birlikte inceleyelim ne anlama geldigini. Yeterlilik yani —ebil. Tirk¢e konusabilirim.
Se una persona mi dice, Tlrkce konusabilirim, cosa posso capire? Tirkce anlayabilirim. Sesin ¢ok
glzel, sarki sdyleyebilirsin. Kopegim emirleri anlayabilir ve uygulayabilir. Applicare. Dedem ¢ok
becerikliydi. Yemek yapabilirdi. Aferin ona. Qui doveva essere size. Aferin size, sinavi
gecebilmigsiniz. Peki simdi anlamlarina bakalim. Tlrkge konusabilirim. Eger bir kisi bana Tirkge
konusabilirim derse, ben ne anlarim? Nilay Tiirkce konusabilir. Nilay ingilizce’de konusabilir. Ama
Angela? italyanca konusabilir, biraz Tiirkge konusabilir. Evet aslinda potere fiilinden bahsediyoruz
ve Tirkcede come vedete, abbiamo in effetti konusmak, anlamak, séylemek etc. e poi questo
suffisso che assomiglia ad un verbo, un’altro verbo che € bilmek, sapere. In effetti in Turco quando
parliamo del potere noi diciamo letteralmente saper fare. Quindi Tlrkce konusabilirim vuoldire, io
posso parlare in Turco. E mi fa capire che io so a parlare il Turco. Bunu diger butin 6rnekler igin
ayni anlamda kullanabiliriz. Mesela burada bir tane gegmis zamanli bir 6rnek yazdim. Yapabilirdim.
L'aoristo piu passato che abbiamo fatto una volta se vi ricordate lo scorso anno. Dedem ¢ok
becerikliydi. Yemek yapabilirdi. Il mio nonno era molto bravo, yemek yapabilirdi quindi in passato,
riuscivo a fare, poteva fare, letteralmente, in Turco yemek yapmak vuoldire cucinare quindi poteva
cucinare, riusciva a cucinare buono il senso possiamo dire. Ogleden sonra size gelebilirim.
Yapabilirdi, gecebilmissiniz etc. Quindi kural siz soyleyin. Come funziona questo suffisso quindi?
Aynen Oyle, gel, yap geg, getir, calis arkasindan hemen eki ekliyoruz; -ebilmek ya da —abilmek ekini
daha sonra zaman passato, presente, futuro qualsiasi tempo che abbiamo imparato e piu sahis
zamirleri, daha dogrusu, sahis ekleri ki bunlar da zamana bagliklar. Peki olumsuz ve soruyu nasil
yapabiliriz? Nasil olabilir? Onlar da ¢ok kolay. Normalde —ebil, -abil diye olumlu yani positivo
yaptigimiz cimlelerin yliklemlerinde —eme —ama kullaniyoruz. Gelebilirim, posso venire; gelemem
non posso venire. Alamayiz, non possiamo prendere; gecememissiniz, non siete riusciti a passare
I'esame per esempio, gibi. Su sarkiyi dinlemenizi tavsiye ediyorum. Bu sarkiyi Celik soyliiyor ve

sevemem kelimesini ¢ok fazla tekrarliyor, sevemem vyiklemini cok fazla tekrarliyor. Bence
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ogrenmek icin iyi bir adim olabilir. Burada dikkat etmemiz gereken quindi dobbiamo fare
I’attenzione al genis zaman l'aoristo, 2. ve 3. sahis ekleriyle ¢ekimler. Abbiamo detto di usare —
eme, -ama. Perd quando parliamo del 2° e 3° suffisi personali dobbiamo usare —emez, -amaz per il
negativo. Giremezsiniz, non potete entrare o non pud entrare possiamo tradurre cosi in Italiano
anche; yiyemezsin, non puoi mangiare; kalamazlar, yapamazdi, yapamazmis gibi. Simdi litfen
videoyu durdurun ve cgalisma kagidinin 3. bolimini tamamlayin. Daha sonra videoyu tekrar
oynatip 6grenmeye devam edin. Peki soru yapsak? Evet ve hayir sorularindan bahsedersek, mi, mi,
mu, mi kullaniyoruz Tirkcede, come sapete ormai. Konusabiliyor mu? Konusabildi mi?
Konusabilecek mi?Konusabilmis mi? Konusabilir mi? Bunlarin hepsine cevap olarak ya evet ya da
hayir diyebiliyoruz. Come vedete, la desinenza e per la terza persona singolare qui. Quindi se
facciamo per ben, konusabiliyor muyum? Konusabildim mi? Konusabilecek miyim? Konusabilmis
miyim? Konusabilir miyim? Come sempre modifichiamo solamente il verbo poi applichiamo tutto
qguello che abbiamo imparato fin ora (i tempi). Devam edelim. Simdi lUtfen tekrar videoyu
durdurun ve galisma kagidinin 4. béliminid tamamlayin. Daha sonra videoyu tekrar oynatip
ogrenmeye devam edin. Peki, potere. —ebilmek, Tirk¢ede hangi anlamlara gelir. Litfen bu
kelimelerin anlamlarini evde bulmaya calisin. Yeterlilik ne demek? Mesela keman ¢alabilirler, gitar
calabilirim. Quindi cosa vuldire yeterlilik? Evet aynen dyle, yeterlilik aslinda bir abilita. Yani bir
beceri. izin verme. Ders bitti cikabilirsiniz.  Peki buradaki anlami ne? Dare il permesso.
Cikabilirsiniz, potete uscire. Ya da isteme icin kullanabiliriz. isteme? Richiedere. Mesgul miisiiniiz?
Girebilir miyim? E’ impegnata? Posso entrare? Tahmin, olasiik ya da ihtimal diye de
adlandirabiliriz. Uzgiin olabilir, una probabilita per esempio. Parleremo di questo tahmin dopo.
Emir,rica, istek, 6neri. Mesela, adinizi sdyleyebilir misiniz? Mi pud dire il suo nome? Gibi. Ya da
istek disi gergeklesen olaylar igin kullanabiliriz. Quando succede qualcosa contro la nostra volonta.
Tipo, ¢ok ugrasti, cok calisti ama sinavi kazanamadi. Ha studiato molto ma non ha passato I'esame.
Burada kisa bir diyalog var. Litfen cumlelerdeki yeterlilik, -ebilmek ya da olumsuz —eme
kullandigimiz kelimelerin, yiklemlerin climlelere ne anlam verdigini bulmaya calisin. Cercate
dicapire che senso danno alle frasi questi predicati. Metin: Alo? Merhaba Sevgi, Diin derse
gelemedim. Bugiin ders notlarini bana getirebilir misin? Alo! Merhaba Metin, tabii. Neden
gelemedin peki? Kendimi iyi hissetmedim. Grip olabilir. Hoca konuyu bitirdi mi? Gegcmis olsun.
Hayir, bitiremedi. Peki bugilin nasilsin? Derse gelebilecek misin? Sanirim. Dersten 6nce bulusabilir

miyiz? Boylece fotokopi cektirebilirim. Tamam. Umarim erken gelebilirim. Gorlslirtiz. Soyledigim
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gibi, latfen anlamlarini bulmaya calisiniz. Derste tartisacagiz. Qui doveva essere un’altra pagina
degli esercitazioni. Per piacere scaricate la presentazione dal nostro sito, fate gli esercizi e potete
trovare anche le risposte. Parleremo di nuovo durante la lezione. Ve simdi devam edelim. Bazi
baglaclar. Baglaglar. Biz neleri 6grendik mesela? Ve, ama, fakat, bu ylzden, ile. Peki neden
baglaglara ihtiyag duyariz? Aslinda biz baglaglarla fikirlerimiz arasinda sebep, sonug, zitlik, ek bilgi
gibi baglar kurariz. Sebep sonu¢ mesela ¢linki; zithk, ama, fakat; ek bilgi, dahasi, de, ek olarak.
Oggi invece aggiungiamo altri quattro bagla¢. Avevamo gia visto quelli che danno l'informazione
aggiuntive alle frase. Ve, de, bir de... bunlari zaten 8grenmistik. Oyleyse bunlar da dgrenelim
bugiin. Dahasi. Politikacilarin ¢ogu yalancidir, dahasi bunu yapmaktan utanmazlar. Per favore,
cercate di capire il significato della frase prima della lezione. Poi la discutiamo durante la lezione.
Siccome stiamo parlando di ek bilgi, quelli che impareremo saranno sempre per aggiungere piu
I'informazione. Dahasi quindi possiamo dire inoltre. Bunun (bunlarin) yanisira. incir Akdeniz
ulkeleri icin ¢cok degerlidir. Sagliklidir, enerji verir ve bunlarin yanisira kilo aldirmaz. Ayrica. Param
yok ayrica bir iste de calismiyorum. Hatta. Derse gittim, hatta not aldim. Litfen internetten ayrica,

hatta, dahasi gibi baglaclarla 6rnekler bulunuz. Derste goriisiriiz, son bir hatirlatma.

Week 7

The URL of the Lecture Video

https://www.youtube.com/watch?v=9qku8IZEtbg

Transcript of the Lecture Video

Merhaba arkadaslar. Yeni bir ters yiz Tirkce dersinde birlikteyiz. Buglinkii konumuz, sifat
cliimlecikleri. Bunlari aslinda yan ciimle gesitleri altinda isleyecegiz. Biz bugiin —en ve —dik olan iki
tane sifat ciimlecigine bakacagiz, daha sonra —acak ve —mis isleyecegiz. Simdi litfen videoyu
burada durdurun, calisma kagidinizdan A boliminid tamamlayin. Daha sonra videoyu tekrar
oynatip devam edin. Resimde bir tane kadin goriyoruz. Bu kadini nasil tanimlayabiliriz? Bence

mesela siyah sacli, beyaz kazakli, siyah gozI(. Peki, glizel. Burada da iki tane kadin var. Peki bunlari
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nasil tanimlayabiliriz? Diger kadin da siyah sacli ve beyaz kazakli. Peki biz bu kadinlari nasil
birbirinden ayirabiliriz? Biz onlarin ne yaptiklarina bakabiliriz. Bu iki kadin ne yapiyor? Birinci
kadin, Ustteki kadin glliiyor, alttaki kadin kahve iciyor mesela. Biz bunlari detaylar olarak
kullanabiliriz Turkgede. Yani, fiili sifat haline, fiilimsi haline getirebiliriz. Yani glilen kadin. Kahve
icen kadin gibi. Letteralmente sarebbe la signora che ride. La signora che beve il caffé. Quindi
aggiungiamo semplicemente piu dettagli. Detay. Peki. Fincani nasil anlatirsiniz? Beyaz, kulplu,
resimsiz. Peki ya simdi? Burada iki tane beyaz, kulplu, resimsiz fincan var. iste burada daha fazla
detay vermek icin bu fincanlar icin mesela hangi fiilden etkilendiklerine bakabiliriz. Mesela, kadinin
elinde tuttugu fincan. Ya da kahve ictigi fincan diyebiliriz. BOylece la tazza che la signora tiene in
mano. Ayni kurali kahve ictigi fincan icin de kullanabiliriz. Yani aslinda sifat climleleriyle, séyle
hepsini acayim boylece daha iyi olacaktir. Mesela bir 6rnek climle. Cocuk gilleri kadina verdi. Il
predicato e verdi. Usando questo verbo noi possiamo creare degli aggettivi in Turco. Uno con —en
I'altro invece con —dik forma. Vediamo come possiamo fare adesso. Ozne olarak kullanmak
istiyorsak, yani gtlleri kadina veren ¢ocuk. Quando cerchiamo di definire il soggetto noi usiamo —
en, -an. La bambina, la ragazza che ha dato le rose alla signora. Invece se vogliamo riferire agli
oggetti, che sono nesne, e in questo caso sono le rose; cocugun kadina verdigi giiller. Le rose che la
bambina ha dato alla signora. Nello stesso modo possiamo definire anche la signora. Cocugun
gllleri verdigi kadin. Mesela; 6gretmen dilekceyi midiire verdi. Dikelce? Dilekce ne demek?
Bulunuz. Dilekceyi miidiire veren 6gretmen. Burada 6gretmeni tanimliyoruz. Quale insegnante?
L'insegnante che ha dato, veren in questo caso. Ogretmen dilekceyi midiire verdi. Cerchiamo di
definire dilekce. Quale dilekgce? Ogretmenin miidiire verdigi dilekce. Ayni sekilde mudiri de
tanimlayabiliriz. Ornek 1. Giuseppe diin bir kitap aldi. Eger Giuseppe’yi tanimlamak istiyorsam ne
kullanabilirim? Evet, almak fiilini yani ylklemimizi kullanabilirim. Dln bir kitap alan Giuseppe.
Nesneyi yani kitabi tanimlamak istersem yine almak fiilinden yararlanabilirim ama —an, —en ile
degil, -dik,- dik ile. Giuseppe’nin diin aldigi kitap. italya’ya her yil turist gelir. italya’ya her yil gelen
turist. Her yil turistin geldigi italya. Simdi buraya kadar sadece —en ve —dik eklerini gérmiis olduk,
fiilimsi eklerini, sifat fiil eklerini. —dik nasil ¢alisiyor biraz ona bakalim. Geldigi gordugiiniiz gibi
burada bir possessive, hep ayni, hi¢ degismeyen kurali var. Ozneyi belirtmek icin iyelik ekini
kullaniyoruz. Ve 6zne eger 3. tekil ya da 3. ¢cogul sahis ise genitive ekini aliyor. Turistin geldigi. Peki
su durumda eger bu ciimlede turist degil de ben olsaydim nasil olurdu? Her yil benim geldigim

italya olurdu. Bunu daha da fazla érnekle sinifta inceleyecegiz. Simdiki zamanla olan bir de 3.
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ornege bakalim. Radyo saatlerdir calisyor. Saatlerdir ¢alan radio. Quale radio? Non dimenticate
che stiamo facendo degli aggettivi. Calan radio. Nesne var mi bu climlede peki? Hayir. Yok. Suna
bakalim, sunucu giinlerdir secimlerden bahsediyor. Secim, I'elezione. Nesneyi tanimlamak istersek
nasil soyleyebiliriz? Sunucunun ginlerdir konustugu secimler diyebiliriz. L'elezione, quale?
Gunlerdir konustugu secimler. Sunucunun konustugu. Bu érnekleri bir de siz deneyin bakalim. Diin
bir yoldan gectim. Hangi yoldan gectin? Biraz daha detay verebiliriz mesela bununla ilgili. Ne
dersiniz? Diin gectigim yol cok agacliydi. Peki suna bakalim. Ogrenciler Giampiero hocanin sinavina
girdiler. Yuksek not aldilar. Giampiero hocanin sinavina giren 6grenciler. Quali studenti? Sinava
giren ogrenciler. O kofteleri yemedim. inanilmaz lezzetliydiler. Lezzetli olan ne? Koéfteler. O
yemedigin kofteler. Burada climle ben ile oldugu icin, sen kullanmayi tercih ettim ben yemedigin
kisminda, 6zne olarak. Simdi litfen videoyu durdurun ve g¢alisma kagidindan B bolimindn 4.
alistirmasini yapin. Daha sonra tekrar videoya devam edin. Simdi size bazi atasozlerini verecegim
Tirkcede. Utfen bunlarin anlamlarini arastirin ve hangi durumlarda soyliiyoruz arastirin. Deniz
disen yilana sarilir. Actkan doymam sanir. Anlayana sivrisinek saz, anlamayana davul zurna az.
Simdi —dik, -dik yapisini gérdtglimuze gore, bir de -digi i¢in yapisini da ekleyebiliriz bence bu derse.
Neden telefona cevap vermedin? Neden ispanak yemiyorsun? Ben buraya bir slirli neden ciimlesi,
sorusu yazdim sizin icin. Neden telefona cevap vermedin? Neden ispanak yemiyorsun? Neden
disari ¢tkmiyoruz? Neden bu kadar ¢ok mail birikmis? Neden, neden? Biz bugune kadar bunlara
hep ¢linki ile cevap verdik ama Tirkcede baska bir yol daha var. Bu da —dik, -dik ile yapilan bir
yapl. Nasil yani? Soyle. Neden telefona cevap vermedin? Cilinkii duymadim. Fin ora abbiamo
risposto sempre cosi. Clnkii sevmiyorum. Cunkii saat ge¢ oldu ya da clnki glinlerdir
okumuyorsun. Da ora in poi invece possiamo rispondere con questo —dik, -dik forma invece di
clinkii. Neden telefona cevap vermedin? Perché non hai risposto al telefono? Telefonu
duymadigim icin cevap vermedim. Prima dicevamo perché non I’ho sentito, e invece lo stesso
significato si puo dare con la —dik forma. Duyma & il negativo, rendiamo sempre il verbo negativo e
poi aggiungiamo o il modo o il tempo etc. Duymadigim icin; e —im mi fa capire chi fa I'azione. |l
possessivo. Neden ispanak yemiyorsun? Invece di dire ¢iinkli sevmiyorum, i1spanak sevmedigim
icin yemiyorum. Saat gec¢ oldugu icin disari ¢itkmiyoruz ya da glinlerdir okumadigin icin bu kadar
cok mailin birikmis, gibi. Evet, aslinda kural 6zneyi iyelik ekiyle belirtiyoruz, -dik, -dik ike hep 6yle

yaptik zaten. Cimleler ise genis ve ge¢cmis zamanda olabilirler. Peki gelecek zaman? Onu daha
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sonra gorecegiz. Simdi lUtfen, videotu tekrar durdurun ve calisma kagidinin bolim B 5. alistirmasini

yapin. Sonra tekrar videoyu oynatin. Derse katildiginiz icin tesekkiir ederim. Sinifta gorusuriz.

Week 8

The URL of the Lecture Video

https://www.youtube.com/watch?v=GtBaOpfl2WA

Transcript of the Lecture Video

Merhaba arkadaslar. Yeni bir ters ylz Tiirkce sinifinda birlikteyiz. Bugtinkii konumuz edilgen
cati. Latfen simdi bu videoyu durdurun ve ¢alisma kagidinin A bolimiini tamamlayin. Daha sonra
videoyu tekrar calistirin, oynatin ve izlemeye devam edin. Sizce bu isaret ne demek? Nerede
kullanihr? Bu aslinda izinsiz girilmez, non si entra senza il permesso, letteralmente, diyebiliriz.
Dikkat! Bonesiz giriime. Bu isaret nerede olabilir? Havuzlarda olabilir mesela. Mesela havuza
bonesiz girilmez diye bir isaret olabilir. Non si entra letteralmente riferisce ad entrare nell’acqua,
nella piscina. Dikkat park etmeyniz ve park yapilmaz. Tlrkcede her ikisi de park edilmemesi igin
kullanilabilir. Biz aslinda sol taraftaki isareti daha dnce gormustiik. Park etmeyiniz bir emir. Non
parcheggiate. Sag taraftaki ise edilgen bir yapi. Non si parcheggia diyebiliriz. Bu da Tirkiye’deki bir
gazeteden alinmis bir fotografttir. Tiurkiye’nin cesitli illerindeki merdivenler boyandi. Simdi bu
fotograf Uzerinde biraz konusalim. Biz neden edilgen kullaniniz Tirkcede? Cok kisa aciklamaya
calisayim. Ne zamanki bir olay, bir aktivite yapan kisiden daha dnemli, o zaman edilgen kullaniriz.
Su durumda benim icin 6nemli olan bu fotograflarda gordiiglinliz merdivenlerin boyanmasi.
Bunlari yapan kisiler nemli degiller benim icin. Daha ¢cok yapilan is 6nemli. Boyanma 6nemli. Yani
il passivo. Damsiz girilmez. Bu Tirkiye’de bir barin kapisinda ¢ekilmis bir fotograf. Yukarida
goreceginiz siteden aldim. Bunu aciklamayacagim tek tek. Litfen evde bar baglaminda, contesto,
disunerek litfen anlamaya calisin. Ne demek bu ciimleler? Damsiz girilmez, bir arkadasa bakilmaz,
bir bira icip ¢ikilmaz, soyle bir iceri bakilmaz, israr da edilmez. Bir inceleyin, arastirin bakalim. Ora

andiamo a vedere un po’ come si forma il passivo in Turco. Come sempre abbiamo dei suffissi e
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abbiamo tre categorie. La prima & —n, la seconda € —il e la terza € —in. —n alan birinci grup; yikamak,
beklemek, harcamak, uygulamak. —il alan ikinci grup; ¢6zmek, agmak, vurmak, bozmak. —in alan
Uclincl grup; bulmak, bilmek, kalmak, silmek, calmak, almak. Peki sizce kural ne? Evet aslinda sesli
harfle biten fiil kokleri —n ahliyorlar. Yikamak, yikanmak, beklemek, beklenmek gibi. Sessiz harf ile
bitenler ise —il aliyorlar. Cozilmek, acilmak, vurulmak, bozulmak gibi. Eger sessiz harf ‘I’ ise bulmak,
bilmek, kalmak gibi, -in ekliyoruz. Bulmak, bulunmak, bilmek, bilinmek, kalmak, kalinmak gibi.
Burada tekrar bitlin fiillerin gekimlerini goreblirsiniz. Simdi birka¢ érnege bakalim. Adam bulasik
yikiyor, kadin yemek pisiriyor. Biz hep bdyle hep etken ¢ati ile konustuk aslinda. C'era sempre il
soggetto che faceva delle azioni. Da ora in poi, magari possiamo scegliere di usare edilgen per far
capire che l'azione & pil importante del soggetto che la fa. Mesela, bulasik yikandi ve yemek
pisirildi mi fa capire che e importante che sono stati lavati i piatti sporchi. Bulasik yikandi. Non
importa chi I’"ha fatto pero I'azione ¢ stata fatto alla fine. Ed € importante questo. Yemek pisirildi.
La stessa cosa, € importante che, in questo caso, € stato cucinato il cibo, gibi yemek pisirildi. Ama
bazi durumlarda 6zneyi de belirtmemiz gerekebilir. Peki bunu nasil yapabilriz? ingilizcede ‘by’
italyancada ‘da parte’ icin kullanabilecegimiz Tiirkcede tarafindan ve bir de-ce diye bir ekimiz var.
Tarafindan ‘da parte’yi cok glizel karsiliyor aslinda. Adam bulasik yikadi, bulasik yikandi, bulasik
adam tarafindan yikandi. Da parte dell’'uomo. Hirsiz ¢ giin takip edildi ve sonunda polis tarafindan
yakalandi. Toplanan para, belediye tarafindan fakirlere dagitildi. Dagitmak? Distribuire. Dagitildi, &
stato distribuito. E vedete dove troviamo tarafindan sempre. 3 soru. Deneyin bakalim. Dinki
yemek bitirdiniz mi? Bitirildi mi? Ne dersiniz? Liutfen burada videoyu durdurup cevaplamaya
¢alisin. Daha sonra cevaplarini goreceksiniz. Cevaplar soyle olmal. Dinki yemek bitirildi mi? Bu
film 6nceden izlendi ve yemege et suyunu ekledi. Peki neden? Cilink, aslinda Tirkcede 6zneler
hicbir zaman ek almazlar. Diinkii yemek bitirildi mi? Yemekte gordiginlz gibi, -i hal eki,
I'accusativo, yok. Yani bu burumda bir 6zne. E’ stato finito? Eger —i hal ekini getirirsek, bu zaten
direkt olarak bir climlenin, nesnesi, belirli nesne hatta haline geliyor. Bu ylizden edilgen
kullanamiyoruz. Bu film 6nceden izlendi. Questo flm e stato guardato prima. Bu filmi 6nceden
izlediler. Hanno visto/guardato questo film prima. Yemege et suyunu ekledi. Lui/lei ha aggiunto il
brodo. Yemege et suyu eklendi. Invece in questo caso, il brodo ¢ stato aggiunto. Quindi attenzione
a —i hal eki. Burada kisa bir diyalog var yine. Cok otantik bir diyalog. Bir kari koca arasinda gegiyor.

Tarafindan ve —ce’yi gérecegiz burada yine. Yakup ve Yasemin bir restorandalar ve yemek yemisler.

Simdi hesap o6deyecekler. Pagare il conto. Yemek ¢ok glizeldi. Kalkalim mi artik? Evet, gercekten
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dyleydi. Olur canim, kalkalim. Hesabi ister misin? istedim bile. Ama yanimda sadece kredi kartim
var. Umarim sorun ¢ikmaz. Bekle, gantamda bozuk para olmali. Ne demek! Hesabi erkekler éder.
Hesap benim tarafimdan 6denecek. Ayip ediyorsun. Litfen bu Yakup’un son climlesini evde iyice
anlamaya c¢alisin. Sonra zaten birlikte sinifta isleyecegiz. 2 oOrnek daha, tarafindan
kullanabilecegimiz. Sunum, onlarin tarafindan yapilacak. Bu dersler sizin tarafinizdan onaylanmis.
Che cosa cambia tra di loro? Perché non é piu tarafindan ma tarafinizdan? Aslinda hep yaptigimiz
sey. Onlarin , sizin. Yani iyelik degisiyor. Bu ylzden tarafiniz sizin gonderi yaparken, tarafindan
onlara gonderi yapiyor. Burada da vardi ayni sey. Benim tarafimdan diyoruz. Peki tarafindan bu isi
gorliyorsa, -ce ne isimize yariyor? —ce aslinda 6zne eger bir grup, bir topluluksa o zaman
kullandigimiz bir ek. Yani hirsiz polislerce yakalandi diyoruz. Bu durumda ben anliyorum ki polisler
bir grup, kalabalik bir grup. Bu son c¢alisma, isvecli bilim adamlarinca yiritiildi. Yani tarafindan
yerine. Tarafindan daha c¢ok bir kisiyle kullaniliyor. Gruptan bahsediyorsak da —ce, -ca kullaniyoruz.
Mesela, sarki yarismasindaki oylar izleyicilerce verildi. Dinki rapor sirketin yonetim kurulunca
hazirlandi. Yonetim kurulu ne demek? Bunu da arastirin. Ve tabii ki dogru aslinda. Hirsiz polislerce
yakalandi ve hirsiz polisler tarafindan yakalandi Turkcede her ikisi de kabul edilir, kabul edilebilir.
Genellikle tarafindan kullanilir ancak dedigim gibi gruptan bahsediyorsak —ce, -ca tekil ise daha ¢ok
tarafindan kullanmayi tercih ediyoruz Tirkgede. Biitlin 6rneklerde gorebilirsiniz. Hepsi dogrudur,
hepsi kabul edilebilir. Litfen simdi videoyu ddurdurun, calisma kagidindan bolim B'yi inceleyin,
oradaki alistirmalari yapin ve tekrar videoyu calistirin, oynatin. Son olarak. Bazen katmerli
dedigimiz, iki edilgen ek alan fiiller var. Ben buraya en yaygin, commune, olanlari yazdim. isterseniz
kitabinizdan da bir listesi var ona bakabilirsiniz. Demek, dire. Denmek diyebilirsiniz ya da denilmek.
Accettabili tutti due quindi scegliete quello che volete usare. Yemek mesela, en sik kullanilanlardan
bir tanesi. Yenmek ve yenilme gibi kullanilabiliyor. Liitfen su alistirmalari videoyu durdurup yapin.
Daha sonra zaten cevaplarini goreceksiniz. Bunlar da cevaplari kontrol ediniz litfen cevaplarinizi.
Ve tabii derste gorislriz burada bitiriyoruz bu dersi de. Bos zamanlarinizda su iki sarkiyi
dinlerseniz de size yardimci olur, 6grenmeye yardimci olur edilgeni. Biraz nostalji yapabilirsiniz

Ajda Pekkan dinleyeek ya da biraz depresyona girebilirsiniz Goksel dinleyerek. Gérlismek lizere.
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