TGN e e T T TR TR

1 33388

THE IMPACT OF THE EUROPEAN LANGUAGE PORTFOLIO ON THE
LEARNER AUTONOMY OF TURKISH PRIMARY SCHOOL STUDENTS

flknur PEKKANLI EGEL

Doktora Tezi
Ingiliz Dili Egitimi Anabilim Dah

Damisman: Prof.Dr. Giil DURMUSOGLU KOSE

Eskisehir
Anadolu Universitesi Sosyal Bilimler Enstitiisii

Kasum 2003




THE IMPACT OF THE
EUROPEAN LANGUAGE
PORTFOLIO ON THE LEARNER
AUTONOMY OF TURKISH
PRIMARY SCHOOL STUDENTS

ilknur PEKKANLI EGEL
(Doktora Tezi)

Eskisehir - 2003 Anadolu Unive
fierkez Kitiic




DOKTORA TEZ OZU

THE IMPACT OF THE EUROPEAN LANGUAGE PORTFOLIO ON THE
LEARNER AUTONOMY OF TURKISH PRIMARY SCHOOL STUDENTS

. Ilknur PEKKANLI EGEL
_Ingiliz Dili Egitim Anabilim Dah
Anadolu Universitesi Sosyal Bilimler Enstitiisii, Ekim, 2003
Danigman: Prof. Dr. Giil DURMUSOGLU KOSE

Tﬁrkiye’dei Milli Egitim Bakanhf: tarafindan 2001 yihinda Avrupa Dil Gelisim
Dosyasi Ozel ihtisas Komisyonu kuruldu. Bu komisyon, on bes yagim agmis &3renciler
icin bir Avrupa Dil Gelisim Dosyas: gelistirdi ve bu Avrupa Dil Geligsim Dosyas: pilot
liselerde halen uygulanmaktadir.

Onemi ve gerekliligi sadece bilim alaninda degil, milletimizin hemen her kesiminde
biliniyor olmasina ragmen, iilkemizdeki “yabanc: dil 6grenimi” konusu hala sorunfudur.
Sadece mevcut yabanci dil 6gretiminin degil, yabanci dil Ggretimine yonelik yeni
projelerin de alt siuflara gekilmesi ve bir an dnce uygulamaya gegirilmesi gerekliligi
derinden hissedilmektedir. Durum bdyle iken, “Pilot liselerde uygulanmaya baslanan
Avrupa Dil Gelisim Dosyast daba alt smflarda da uygulanamaz miydi?” sorusundan yola
¢ikarak ve pedagoji biliminin, “Dil egitimine erken yaslarda baslanmali” ilkesini ele alarak
boylesi bir ¢alismaya adm atildi.

Bu cahgmamn amact Tiirk ilkSgretim okulu &grencilerine yonelik Avrupa Dil
Gelisim Dosyasi gelistirmek ve bu dosyanm ilkdgretim okullarindaki Ingilizce derslerinde
uygulanmas: sonucu Avrupa Dil Gelisim Dosyasx’nin Ogrenen Ozerkligine etkisini
aragtirmaktir.

Cahsmaya iki okul secerek baslandi Okullar arasindaki yabanci dil egitim
farkhliklarmm dogurabilecegi bilimsel veri yanilgilarmin Oniine gecebilmek icin okul
seciminde hem ©zel okullara hem de devlet okullarma yer vermenin uygun olacad
diistiniildii. Bu diisinceden hareketle devlet okullarmdan Dilek Ozer ilkégretim Okulu ile
6zel okullardan Ozel ilkbahar ik&gretim Okulu belirlendi.
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Belirlenen okullarm 4. ve 5. siuflarindan biri deney, digeri ise kontrol grubu olmak
tizere ikiser grup olugtufuldu. Bu gruplar i¢in Fransa’da gocuklarda uygulanan bir Avrupa
Dil Gelisim Dosyas: esas alind1 ve Tiirk ¢ocuklarma uygun bir  Avrupa Dil Geligim
Dosyasi hazirlandi. On iki hafta siiren uygulama ¢ahigmasmin Sncesinde ve sonrasmda
gruplart olusturan denekler iizerinde Ogrenen Ozerkligi Anketi uygulandi. Uygulama
sonunda, Avrupa Dil Gelisim Dosyasi’nin devlet okulunda 3renen 6zerkligine ulasmada
daha etkin oldugu goriildii. =~ Ayrica, Avrupa Dil Gelisim Dosyasi uygulamasiun
baslarmda, ortasmda ve sonunda olmak iizere Avrupa Konseyi’nin “Learner Anchor
Questions” (Standart Ogrenen Anketi) uygulandi. Bu anketlerde gogunlugun Avrupa Dil
Gelisim Dosyast’min kullamimmi olumlu kargiladig: tespit edildi.

Bu ¢alismann bulgulari, Avrupa Dil Gelisim Dosyasr’nn yabanct dil 6grenimi igin
onemli bir yenilik oldugunu gostermektedir ¢iinkii Avrupa Dil Gelisim Dosyas1 ilkdgretim
ogrencilerinin 6grenen ozerkligini gelistirmeye etkisi olan bir aragtir. Ogrenen ozerkligi

ise yasam boyu 6grenmenin anahtandir.
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ABSTRACT

In Turkey, the Ministry of Turkish National Education formed a European
Language Portfolio expertise commission in the year 2001. This commission designed a
European Language Portfolio model for learners over the age of fifteen and is piloting
this model in selected high schools.

The teaching of foreign languages within formal education is still a problematic
issue in Turkey. Therefore, the necessity of innovative projects concerning the
development of language teaching and the implementation of these projects especially
within the lower grades of formal education is deeply perceived. As to this situation, the
present study originates from the question, “Couldn’t it have also been possible to
implement the European Language Portfolio, which is being piloted in selected high
schools, in the lower grades of formal education?’ and the consideration of the

pedagogical principle that children should be taught foreign languages at younger ages.

The main focus of the present study is the development and implementation of a
European Language Portfolio junior model for Turkish primary school students and to
investigate the impact of the European Language Portfolio on the learner autonomy of
these students.

The study began with the selection of two primary schools. It was found
appropriate to select one private and one state primary school so as to overcome the
differences relating to the foreign language instruction within the schools. Therefore,
Dilek Ozer Primary State School and Ilkbahar Private Primary School were selected.

One being the experimental -group and the other being the control group, two
groups were formed in each of the Grades 4 and 5 of the schools selected. A junior model
of the European Language Portfolio suitable for Turkish students was adapted from the
French junior model and implemented for twelve weeks. A Learner Autonomy
Questionnaire was distributed to the participating groups before and after experimental
treatment. After the period of experimentation, it was found that the European Language
Portfolio was most influential in enhancing the learner autonomy of the students’ in the
state school. Also, three sets of “Learner Anchor Questions™ designed by the Council of




Europe were administered at the beginning, middle and end of the period of European
Language Portfolio implementation.

‘The findings of the study illustrate that the European Language Portfolio is an
important innovation in foreign language learning because it is a tool that assists primary

school students in developing learner autonomy, a key to life-long learning.
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CHAPTER 1 INTRODUCTION

1.1 Introduction
The main focus of this study is the implementation of a junior model of the
European Language Portfolio (ELP), whereby the issue of the ELP’s impact on learner
autonomy is of particular importance. The study examines the use of the ELP as a
pedagogical instrument for foreign language learning in Grades 4 and 5 of primary
schools. The learner autonomy of grade 4 and 5 students learning English as a foreign
language in a teacher-centred environment will be compared to that of students taught
English as a foreign language through an ELP-oriented treatment within a teacher-
centred environment. Concern for research in this area stems from the fact that “All the
member states of the Council of Europe will have developed and implemented their
own portfolios in their educational system in the 2004 and 2005 academic years”
(Demirel, 2002a, p.119). After this period it is planned for a widespread ELP
implementation in all of the Council of Europe member countries. Also, various piloting
projedt reports have claimed that the ELP has facilitated and developed learner
autonomy. Turkey, being a member of the Council of Europe, takes part in the piloting
phase of the ELP. The Ministry of Turkish National Education has found it suitable to
pilot the ELP in 14 selected high schools in Ankara and 10 selected high schools in
Antalya (Demirel, 2002b). My interest is to investigate whether ELP implementations in
primary school contribute to the fostering of the learner autonomy of children.
The background and significance of the study are primarily stated in the present
chapter. Definitions and abbreviations of the relevant terminology are also presented at

the end of this chapter.

1.2 Background to the Situation

In this section, the background of the situation where the present study takes place
is described in order to provide the relevant information for understanding the possible
limitations of the study. In this respect, foreign language education in Turkish primary
schools, the ELP, the piloting of ELP junior models, and the ELP in Turkey are
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highlighted. This section also dwells upon the issues relating to the formation of the

ELP and also provides examples of the ELP implementation.

1.2.1 The Council of Europe and Foreign Language Education in Turkish

Primary Schools

The Council of Europe (CoE) was founded in 1949 and at present, it continues
as an intergovernmental organisation with 48 member states, all of which are in the
continent of Europe. Demirel (2003b) states that Turkey was a founding member of this
organization and has actively taken part in its initiatives to date. According to Demirel
(Ibid)‘ Turkey has enjoyed close relations with the Modern Languages Section
of the CoE since the 1970’s and during these years the Ministry of Turkish National
Education reformed foreign language curricula and started to prepare new textbooks
under the auspices of the CoE.

However, UNESCO and The Council of Europe have been to a large extent a
European initiative in the wave of teaching children foreign languages in the second
half of the 20® Century. Despite the facts that Turkey was one of the signatories
includec'l. in the first twenty Founding Member States ratifying the Constitution of
UNESCO, which came into force on 4 November 1946, and that Turkey has been a
member of The CoE for more than half a century, the early foreign language teaching
recommendations of these organizations were not recognized by Turkish governments
until the last decade. The issue of teaching children foreign languages in state primary
schools was not to emerge in Turkey until 1997, the year that witnessed a very
influential Reform Act in most aspects of education.

Changes of government and political leaders in a country are reflected across
many dimensions. In Turkey, one of these | dimensions. was the SSth Government’s
concern in the raising of educational standards. This resulted in the 1997 Minister of
Turkish National Education, Hikmet Ulugbay, to call for an education reform. This
reform resulied in compulsory education increasing from five years to eight years.
According to UNESCO’s Education for All Forum 2000 Assessment Program, this was
the first and foremost step of this reform.

The Education for All Forum launched the EFA 2000 Assessment program
through which 180 countries participated in the most in-depth assessment of basic




education since July 1998. Headed by a national EFA coordinator, national assessment
teams have prepared reports outlining the progress towards education for all. These
teams have also pinpointed shortcomings encountered since 1990, towards the goal of
education for all in their countries (Www.unesco.org).

In the EFA 2000 Assessment Turkish Country Report, it is noted that the
1996-2000 Five Year Plan reads, in its section on ‘Legal and Institutional
Arrangements’, that transition to eight year compulsory education is targeted. Also
included in the report is, “It was stressed in the 15™ National Education Council that our
country having achieved compulsory five-year basic education, the Basic National
Education Law No.1739 0f 1973 also stipulates inclusion of secondary school education
in the scope of compulsory education, thereby realizing transition to eight year
compulsory basic education”. As argued in the report, the first and most crucial item
of business in the arena of education executed by the 55" Government has been to lead
the way in legislating Act No: 4306 which made basic education compulsory for eight
years.

The educational program of the 55th Government, which provided guidelines for
the Ministry of Turkish National Education (M.NE), introduced teaching English as a
foreign language to primary state school students in Turkey. The 55th Government
embarked upon reform activity in the 1997-1998 academic year, within the national
education context. As a result of this reform, today’s contemporary education consists
of the following three fundamental steps: 1-basic education, 2-secondary and tertiary
education, and 3-continuous education.

The MNE has achieved a considerable distance in the reformation of the
physical infrastructure at all levels of education. In addition to basic education being
extended from five years to eight years, it also became compulsory for a Turkish
primary state school student to take English as a foreign language (EFL), from grade
four through grade eight. Before the Reform Act, English was not required until junior
secondary education. However, long before the Reform Act, private primary schools
were teaching English among other foreign languages.

Although the M.NE designs the EFL programs of primary state schools, private
primary schools are free to design their own programs provided that they are
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investigated and accepted by the Board of Education, one of the two main advisory
bodies of the M.NE.

In the year 1997, the period when Turkey was engaged in the promulgation of
the Education Reform Act, the CoE “on the occasion of the closing conference of the
CoE project “‘Language Learning for European Citizenship’, with delegates from 40
member countries decided to develop the European Language Portfolio alongside the
development of the Framework of Reference” (cited from the WebPages of
CERCLE/LeFoZeF —University of Fribourg). The underlying triggering factor for the
formation of the European Language Portfolio and the Framework of Reference can be
traced back to years 1989/1990 when working groups from the language course
provider Eurocentres (Zurich) and the Swiss association CILA (Commission
Interuniversitaire de Linguistique Appliquée) worked together to find solutions to the
problem: how can we understand what kind and what degree of language knowledge is
certified through a particular examination result, diploma or certificate? The following
year the CoE conducted a symposium in Ruschlikon, under the heading ‘Transparency
and Coherence in Language Learning in Europe: Objectives, Evaluation, and
Certification’ (Ibid). |

The final drafis of the European Language Portfolio were piloted in 15 European
countries and trans-national organizations between the years 1998 and 2000. After the
encouraging results of the ELP pilot project phase 1998-2000, Turkey also developed an
ELP model and at present is implementing this ELP model in selected piloting schools.

1.2.2 The European Language Portfolio

The European Language Portfolio (ELP) is a type of document that the CoE has
formed for those who are learning or have learned a language in formal or informal
settings to be able to record and reflect on their language learning and cultural
experiences. The ELP “is a personal tool for all Europeans to develop into plurilingual
and inter-culturally competent citizens” (Sharer, 2000). The CoE organised a piloting
scheme for different versions of ELP’s to be discussed in order to accommodate all ages
and specific users of foreign languages. The results of this scheme were found to be

positive and most of the European Union members were interested. Therefore in 2001,




the CoE officially launched the implementation of the ELP along with the dissemination
of the “European Year of Languages” (see Hirtzel, 2002).

The ELP consists of three parts: a Language Passport, Language Biography and
Dossier. Schneider and Lenz (2001) in their Guide for Developers of a European
Language Portfolio, affirm that all ELP versions should respect a basic division of the
ELP into the above-mentioned three parts. These parts, though, can serve the aims and
basic functions of the ELP in differing ways. Based on the information presented by the
website of the CoE (www.coe.int), the parts of the ELP can shortly be defined as:

The Language Passport: The language passport is described as an updateable
overview of one’s experience in and ability with different languages. This part of the
ELP records formal qualifications, diplomas, and self-assessments. The Language
Passport section of the document also provides an overview of the individual's
proficiency in different languages at a given point in time. This overview is defined in
terms of skills and the proficiency is defined according to the Common European

Framework of References for Languages. The owner of the ELP records her/his formal

qualifications and describes the language competencies as well as significant language

and intercultural learning experiences gained. This section also includes information on
partial and specific competence; it allows for self-assessment, teacher assessment and
assessment by educational institutions and examinations board. Information entered in
the Passport includes when, why, and by whom the assessment was carried out. A
standard presentation of a Language Passport for the ELP’s designed for adults is
promoted by the Council of Europe in order to facilitate pan-European recognition and

mobility (see Appendix A for the standard adult passport).

The Language Biography: In this co@omnt of the portfolio, a record of the
learner’s personal language learning history is kept. This is to help the learner evaluate
his learning objectives and reflect on his own language learning and inter-cultural
experiences. The Language Biography not only facilitates the learner's involvement in
planning, it also aims to encourage the learner to state what he can do in each language
and also include information on linguistic and cultural experiences ganed through
formal and informal educational contexts. This component of the ELP is organized to
promote plurilingualism, ic. the development of competencies in a number of

languages.




promote plurilingualism, i.e. the development of competencies in a number of

languages.

The Language Dossier: In this component of the portfolio, the learner is able to
collect pieces of his work and the language certificates that s/he owns. The reason for
this collection is to document and illustrate the skills, experiences, and achievements in
the language learning process. Here, the language learner has the opportunity to choose
the materials to document and illustrate the achievements or experiences that are
recorded in the Language Biography or Language Passport sections of his portfolio.

The functions of the ELP can be described as: a) the pedagogical function—it
aims to motivate learners by acknowledging their efforts to extend and diversify their
language skills at all levels; and b) the reporting function—where it aims to provide a
record of linguistic and cultural skills that the learner has acquired (Schneider & Lenz,
2001). Kohonen (2000a), co-ordinator of the Finnish ELP project, claims that the use
of both the pedagogical and reporting functions of the ELP are crucial for developing

the potential of the ELP towards increasingly autonomous and socially responsible

~ language learning.

1.2.3 The Piloting of Junior European Language Portfolio Models in Europe

In 4 European Language Portfolio Pilot Project Phase 1998-2000 Final Report,
Scharer (2000) notes that nine European countries and organizations (ONG’s)
developed and implemented junior ELP models. The countries and numbers of learners
involved are displayed in Tablel.1.

As can be seen from Table 1.1, most of the countries or ONG’s contributing to
the junior ELP pilot projects have small learner groups. More than half of the total of
learners participating belong to the pilot Iﬁrojects of France (3000 learners) and Holland
(1952 learners).

It is stated by Scharer (2000) that although the ELP was displayed to prove itself
a valid pedagogic tool under the many different pilot conditions it needs to be noted that
positive and negative feedback generally relate to very specific circumstances. For
example, while the Czech Republic project has provided positive feedback, the Holland
project has provided the opposite.




Table 1.1 Countries and Learners Involved in Junior ELP Piloting

Countries and | Number of learners
ONG’s aged 6-10+ involved
participating

Czech Rep. 399

France CIEP 3000
UKCILT 600
Hungary 50

Italy UMBRIA 270
Holland 1952
Portugal 475

Russia 160
Slovenia 177
TOTAL 7083

The Czech Republic pilot project provides a positive feedback summary while
claiming that the issue of motivation related to the ELP deserves further exploration. In
this pilot project, the children confirmed that the ELP encourages reflection on their
learning and eighty-five percent of the children felt that it enhanced their motivation.
Eighty-one percent of the teachers involved in this study also considered the ELP as a
useful tool for the devélopment of learner autonomy. However, a contradictory finding
in this study is that only thirty-three percent of these children thought that the ELP
stimulates them to participate more fully in the language learning process
(Scharer, 2000).

Holland, which has contributed to the piloting project of the junior ELP model
with one of the biggest learner groups, reports that there has been a critical reception of
the ELP in Holland during the pilot phase. The evaluation of this project found that the




success and acceptance of the ELP by the learners depends very much on the teachers’
attitude towards it. According to the report, if there is an absence of teacher support the
learner will not be kept interested in the ELP for a longer period of time (Ibid).

Various studies have revealed that it is suitable for primary school to be the first
official setting for students to posses ELP’s. For instance, Slovenia is also dne of the
countries that has piloted the ELP in primary schools (during the period of October
1998 until May 2000).‘ As expressed by Troha (2000), the piloting of the ELP in
nineteen Slovenian primary schools coincided and accorded with the curricula reform
which introduced early foreign language learning/teaching (from the age of nine) and
emphasised the importance of modern teaching, learning and assessment strategies in
the Slovene school system. Evaluation in this piloting revealed that children liked
working with the Dossier the most because this was the section where they collected
pieces of their work and described experiences they had with foreign languages and
cultures. However, these children did not understand the Biography and Passport too
well perhaps because the checklists were not ready and therefore could not be included

in the ELP’s. About this piloting Troha (2000, p.78) states, “The main conclusion of the

~ piloting in our country was the process of the introduction of “portfolio thinking’ should

begin at the primary school level with children and their teachers.”

1.2.4 The European Language Portfolio Pilot Project of Turkey

As recorded in the European Language Gazeite of November 2002, the
implementation of the ELP has progressed extremely well, and almost all member
States of the CoE have developed models which have either been validated by the
European Validation Committee and are currently implemented, or they have developed
models which are being used on a pilot basis. Being a member of the CoE, the Ministry
of Turkish National Education (M.NE) also investigated and evaluated the ELP project
documents supplied by the Modern Languages Section of the CoE. It is pointed out by
Demirel (2003b) that Turkey, as a member state of the CoE, is fulfilling the
requirements for the ELP and the Common European Framework (CEF) under the
auspices of the M.NE by reforming foreign language curricula, developing the Turkish

ELP model and improving the quality of language instruction in the educational system.

“These efforts will contribute to the language learning process in Turkey in order to




Demirel (2003b) that Turkey, as a member state of the CoE, is fulfilling the
requirements for the ELP and the Common European Framework (CEF) under the
auspices of the M.NE by reforming foreign language curricula, developing the Turkish
ELP model and improving the quality of language instruction in the educational system.
“These efforts will contribute to the language learning process in Turkey in order to
harmonise with European Standards and also to support the language policy of the CoE
by training plurilingual Turkish citizens as part of the integration process for a
multicultural European society” (Ibid).

The Turkish pilot project, as reported by Demirel (2002), began with the
determining of the long term and short-term objectives of the ELP to be attained. Then,
an in-service teaching programme for piloting teachers was designed accordingly, and
finally, a seminar on the ELP was held in October 2001 in Ankara. In this seminar, the
ELP project was introduced in detail, existing sample ELP models of other European
countries were examined, language descriptors used in the portfolio were analysed and
the implementation process of the ELP in Turkey was discussed. As a result of the
seminar, a steering committee for the ELP project was established in order to design the
ELP model for Turkish high school students 15 years of age and older.

The Turkish ELP project committee has developed a sample ELP model for high
school students, which the M.NE has published under the name “European Language
Portfolio” (Avrupa Dil Gelisim Dosyasi). The Turkish ELP model conforms to the
criteria of the European committee that has been set up in order to validate ELP’s. This
committee is named the Validation Committee. The Validation Committee has
accredited the Turkish ELP as model No. 47.2003 (see Appendix B for the accredited
Turkish ELP model). The Turkish ELP has been distributed to the piloting schools in
Ankara and Antalya. “The implementation process of the project started at the
beginning of the 2002-2003 academic year in piloting schools” (Demirel, 2003b).

Based on the ELP pilot project of Turkey, Demirel (2003b) conducted a research
investigating the general characteristics of the subjects’ opinions of the implementation
of the ELP and the practical recommendations for future practice within the Turkish
educational system. The findings of this research revealed that all of the teachers
agreed on the positive contribution of the ELP to the language teaching/learning

process. According to these teachers ELP implementation not only motivated their
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reported in this research is the point that teachers will have a chance to motivate their
students and foster their student’s autonomy by changing their own teaching strategies,
methods and assessment criteria through implementing the ELP in language classes.

As can be seen in Demirel’s (2003b) research, one of the most important
concepts that ELP implementation has brought to language teaching in the Turkish ELP

piloting schools is ‘learner autonomy’.

1.2.5 Learner Autonomy

The last two decades have witnessed a significant body of research conducted
by prominent language researchers on the learner autonomy of language learners (e.g.
Holec, 1981, 1988; Dickinson, 1987, 1992; Little, 1991; Dam, 1995; Benson, 2001). As
a result, “the development of learner autonomy as an important general educational goal
has been widely recognized and broadly accepted by the language teaching profession”
(Chan, 2001, p.504).

Contemporary language-teaching methodologies assume that language teachers
have an important role in guiding their students to develop a sense of responsibility to
be able to decide what to learn, when and how to learn it by themselves and thus
become an autonomous learner.

As indicated by Good and Brophy (1994), schools are not recreational settings
that are designed primarily to provide entertainment; they are educational settings where
students are required to come for instruction in a prescribed curriculum. As a result,
from time to time, teachers may allow their students to select the language learning
activities according to their own needs. Yet, most of the time students engage in
activities selected by the teacher (cited in Doérnyei, 2001). Therefore, it is difficult for
the teacher to foster learner autonomy in a classroom setting where there are time
constraints due to the pressure of accomplishing course objectives.

The central components of language instruction are: 1- language purposes (why
we are teaching the objectives), 2- instructional plans (how these objectives will be
attained), and 3- instructional practices (what will happen in the classroom). Although it
would be difficult for the teacher to change the first two components, it is possible for
her/him to change her/his instructional practice.  Language teachers who seek to

promote learner autonomy can change their practice by selecting activities and
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supporting materials to develop study skills, learning strategies, self-reflection and self-
assessment. Another point of consideration, as Dornyei (2001, p.131) expresses, is that
a teacher can foster autonomy by allowing the students’ real choices. By sharing the
responsibility with them in the organization of their learning process, teachers can give
students positions of genuine authority and encourage their contributions, peer teaching
and project work.

Benson (2001), one of the prominent researchers in the field of learner
autonomy, distinguishes five different types of practice associated with the development
of autonomy:

e Resource-based approaches (emphasizing independent interaction with learning
materials);

e Technology-based approaches (emphasizing independent interaction with
educational technologies);

e Learner-based approaches (emphasizing the direct production of behavioural and
psychological changes in the learner, e.g. strategy training);

e Classroom-based approaches (emphasizing changes in the relationship between
learners and teachers in the classroom and learner control over the planning and
evaluation of learning); »

e  Curriculum-based approaches (extending the idea of control over planning and

evaluation of learning to the curriculum as a whole).

Benson (2001, p.113) specifies that the resource-based approach to the
development of learner autonomy offer learners the opportunity to exercise control over
learning plans, the selection of materials and the evaluation of learning. Benson (2001,
p.151) also suggests that autonomy is fostered in classroom-based approaches where there
is a focus on changes to the relationships found within conventional educational structures:
classroom practice, control of the curriculum and the role of the teacher. At certain points,
the characteristics of the resource-based and classroom-based approaches, as classified by
Benson, overlap with the principles of the ELP. For example, self-assessment checklists
integrated into the passport section of the ELP make it possible for the learner to plan

future learning objectives, requiring the learner to self evaluate the learning product.
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Learner autonomy is regarded as the key concept in the ELP because the ELP
promotes in and out of school learning. Through this promotion, learning becomes
independent in determining the learning objectives (Demirel, 2002). In this respect, as it is
officially reported by Scharer (2000), the principle of the ELP is to serve as a tool to
stimulate and support a learning process through school and beyond —from childhood to
adulthood. The ELP thus strongly promotes the development of learner autonomy.

Broady and Kenning (1996) stress that in the development of autonomy, whether
in teacher-led classes or outside the classroom, learners not only need opportunities to take
responsibility, they also need knowledge and skills in order to do this successfully. These
researchers, building on Holec’s (1985) discussions of the task of the autonomous learner,
have designed a model of learner autonomy in language learning. In this model they
display relationship between knowledge. (See Figure 1.1 for the model of Broady and
Kenning, 1996, p.15).
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ATTITUDES

Growing willingness and confidence to

take responsibility for learning.

B attitudes towards roles in

learning

B attitudes towards ability in

learning

AWARENESS

Increasing insight into what language is and how it
is learned.
Increasing insight into what learning involves and

one’s own learning style.

Metalinguistic Awareness
m  how language is organised
W how language is used
W how second languages are learned
Metacognitive Awareness
B how to use different learning environments
and resources
W strategies and techniques for language
learning

W insight into one’s own learning style

!

LEARNING MANAGEMENT SKILLS

Increasing ability to take responsibility for learning.

B defining objectives

B defining and selecting appropriate
materials and activities

W defining the place/time and pace of
learning

B monitoring learning

W evaluating the process

B evaluating the product

Figure 1.1 Model of Learner Autonomy in Language Learning
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1.3 Purpose of the Study
In the light of the Education Reform Act of 1997, the M.NE Circular dated
October 1997, no. 2481, provided the following explanation for the teachers of the EFL

primary school curricula of grades four and five:

The foreign language lesson should be learner-centred. In these lessons
the teacher has the role of being a guide in transferring the knowledge
and the students form the focus point of the lesson. The teacher makes

the students active by employing current teaching practices'.

The above explanation is suitable for teaching situations where it is possible to
employ contemporary foreign language teaching approaches. However, my informal
observations as well as investigations concerning the EFL teaching situation in Turkish
primary state schools have revealed that a learner-centred approach has not been
adopted, because it is not suitable and realistic for a majority of these schools. Low
levels of teacher proficiency, insufficient time to meet the demands of the curriculum
and overcrowded classrooms keep teachers from adopting a learner centred approach..

An exarhple of a notable investigation on this matter belongs to Piyade (2000).
For her Ph. D. Thesis, Piyade studied the problems that EFL teachers faced in state
primary schools in Ankara. Based on the results of her study, Piyade (2000, p.291)
revealed that:

The teachers’ descriptions of learner-centred lessons provided by most of
the teachers who were interviewed showed that the teachers perceived
individual students asking or answering questions or class participation
drills, as learner activity and pointed out that their lessons were learner-
centred; whereas, the observation results revealed that most of the
teachers did, in fact, conduct teacher-centred lessons in which the teacher
played the key role of asking questions, choosing individual students to

answer or ask questions, write answers on the board or read passages.

The language experts who were reviewed in Piyade’s (2000) study also pointed
out that the teachers actually preferred using teacher-centred methods and techniques

! The quote is translated from Turkish to English by the researcher.
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because they believed that discipline was more important than teaching an activity in
the classroom. Therefore, these teachers felt safer using the teacher-centred methods.

The literature on learner autonomy displays that there are various types of
practices that the teacher can adopt to succeed in fostering autonomy within the
classroom setting. However, this literature is mostly based on situations where the
language teaching is predominantly vlearner—centred.

In Turkey, private and state primary schools are the predominant types of
schooling. Schooling options display many differences ranging from the number of
foreign language lessons per week to the conditions and environment of foreign
language learning. Provided that within the Turkish educational context, teacher-
centred instruction is the primary approach for teaching English as foreign language in a
majority of state primary schools then how can the learner be expected to become
“more” autonomous if s/he is any at all? Will the implementation of the current
instrument called the ELP actually foster the learner autonomy of Turkish children
being taught English in this traditional manner? |

In the present study the ELP is integrated within the existing foreign language
curriculum of Grade 4 and curriculum of Grade 5 of a private and a state primary
school. Grade 4 and 5 students were chosen for experimentation because Turkish
children enrolled in a state primary school begin to officially learn their first foreign
language, English, in Grade 4. This study aims to investigate whether implementing an
ELP and emphasising its pedagogical function through designing a program integrating
the areas of learning management skills, awareness, and attitudes (as defined in Broady
and Kenning’s, 1996, model of learner autonomy) will have an impact on the learner
autonomy of Turkish students in teacher-led classes. (See Figurel.2 for the learning
management skills, awareness and attitudes concepts embedded within the ELP junior
model implemented for experimentation in the present study). This research also
explores the extent to which students accept a language teaching practice based on the
junior model of the ELP. A junior model of the ELP designed for Turkish children is
piloted and the feasibility of implementing this ELP in a private and a state primary

school is investigated.
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Figure 1.2 Model of Learner Autonomy Embedded in an ELP Model
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1.4 Research Questions
After determining the purpose of the study, the arising research questions can be
grouped as those relating to the pedagogical function of the ELP as an instrument for
advancing student autonomy and the views of those who are in direct contact with the
ELP. ’
Thé questions related to the pedagogical functions of the ELP are:
1. Does the ELP foster the learner autonomy of private primary school
students learning English by teacher-centred approaches?
2. Does the ELP foster the learner autonomy of state primary school
students learning English by teacher-centred approaches?
3. Is there a significant difference between the private and the state school
students’ learner autonomy after ELP implementation?
The question related to how the students perceive the implementation of the ELP is:
1. What are the perceptions of the primary school students towards the
implementation of an ELP model within the Turkish primary school

context?

Investigations into the research questions mentioned above are expected to
provide a source of data necessary for the effect of the ELP on fostering learner
autonomy as well as the overall evaluation process of implementing the ELP within the

Turkish primary school context.

1.5 Limitations of the Study

The present study has the following aspects that could be defined as limitations:

Due to the time constraints based on the curriculum demands of the state primary
school, ELP implementation was conducted over a period of twelve weeks. This period
for ELP implementation is not ideal for such an instrument aiming to support lifelong
language learning.

'With a small population of only a Grade 4 and Grade 5 in two different schools for
ELP experimentation, may cause limitations to the study.

The researcher correcting the homework of every student in the experimental

groups, and giving feedback to all of these students in the form of notes, could be
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questioned in terms of the feedback not being individualized for each learner’s strengths
and weaknesses.

Finally, although the present study aims to shed light on the impact of the ELP on
the learner autonomy of Turkish primary school children, the study faces the potential
pitfall of the measurement of autonomy being problematic as the measurement of other
constructs in applied ﬁnguistic research has been proven difﬁculf (see Benson, 2001).

Also as it is claimed by Benson (2001, p. 54):

...any developmental model for the acquisition of autonomy, if such a model
is possible, should take account of the need for phases of uncertainty or
confusion and for reversals as well as sudden leaps forward. If this is the
case, a snapshot of the learner’s performance at any given moment in time

may give a misleading picture of his true abilities.

Considering that the ELP is viewed as an innovating language-teaching
instrument and that the impact of the ELP on learner autonomy is a contemporary

debate this issue necessitates further coherent and empirical research.

1.6 Definitions of Key Terms Used in the Study

The Council of Europe-The Council of Europe (CoE) was founded on May 5, 1949.
At the time, ten countries had signed the treaty constituting the Statute of the Council of
Europe. This number has now increased to 45 Member States. Burnett (2000) explains
that the CoE plays an important role in strengthening democracy, human rights, the rule
of law and Europe's cultural heritage in its Member States. “In its first three decades, the
CoE was primarily an international organization comprised of western European
members and concerned with western European issues, but the 1980s and 1990s saw the
CoE assume a new role in the democratisation of central and eastern Europe. With the
accession of the Russian Federation in 1996, the CoE's important role in an enlarged

Europe became even more evident” (Ibid).

The European Language Portfolio- The European Language Portfolio (ELP) is as a

document whereby those who are learning or have learned a language, in a formal or
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informal setting, are able to record and reflect on their language learning and cultural

experiences.

The Common European Framework for References of Languages - The Common
European Framework for References of Languages is a text providing as an instrument
for setting clear standards to be attained at various stages of language learning. This text
provides a framework for language  evaluation in an internationally comparable
manner. This Framework also provides “ a basis for the mutual recognition of language
qualifications, thus facilitating educational and occupational mobility. It is increasingly
used in the reform of national curricula and by international consortia for the
comparison of language certificates. A recent European Union Council Resolution

(November 2001) recommended the use of this Council of Europe instrument in setting

up systems of validation of language competences” (www.coe.int).
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CHAPTER I LITERATURE REVIEW

2.1 Introduction

This chapter is twofold.

a) The first section presents the reader information that dwells upon the central features
of the ELP, elaborates on the parts consﬁtuting the ELP, and addresses the aims
underlying ELP implementation. This section concludes with a revision of the relevant
studies conducted within the field of ELP.

b) The second section provides the reader with background information relating to
learner autonomy which is followed by various sub-headings introducing learner

autonomy research relevant to the present study.

2.2 The European Language Portfolio

Kohonen (2001) points out that the process of developing the ELP as part of the
CoE’s Common European Framework for Language Teaching (CEF, 2001) dates back
to the year 1971 when there was a symposium (on languages in adult educatxon) m
Ruschlikon, Sw1tzerland As highlighted by Kohonen (2001), in the 1970°s attention
was directed to the basic questions of learner-centred language learning: the
identification of the learners communicative needs and learning objectives, the
development of notional functional syllabuses (Wilkins, 1976), self-assessment, and the
definition of the threshold level in foreign language learning (van Ek, 1976; van Ek and
Trim, 1990).

In 1991, the CoE again held an intergovernmental symposium in Riischlikon
where a large number of language experts participated in elaborating, “further the goals,
objectives and functions of the proposed common framework of reference and the idea
of a European language portfolio was conceived” (Kohonen, 2001, p.78).

On the 17" of March 1998, the CoE Committee of Ministers came together at
the 623" meeting of the Ministers’ Deputies. This committee, under the terms of
Article 15.5 of the Statute of the CoE passed Recommendation No. R (98) 6. In this
Recommendation of the Committee of Ministers to Member States concerning Modern
Languages, in section G under the sub-heading “Specification of Objectives and

Assessment” it is recommended that, among other measures, learners develop and use a
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personal document called the ELP. In this portfolio, Europeans are expected “to record
their qualifications and other significant linguistic and cultural experiences in an
internationally transparent manner as part of an effort to extend and diversify language
learning at all levels in a lifelong perspective” (www.coe.int). The CoE, after
considering Recommendation No. R (98) 6 of the Committee of Ministers to Member
States Concerning Modern Languages developed and piloted the ELP.

Results of pilot projects conducted in 15 member States in an initial pilot phase
(1998 to 2000) were encouraging and allowed for the exploration of the practical
potential, feasibility and effects of the ELP.

2.2.1 What is the European Language Portfolio?

The CoE defines the ELP as a document in which those who are learning or
have learned a language whether in a formal or informal situation are able to record and
reflect on their language learning and cultural experiences. The ELP contains a
language passport that is regularly updated by its owner. There is also a grid provided
where language competences can be described according to common criteria accepted
throughout Europe and which can serve as a complement to customary certificates. The
ELP also contains a detailed language biography describing the owner's experiences in
each language in order to guide the learner in planning and assessing progress. Finally,
there is a dossier where examples of personal work can be kept to illustrate one's

language competences (www.coe.int).

2.2.1.1 Aims of the European Language Portfolio
The ELP seeks to promote the aims of the CoE. These aims include the

development of democratic citizenship in Europe through;

1. the deepening of mutual understanding and tolerance among citizens in Europe;
2. the protection and promotion of linguistic and cultural diversity;
3.  the promotion of lifelong language and intercultural learning for plurilingualism
through the development of learner responsibility and learner autonomy;
4. the clear and transparent description of competences and qualifications to

facilitate coherence in language provision and mobility in Europe.
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2.2.1.2 Principles and Guidelines of the European Language Portfolio

The ELP values all foreign language competence whether it was gained inside or
outside of formal education. The CoE has set the following list of common principles
and guidelines that have been agreed for all portfolios. Authorities, decision makers,
ELP developers, teachers and learners are strongly encouraged to use their best
endeavors to follow these principles and gdidelines when creating, using and promoting
the ELP:

1. The ELP reflects the Council of Europe's concern with:

1.1. the deepening of mutual understanding among citizens in Europe;

1.2. respect for diversity of cultures and ways of life;

1.3. the protection and promotion of linguistic and cultural diversity;

1.4. the development of plurilingualism as a life-long process;

1.5. the development of the language learner;

1.6. the development of the capacity for independent langudge learning;

1.7. transparency and coherence in language learning programs;

1.8. the clear description of language competence and qualifications in order to
facilitate mobility.

2. The ELP:

2.1. is a tool to promote plurilingualism and pluriculturalism;

2.2. is the property of the learner; ‘

2.3. values the full range of the learner’s language and intercultural competence
and experience.regardless of whether acquired within or outside formal
education;

2.4. is a too] to promote learner autonomy;

2.5. has both a pedagogic function to guide and support the learner in the process
of language learning and a reporting function to record proficiency in languages;
2.6. is based on the Common European Framework of Reference with explicit
reference to the common levels of competence;

2.7. encourages learner self-assessment (which is usually combined with teacher

assessment) and assessment by educational authorities and examination bodies;
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2.8. it incorporates a minimum of common features (outlined below), which
make it recognizable and comprehensible across Europe;

2.9 may be one of a series of ELP models that the individual learner will possess
in the course of life-long learning. ELP models can cater for the needs of
learners according to age, learning purpose and context and background

(cited in CoE website: WWwWWw.coe.int)

2.2.2 The European Language Portfolio and the Common European Framework of

Reference for Languages

In the last decade the CoE has searched for approaches promoting the teaching
and learning of languages in a multilingual, multicultural and life-long perspective on
the basis of equal opportunities for all members of society by taking into account the
Recommendations of the CoE (Huber, 2002). As a result the CoE published the
Common European Framework of Reference for Languages (CEF), in the year 2001, as
a source for the development of rating scales to assess the attaiﬂment of a particular
learning objective. In addition, there are also descriptors that may assist in the
formulation of criteria for languages. | o v | ‘

The CEF is intended to be a common basis for all kinds of products for
planning, carrying through with and evaluating modern language teaching and learning
(Shneider and Lenz, 2001). The CEF paved the way for the first pioneer applications of
the ELP, which “have grown out of the work on the Council of Europe Modern
Languages project during the 1990°s. The portfolio model uses the six level system
from the CEF (Al, A2, B1, B2, C1, C2) and in particular the Passport section includes
the overall grid of descriptors by level and skill from the CEF” (Hirtzel, 2001, p.16).

One of the aims of the CoE is to provide a reference document for the ELP, so
as to help state members in their description of the levels of proficiency required by
existing standards, tests and examinations. Before this procedure, there were
comparisons between different systems of qualifications according to every member.
The CoE, which has a distinguished record in promoting and supporting language
learning, has recognized and addressed the need to define levels of competence in
languages. Of the CoE, 24 member states have agreed upon and developed a reference

framework which gives positive value to all language competence, from the most basic
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to the most fluent. This framework is called the Common Furopean Framework of

Reference for Languages.

In the CEF (2001), a common basis is formed for the elaboration of language
syllabuses, curriculum guidelines, examinations, textbooks, etc. across Europe. This
framework describes in a comprehensive way what language learners have to learn to
do in order to use a language for communication and what knowledge and skills they
have to develop so as to be able to act effectively. The cultural context in which the
language is set is also covered. Another important feature of this Framework is that it
defines levels of proficiency, which allow learners’ progress to be measured at each

stage of learning and on a life-long basis.

The CEF is advantageous for European countries in respect to overcoming the
barriers of communication due to their varying educational systems of teaching modern
languages. This characteristic of the CEF is achieved: “By providing a common basis
for the explicit description of objectives, content and methods, the Framework will
enhance the transparency of courses, syllabuses and qualifications, thus promoting
international co-operation in the field of modern languages. The provisions of objective
criteria for describing language proficiency will facilitate the mutual recognition of
qualifications gained in different learning contexts, and accordingly will aid European
mobility” (CEF, 2001, p.1).

The taxonomic nature of the CEF can be described as “breaking language
competence down into separate components™ (Ibid). At this point, the CEF stress that
since language communication calls upon the whole human being, these components
interact in complex ways for each person. It is the responsibility of teachers and learners
to reintegrate these many components in order to develop a healthy whole.

The “Global Scale’ of language proficiency guidelines originating in the CEF is
based on six levels within three broad bands relating to specialist, functional and
foundation language skills. These six levels are an interpretation of the classic division
into basic, intermediate and advanced. A ‘Hypertext’ branching principle is adopted,
starting from an initial division into three broad levels. Table 2.1 displays a synopsis of
what a person can actually do in a language at each of the six levels. The CoE claims
that such a simple global scale makes it easier to communicate the system to non-

specialist users and will also provide teachers and curriculum planners with orientation
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points. However, the CoE also notes that in order to orient learners, teachers and other
users withn the educational system for some practical purpose, a more detailed
overview is necessary. Such an overview is presented in the form of a self-assessment
grid showing major categories of language use at each of the six levels. It is intended to
help learners to profile their main language skills, and decide at which level they might
look for a checklist of more detailed descriptors in order to self-assess their level of

proficiency (www.coe.int).

2.2.2.1 Methodology Adopted by the CEF of Reference for Languages
The CoE claims that a frame of reference for language learning, teaching and
assessment must be comprehensive, transparent and coherent so that it can relate to a
very general view of language learning. In line with this argument, the CoE has
developed an action-oriented approach. Through this approach the framework “views
users and learners of a language primarily as ‘social agents’, i.e. members of society
who have tasks (not exclusively language-related) to accomplish in a given set of
circumstances, in a specific environment and within a particular field of action”
(CEF, 2001, p. 9). |

This action-oriented approach gives importance to the social agents to develop a
range of both general and communicative language competences. Since these social
agents face various conditions under which they have to engage in language activities
involving language processes, which they have to either produce or receive, they have

to employ the most appropriate strategies in order to accomplish these tasks.

The framework views the general competence of language learners as
consisting 6f the learner’s knowledge, skills, existential competence and also their
ability to learn. It defines knowledge as declarative knowledge meaning that it is the
knowledge resulting from experience (empirical knowledge) and from more formal

learning (academic knowledge).
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Table 2.1 Common European Framework Global Scale

Band 1-The Basic User

Al Breakthrough level: Can understand and use familiar everyday expressions and very basic
phrases aimed at the satisfaction of needs of a concrete type. Can introduce him/herself and others
and can ask and answer questions about personal details such as where he/she lives, people he/she
knows and things he/she has. Can interact in a simple way provided the other person talks slowly
and clearly and is prepared to help.

A2 Waystage level: Can understand sentences and frequently used expressions related to areas of
most immediate relevance (e.g. very basic personal and family information, shopping, local
geography, employment). Can communicate in simple and routine tasks requiring a simple and
direct exchange of information on familiar and routine matters. Can describe in simple terms

aspects of his’her background, immediate environment and matters in areas of immediate need.

Band 2-The Independent User

BI1 Threshold level: Can understand the main points of clear standard input on familiar matters
regularly encountered in work, school, leisure, etc. Can deal with most situations likely to arise
while travelling in an area where the language is spoken. Can produce simple connected text topics
which are familiar or of personal interest. Can describe experiences and events, dreams, hopes and

ambitions, and briefly give reasons and explanations for opinions and plans.

B2 Vanfage Level: Can understand the main ideas of complex text on both concrete and abstract
fopics, including technical discussions in his/her field of specialisation. Can interact with a degree
of fluency and spontaneity that makes regular interaction with native speakers quite possible
without strain for either party. Can produce clear, detailed text on a wide range of subjects and

explain a viewpoint on a topical issue giving the advantages and disadvantages of various options.

Band 3-The Proficient User

C1 Effective-proficiency level: Can understand a wide range of demanding, longer texts and
recognise implicit meaning. Can express him/herself fluently and spontaneously without much
obvious searching for expressions. Can use language flexibly and effectively for social, academic
and professional purposes. Can produce clear, well-structured detailed text on complex subjects,

showing controlled use of organisational patterns, connectors and cohesive devices.

C2 Mastery level: Can understand with ease virtually everything heard or read. Can summarise
information from different spoken and written sources, reconstructing arguments and accounts in a
coherent presentation. Can express him/herself spontaneously, very fluently and precisely,

differentiating finer shades of meaning even more complex situations.
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The CEF (2001, p.11) claims, “any new knowledge is not simply added onto the
knowledge one had before but is conditioned by the nature, richness and structure of
one’s previous knowledge and, furthermore, serves to modify and restructure the latter,
however partially.” This definition of knowledge displéys a similarity to the definition
of ‘adaptation’, which- was a functional invariant of Piaget’s theory of cognitive
development that had an impact on the field of developmental psychology half a century
ago. |

According to Piaget’s theory, “adaptation is the organism’s tendency to adjust its
structures to environmental demands. Piaget defined two aspects of adaptation:
assimilation and accommodation. Basically, assimilation is the incorporation of new
information into already existing schemes. Assimilation is not a passive process; it
often requires that a child modify or distort environmental input so that it can be
interpreted by the child’s current schemes. Assimilation is not the mere registration of a
stimulus but the active construction of external data to fit the child’s existing schemes”
(Bjorklund, 1995, p.59).

The skills of the language learner depend more on his/her ability to be able to
“carry out procedures than on declarative knowledge, but this skill may be facilitated by
the acquisition of ‘forgettable’ knowledge and be accompanied by forms of existential
competence, for example relaxed attitude or tension in carrying out a task”
(CEF, 2001, p.11).

The existential competence of language learners or users plays an important role
in the CEF because it is considered “as the sum of the individual characteristics,
personality traits and attitudes which concern, for example, self image and ones view of
others and willingness to‘engage with other people in social interaction.... It includes
factors which are the product of various kinds of acculturation and may be modified”
(CEF, 2001, p.12).

The CEF declares that it is important for its approach to the methodological
aspect of learning and teaching modern languages not to be dogmatic. Instead, it is to be
comprehensive, presenting all options in an explicit and transparent way. In this respect,
the CEF does not promote a particular language teaching methodology. Rather, it
presents those options considered to be most effective in reaching the objectives needed

by the learners for their social contexts. At this point, however it is necessary to state
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“for many years the Council of Europe has promoted an approach based on the
communicative needs of learners and the use of materials and methods that will enable
learners to satisfy these needs and which are appropriate to their characteristics as
learners” (CEF, 2002, p.142).

Investigation of the CEF scales of descriptors for language proficiency shows
that they are mainly based on the learner’s performance and communicative
competence. The language user is expected to fulfill the demands of a communicative
task by utilizing communication strategies. As a result, it should be noted that the CEF
approach to the methodology of teaching is a mixture of the theories relating to the
communicative approach, the interactive strategies, learner styles, co-operative group

working and reflective learning.

2.2.3 The European Language Portfolio and Learner Assessment

Research investigating the issues in assessing children’s language learning has
generated many ramifications along with a series of assessment issues necessitating
further work. Based on these issues Cameron (2001, p.214) stresses that the following
factors might make the task of assessing young learners different from assessment

practices in other FL situations:

Age: children’s motor, linguistic, social and conceptual development must be
taken into account in designing and implementing assessment.
e Content of language learning: a focus on oral skills, vocabulary development
and language use at discourse level.
e Methods of teaching: interactive use of games, songs, rhymes, stories to carry
language content and practice. » .
e Learning theories e.g. zone of proximal development; learning through social
interaction, able to do more with helpful other.
According to Cameron (2001) a survey of the sparse information that is
available on young learner assessment suggests that assessment practices, far from

taking careful account of the factors above, may result in conflicting findings.
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Because the CoE has clarified that it is possible for various ELP’s to be designed
according to differing age groups and other varying purposes it is possible for ELP

junior models to take into account the above-mentioned factors as stated by Cameron.

- 2.2.3.1 The European Language Portfolio and Self-Assessment

Self-assessment, which plays a central role in the ELP, can be used for both
formative and summative assessment. Little and Perclova (2001, p.55) have explained
how self-assessment in the ELP can be used for these two different purposes.
According to these researchers, when learners assess themselves in the passport
component, they are engaging in a form of summative assessment: a statement of their
proficiency at a particular point in their lives. On the other hand, the self-assessment
that runs through the biography component and keeps the contents of the dossier under
critical review has a formative function; and it is so thoroughly integrated with the
pedagogical purpose of the ELP that it is as much a habit of mind as an activity.
However, as Little and Perclova (2001, p.55) note:

These two kinds of self-assessment depend on the same complex of knowledge,
self-knowledge and skills, which means that learners are likely to be more
proficient in performing summative self-assessment if formative self
assessment--what one might call reflective self-evaluation --has been an integral

part of their learning experience.

The self-assessment in the ELP helps the student to become an active learner. As
he becomes more aware of his strengths and attitudes towards the language, he becomes
more capable of reaffirming his goals achieved. Through this awareness, the student is
further motivated and enabled to set future goals in the language learning process.

The assessments incorporated into the ELP are based on the criteria of the
proficiency levels determined by the CoE. Therefore, the CoE in the CEF (2001, p. 180)
provides for languages:
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A source for the development of rating scales for the assessment of the
attainment of a particular learning objective and the descriptors may assist in
the formulation of criteria.... The use of descriptors in this way has become
more common in the last 10 years. Experience has shown that the consistency
with which teachers and learners can interpret descriptors is enhanced if the
descriptors deséribe not only WHAT the learner can do but also HOW WELL
they do it.

As a result, the majority of the items inserted in the self-assessment checklists
provided by the ELP start with the phrase ‘I can...’. The following items (translated
from French to English by the researcher) are examples from the validated French ELP
Jjunior model:

e I can write about what I did on the holidays.

e [ can write letters to my friends.

® [ can ask how the weather is.

2.2.4 Future Goals of the European Language Portfolio

It is claimed that different models are being or will be developed in CoE
member states. These models will vary depending on the age of learners and the
national contexts of the member states. “However, all models must conform to the
agreed principles and be approved by the European Validation Committee in order to
use the CoE logo” (Ibid).

The Validation Committee of the CoE is an organ appointed by the Education
Committee of the Council. Its duty is to assure the conformation of the ELP models to
the Common European Principles and Guidelines set down in document CC-ED (2000)
20, which states the rules for the accreditation of ELP models. This committee meets

twice a year with the meeting dates fixed on:
-16 and 17 May
-10 and 11 October (cited from the CoE WebPages: www.culture2coe.int).

The ELP validation committee also has the duty of guiding the educational
authorities or institutions attempting to produce an ELP model. The CoE has also been
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organizing a series of seminars since 2001 to help those member states that have not

participated in the pilot scheme.

2.2.5 The European Language Portfolio Pilot Project Phase 1998-2000

-In, A European Language Portfolio Pilot Project Phase 1998-2000 -- The Final
Report (2000), the ELP General Reporter, Rolf Scharer, notes that implementing an
ELP widely throughout Europe is a far-reaching decision. Before the recommendation
of such an action the ELP has to have withstood certain tests. As a result, in the years
1998-2000 the following 16 European countries and organizations (ONG’s) participated
in a number of pilot projects: Austria, Switzerland, Czech Rep., Germany NRW, France
CAEN, France CIEP, Finland, UK CILT, Hungary, Italy UMBRIA, Ireland, Holland,
Portugal, Russia, Sweden, Slovenia, CERCLES, EAQUALS, and the European
Language Council.

The aim of these pilot projects was to gather relevant information on which to
base the above-mentioned decision. Therefore, these pilot projects were conducted with
the following main objectives:

1. to designand evaluate European Language Portfolio models;

2. to explore methods and procedures favourable for implementation and to
clarify resources and conditions needed;

3. to explore the impact on the quality of the learning and teaching process as
well as on the learners and teachers;

4. to verify the compatibility between common European objectives and
national and institutional goals, traditions and requirements;

5. to clarify the common European core and to identify needs for flexibility
and variations; _ l

6. to test the acceptance of a Furopean Language Portfolio by the learners,
teachers, learning institutions, parents and employers;

7. to test the possible market value and political acceptance;

o

to lay a base for further development and wide implementation.
(Scharer, 2000, p. 7)
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Although all of the pilot projects were carried out with different learner groups
in varying educational settings, all of them were based on the following CoE

documents:

¢ A European Language Portfolio, Propdsals for Development, CC-Lang CHR!
e Modern Languages: Learning, Teaching, and Assessment. @A Common

European Framework of Reference, CC-Lang (95) rev IV.

As reported by Scharer (2000, p.9) the feedback from the pilot projects, which
included 30,000 learners and 1,800 teachers using an ELP, displayed that “the ELP, ina
variety of forms, has proven itself a valid and innovative pedagogic tool. It helped
improve both process and outcome of foreign language learning under widely differing

pilot conditions.”

2.2.5.1 The Finnish European Language Portfolio Piloting Project (1998-2001)
The coordinators of the Finnish ELP piloting project are Kohonen and
Pajukanta. In the Finnish ELP project report of July 2000 it is written that the key

objectives of the project were:

1. To promote self-directed and socially responsible language learning

2. To develop reflective learning and self-assessment, emphasizing learning
to learn in foreign language education

3. To develop the distinction between the pedagogic and reporting functions
of the language portfolio

4. To promote language teachers’ professional growth as an essential
component of the language portfolio research and development work

5. To develop negotiated learning strategies and learner commitment

6. To examine the practicality and usability of the language portfolio, both

for the students, teachers, further educational institutions and work life

A total of 11 schools (4 lower secondary, 4 upper secondary, and 3 vocational),

|
L 440 students, and 26 teachers participated in the Finnish project. The methods that were
k used to reach the key objectives were to promote reflective, independent learning of the
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students through probing questions, action plans, negotiating learning with deadlines,
feedback from peers and the teacher, self-assessment, peer assessment, and teacher
assessment. In the piloting phase collegial collaboration among teachers through 22
intensive full-day workshops, independent work (reading of professional articles,
observation and note taking of ongoing work, writing reports to national coordinators),
collegial sharing and joint planning of the project was conducted. The qualitative data
collection of this pilot project consisted of CoE questionnaires with open-ended
learner/teacher answers to each question, student portfolios and reflection notebooks,
interviews of 24 students, the teachers’ field notes, piloting diaries, teacher reports
(3 reports were given to the coordinators each year), collegial discussions and project
evaluations.

Based on the findings of the Finnish ELP project, the most important conclusions
reveal that if teachers know what they are doing with the ELP and are motivated for the
project and committed to promoting the philosophy of the ELP then students are also
motivated to learn. Students learn to reflect on their own learning process, set aims for
the work and assess the learning process as well as the outcomes. These coordinators
state that the opportunity for portfolio work should be offered to all students, Thus all
language teachers should be encouraged to consider the use of the ELP in their classes.
The ELP provides significant possibilities for making learning more visible, negotiable
and assessable, in concrete terms and based on concrete evidence, among the students
and between the students and the teachers. The ELP itself plays a central role in
discussing, negotiating and evaluating the learning processes and outcomes.

The Finland ELP Model is not on the CoE ELP validated list as it is still under

further development for accreditation.

2.2.5.2 The Swiss European Language Portfolio Piloting Project

It is stated in the ELP/ Swiss Version Final Report —August 2000, that more than
450 classes covering all educational sectors from the lower secondary level upward took
part in the Swiss ELP piloting which started in mid-1999 and ended in July 2000. The
pilot classes were based in 19 different cantons with around half of these pilot classes in
the Ticino canton alone. In Ticino, the ELP was actually disseminated rather than
piloted.

The data collection of this project consisted primarily of two sets of
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questionnaires for learners, teachers and co-coordinators. The first questionnaire was

conducted after a few weeks after the ELP was introduced into their classes, while the

second was conducted at the end of the pilot phase. In between, telephone interviews,

teacher coordinator meetings and personal contacts were used for evaluation purposes.

At the end of the Swiss piloting phase, it was found that nearly all of the teachers

who participated still think that piloting the ELP was an enriching experience. Although

their attitude towards the ELP became tendentiously more critical, mainly to problems

with the use of the ELP in class (compatibility with regular teaching, lack of time,

negative learner reactions), the most central functions and features of the ELP were

valued highly by the learners and teachers, particularly:

The central role of self-assessment, and the self-assessment instruments
provided;

The reporting tools which facilitate a comprehensive overview of one’s
plurilingual language proficiency and which allow for transparency,
transnational comparability and the recognition of in- and out-of-school
learning.

The usefulness of the ELP as a pedagogic iﬂstrument supporting reflective

language learning and teaching.

The Swiss ELP piloting also revealed negative feedback concerning the physical

appearance of their ELP model and the problems with its use under the given

circumstances. Examples of the negative comments are:

The ELP ring-binder is too big and heavy

A lack of guidance and visual aids makes the file appear complex and
hard to access by its users

The usefulness of the ELP is doubtful because it is not known well enough
in schools and among employers

Working with the ELP takes more time than there is available

There is not enough coherence with regular teaching (curricula, textbooks,

exams; use of self-assessment)
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¢ Teachers need more ideas and supporting materials to introduce the ELP

into their courses and sustain its use.

In the report it is also noted that many of the learners and a number of teachers
were poorly motivated to work with the ELP. As the authors from the outset had
expected, the piloting showed that the Swiss ELP model was hardly suitable for learners
below 15 years of age.

Twice a year the CoE sets up a committee to accredit new versions of the
Language Portfolio. The committee consists of national delegates and invited experts.
The Swiss “ELP for young people and adults” which was piloted has received
accreditation number 1.2000 (www.coe.int.). After the "European Language Portfolio
for young people and adults" became accredited, Swiss cantonal ministers of education
and other partners from the public and private sectors signed a declaration and the ELP
was officially launched n Switzerland on March 1, 2001
(www.Sprachenportfolio.ch/esp_e/espl5 plus/main.htm). On January 16, 2002, a
conference to launch work on the Swiss Language Portfolios for younger learners took
place in Bern. It was decided that portfolios for _fwo different age groups are to be
developed. Aang with this portfolio documentation for learners, class files and teacher
handbooks are to be created (Ibid).

2.2.5.3 The Turkish European Language Portfolio Piloting Project

The Ministers of Education of all the member States of the CoE recommended
that governments, in keeping with their education policy, support the introduction of a
European Language Portfolio. As mentioned afore in Chapter 1, Turkey has been a
member of the CoE since 1947. The M.NE is also interested in introducing the Portfolio
to the Turkish National Education system. In the “2002 Yili Ba;mdq Milli Egitim”
(National Education at the Beginning of the Year 2002) periodical dated December
2001 and published by the M.NE, it is stated that there are Special Expertise
Commissions (Ozel Ihtisas Komisyonlar) within this ministry and that one of them is
the CoE European Language Portfolio Special Expertise Commission M.NE, 2001.
This commission was formed after the European Ministers of Education met in Cracow,
Poland, 15-17 October 2000. In this periodical it is also noted that in Turkey, the CoE

Language Portfolio Special Expertise Commission was formed under the co-ordination
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of Professor Dr. Ozcan Demirel from Hacettepe University. This commission presented
a seminar in the year 2001 to 30 secondary school foreign language teachers chosen
from Antalya and Ankara, the ELP pilot provinces of Turkey.

The piloting procedures of the ELP in the Turkish Educational system began
with the M.NE’s Board of National Education’s acceptance of piloting the ELP project
n 24 piloting schools at secondary eduéation level appointed in the Ankara and Antalya
provinces. A teacher from each piloting school took part in the project and they were
all obliged to take part in an in-service training programme for the ELP seminar held in
October 2001 by the Board of Education in Ankara. Demirel (2000b, p.4) provides the
following table (see Table 2.2) displaying these participators:

Table 2.2 The Piloting Groups of the Turkish ELP Project

Cities Schools Teachers

Students

Ankara 14 20 286
Antalya 10 10 220
The Ministry - 6 o -
Total 24 36 s D06

Demirel (2003b) reports that before the implementation phase of the Turkish
ELP project, a number of seminars were organized to support and train teachers in the
use of the CEF of Reference for Languages and the ELP. An expert was invited from
the CoE to give a lecture on the ELP and to check the Turkish ELP model that was not
yet validated. A seminar was also held in June 2002 in Antalya. At the beginning of
the 2002-2003 academic year the implementation process of the project started, later a
feedback seminar was held in Ankara in March 2003. The aim of this seminar was to
evaluate the teaching-learning process in the piloting schools and also to disseminate
the idea of the ELP on a nationwide basis. In Ankara there was another seminar held in
June 2003. Here, it was decided that each piloting school would prepare a test book for
one band of the CEF language descriptors ranging from Al to C2.

The Turkish ELP model, after being submitted for validation to the CoE
Secretariat of the Language Policy Division on the 1% of May 2003, was approved by
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the European Validation Committee (Demirel 2003b). After the approval of this
Turkish ELP model, the Turkish ELP Special Expertise Commission started the
necessary preparations for designing a junior ELP model suitable for Turkish primary
school students.

According to Demirel’s (2003b), research findings based on the Turkish ELP
piloting project, the participating teachers implemented the ELP in the senior high
school Preparation and Year 9 classes. These teachers selected only one class as an
experimental group and one class as a control group at random. Photocopying was the
mamner of producing an ELP that was distributed to every participating student. The
ELP was used in the piloting classes either once a week or once a month. Demirel’s
research revealed the point that the Language Biography section of the Turkish ELP
facilitates the learner’s involvement in planning, reflection upon and assessment in
learning. It is stressed by Demirel (2003b) that the ELP movement in Turkey has
reminded Turkish language teachers and students the point that the learning process
belongs to the individual and that others can only guide and facilitate the learning
process. Due to ELP implementation “most of the students achieved some learner
autonomy, self-assessment and responsibility in the learning process™ (Ibid). As a result,
through ELP implementation in the language classes, the teachers have experienced the

chance to motivate and foster the learner autonomy of their students.

2.3 Learner Autonomy

The literature review of learner autonomy presented in this section focuses on
highlighting the main themes of learner autonomy that are addressed in the present
study. These themes are based on the concepts of learner responsibility and
independence, the importance of collaboration and assessment types, strategy training,

motivation, learner attitudes and the ELP.

2.3.1 Language Education and Autonomy

The field of language education has been debating over the issue of learner
autonomy for the last three decades, since it first entered the field through the Council
of Europe’s Modern Languages Project, established in 1971. Benson (2001) pinpoints
one of the outcomes of this project as the establishment of the Centre de Reserches et
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d’Applications en Languages (CRAPEL) at the University of Nancy, France, which
rapidly became a focal point for research and practice in the field. Yves Chalon, the
founder of CRAPEL, is considered by many to be the father of autonomy in language
learning. After Chalon’s early death in 1972, Henry Holec, still a prominent figure
within the field of autonomy, was given the leadership of CRAPEL. Holec’s (1981)
project report to the CoE is considered a key early document on autonomy in language
learning.

The project presented to CRAPEL aimed at providing adults with opportunities for
life-long learning. Therefore, the approach developed at CRAPEL was “particularly
influenced by proposals from the emerging field of adult self-directed learning, which
insisted on the need to develop the individual’s freedom by developing those abilities
which will enable him to act more responsibly in running the affairs of the society in
which he lives” (Benson, 2001, p.8). As a result, CRAPEL established self-access
language learning centres that provided language learners with a rich collection of
second language materials for experimentation with self-directed learning.

Autonomy, which can be simply identified as one’s taking the responsibility for
learning, is not as simple as it might seem. Benson (2001, p.47) argues that it is
important to describe autonomy for the following two reasons. Firstly, construct
validity is an important precondition for effective research. In order for a construct such
as autonomy to be researchable, it must be describable in terms of observable
behaviours. Secondly, programmes or innovations designed to foster autonomy are
likely to be more effective if they are based on a clear understanding of the behavioural
changes they aim to foster. Nevertheless autonomy does not have strict definitions, and
as Benson (Ibid) states, autonomy may be recognised in a variety of forms. It is
important, therefore, that we are able to identify the form in which we choose to

recognise it in the contexts of our own research and practice.

On reviewing the literature of autonomy, it is noticeable that several researchers
have attempted to describe the autonomous learner by referring to the general
characteristics associated with autonomy. The profile of the autonomous language
learner depicted by Breen and Mann (1997, pp.134-6) is stated below.
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Autonomous learners:

e See their relationship to what is to be learned, to how they will learn and
to the resources available as one in which they are in charge or in control;

e Are in an authentic relationship to the language they are learning and

~ have a genuine desire to learn that particular languagé;

e Have a robust sense of self that is unlikely to be undermined by any
actual or assumed negative assessments of themselves or their work;

e Are able to step back from what they are doing and reflect upon it in
order to make decisions about what they next need to do and experience;

e Are alert to change and able to change in an adaptable, resourceful and
opportunistic way;

e Have a capacity to learn that is independent of the educational processes
in which they are engaged;

e Are able to make use of the environment they find themselves in
strategically;

e Are able to negotiate between the strategic meeting of their own needs

and responding to the needs and desires of other group members.

The list above displays that in the characteristics associated with learner autonomy,
learning behaviours and the capacities of self-management, factors of personality and
attitudes towards language learning are observable. These characteristics also overlap
with Candy’s (1991, pp.451-66) list of competencies that are grouped under the

following thirteen headings associated with autonomy in learning:

1. Be methodical and disciplined

2. Be logical and analytical

3. Be reflective and self-aware

4. Demonstrate curiosity, openness and motivation
5. Be flexible

6. Be interdependent and interpersonally competent
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7. Be persistent and responsible

8. Be venturesome and creative

9. Show confidence and have a positive self-concept

10. Be independent and self-sufficient

11. Have developed information seeking and retrieval skills
12. Have knowledge about, and skill at, learning processes

13. Develop and use criteria for evaluating.

It can be observed from the previously stated characteristics of an autonomous
learner that autonomy is an issue necessitating explicit or conscious intention by the
learner. | “The learner must take at least some of the initiatives that give shape and
direction to the learning process, and must share in monitoring progress and evaluating
the extent to which learning targets are achieved” (Little and Dam, 1998).

The changing views. of language learning from the traditional teacher-centred to
the learner centred mode have combined and resulted in the provision of self-access
language learning centres. These centres have the duty of providing language learners
the language learning materials and the organizational systems that are designed for the
direct access of the users.

Self-access centres (SAC) “have been in existence now for nearly three decades,
and the issues of learner independence and autonomy have been widely discussed”
(Sturtridge, 1997, p.68). The terms independent learning and autonomy are closely
related to self-access because in these centres the teachers/advisers and self-access
facilities affect the promotion or inhibition of the language learner’s independency
development.

Language learners go to a SAC in order to work on their own or with a group by
making use of the wide range of self-access language learning material and equipment
at their disposal. As Harmer (2001, p.341) asserts: “Although the materials and/or
teacher may suggest pathways for users to follow, our eventual aim is that students
should be able to design their own routes for maximum personal benefit”. Similarly,

Littlewood (1997) expresses that by its nature, self-access work can provide a context
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for helping to nurture students gradually from a state of dependence on external support
(e.g. the teacher) towards a greater capacity to act independently in their

communication, in their learning and in other aspects of their behaviour.

2.3.2 Independent Learning and Autonomy

Learner independency and autonomy have been long recognised in the field of
humanistic psychology dating back to Rogers (1961, p.277) who emphasised that “the
only kind of learning which significantly affects behaviour is self-discovered self-
appropriated learning.” Similarly contemporary researchers such as Benson (2000),
Little (1991) and Wenden (1991) make the assumption that taking an active,
independent attitude to learning, hence becoming an autonomous learner is beneficial to

learning.

Over the last four decades the concept of autonomy has evolved, and consensus
has been reached to define autonomy as “the capacity to take charge of, or responsibility
for, one’s own learning” (Benson, 2001, p.47). In other words, learners are learning how
to learn. Independent learning can be summarised as a process of the notion of learning
how to learn, which involves learners taking the responsibility of their own learning and
enhancing the raising of their awareness and development of effective learning

strategies.

Chan (2001, p.506) states that an attitude towards language learning “ranges from
dependent (i.e. teacher-directed) to independent (i.e. learner directed). It is believed that
the learner could be functioning at any point on this learning continuum when s/he
chooses to take part in class or work alone on the path of learner autonomy.” If we are
to draw a learner’s position on this continuum then we could say that the learner who is

closer to the end of ‘independent’ is more autonomous (see Figure 2.1).
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Dependent learning Independent learning

Figure 2.1 Autonomy in Relation to Dependent and Independent Learning

In the words of Sheerin (1997, p.57), Learner independence is a complex
construct, a cluster of dispositions and abilities to undertake certain activities.” At this
point Sheerin (1997) states the importance of distinguishing between disposition and
ability. A learner may be disposed to be independent in an activity such as setting
objectives, but at the same time lack the technical ability. This would mean that this
learner could be characterized in respect to that activity as an independent learner in
intention, but not in practice. ~According to Sheerin (1997), analysing needs, setting
objectives, planning a programme of work, choosing materials and activities, working
unsupervised and | evaluating progress are the activities involved in independent
learning, these activities are ordered on a cline ranging from teacher dependence to

learner independence (see Figure 2.2).

On observing the cline in Figure 2.2, it can be seen that a learner could be at
different points on the twelve clines ranging from teacher dependent on some to
independent on others. “At the lowest level of independence a learner might be willing
and able to work unsupervised but in every other respect be dependent on a teacher or

advisor for direction” (Sheerin, 1997, p.58).

2.3.3 Prominent Themes in the Literature of Autonomy

Autonomy is not viewed as an absolute concept; therefore studies have been
conducted to discover the processes and factors affecting automomy. Language
researchers have also attempted to unravel the levels of autonomy embraced by the
learner. This section of the present study summarizes the major reliable and robust

findings emerging from autonomy research.
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Figure 2.2 Activities Involved in Independent Learning (Sheerin, 1997, p.57)

2.3.3.1 Fostering Autonomy

Over the past two decades, a growing interest in the study of autonomous
learning processes has been evident. Researchers have suggested various models that
presuppose means for fostering learner autonomy. For example, Nunan (1997) argues
that most learners do not know what is best for them at the beginning of the learning
process. He describes that it is the function of the materials augmentation to develop
skills and knowledge in learners, which will ultimately leave the learners in a position in

which they would know best. Nunan (1997) has outlined a programme for gradually




increasing the degree of autonomy of the learners by proposing five levels for

encouraging learner autonomy (see Figure 2.3).

LEVEL | LEARNER CONTENT PROCESS

1 Awareness Learners are made aware of the pedagogical | Learners identify strategy / implications
goals and content of the materials they are | of pedagogical tasks and identify their
using. own preferred learning styles/strategies.

2 Involvement Learners are involved in selecting their own | Learners make choices among a range
goals from a range of alternatives on offer. | of options.

3 Intervention Learners are involved in modifying and | Learners’ modify/adapt tasks.
adapting the goals and content of the
learning program.

4 Creation Learners create their own goals and |Learners create their own tasks.
objectives.

5 Transcendence | Learners go beyond the classroom and|Learners become teachers and

make links between the content of

classroom learning and the world beyond.

researchers.

Figure 2.3 Model of the Levels of Implementing Autonomy (Nunan, 1997, p.195)

According to Nunan’s (1997) model, some of the levels are more readily
incorporated into teaching materials than others. In the first level, which is the first
step, learners are made aware of goals, content and strategies underlying the materials
they are using.
choosing from a range of content and procedural options. Later, the learners are
encouraged to intervene in the learning by modifying and adapting goals, content and
tasks. In the fourth level, learners set their own goals, develop their own content and
create their own learning tasks. Finally, the autonomous learner moves beyond the
formal learning arrangement and continues, without support, to create his own learning
materials from the resources around him. Nunan (1997) points out that these are

overlapping levels and that learners move up and down these levels.

Then, the learners move from awareness to active involvement by
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2.3.3.2 The Classroom Context and Autonomy

In relevant literature, it can be observed that classroom-based approaches
attempting to foster autonomy are based on providing the learners the opportunity to
make decisions concerning the management of their own learning. As it is expressed by
Benson (2001, p.161), positive results have been gained in accounts of experiments in
which learners are encouraged to take a degree of control over the planning and
assessment of classroom learning. These experiments have tended to show that learners
are able to exercise control over these aspects of their learning given that they are
provided the opportunity to do so aided with the appropriate support.

The results of these experiments address the importance of developing learner
autonomy within the classroom through the support of the teachers and collaboration of
the learners. Also, providing learners the opportunity to make decisions within the
classroom makes it possible for the learners to develop the cognitive skills necessary for
their learning and to develop the capacity to select the content of their learning.

Researchers have explored the meaning and experiences of autonomy in the
language classroom. Prominent researchers Breen and Mann (1997) have attempted to
relate the practical implementation of autonomous language learning and the principles
that motivate it within the classroom. According to these researchers the evolution of
autonomy in the classroom can be traced with reference to (i) the learner’s own shift
from one phase to the next, (ii) the classroom group’s shift from one phase to the next,
(i) possible relationships between the learner and the group in each phase

(see Figure 2.4).

THE LEARNER CLASSROOM GROUP

Phase 1 Phase 1

Dependent or Counter dependent Autocratic

Phase 2 Phase 2

Independent or Individualistic Anarchic Uncertain and fragmented
Phase 3 Phase 3

Interdependent Collaborative learning community

Figure 2.4 The Evolution of Autonomy in the Classroom (Breen & Mann, 1997, p. 143)



According to Breen and Mann (1997), if it is assumed that many learners in a
classroom situation have been socialized into a dependent relationship to the teacher and
perhaps the classroom group, then a shift towards autonomy by the individual will open
up two strategic pathways for the learner: either counter-dependency through “dropping
out” or independence from the gfoup. These researchers claim that this phase may be a
necessary intervening step towards the fuller realization of autonomy in interdependent
relations with the other learners in the classroom.

As stated in Figure 2.4, Breen and Mann (1997) describe the “autocratic”
classroom as the situation in which the teacher is in control or the group including the
teacher, has jointly conspired to maintain autocracy in its typical ways of working.
When the teacher encourages autonomous learning a phase of relative anarchy typified
by uncertainty of purposes and responsibilities arise. After these phases of evolution
occur, relationships between the learner and the other people in the classroom may be
anticipated.

Experimental research concerning the effects of teacher styles, where some
teachers are autonomy supportive and others are oriented toward controlling student’s
behaviour have displayed that teacher style effects learner motivation. In a study, Deci
et al., (1981, as cited in Deci et al., 1991) used an instrument to assess teachers’ styles
and discovered that students in classrooms with autonomy supportive teachers displayed
more intrinsic motivation, perceived competence, and self-esteem than did the students
in the classrooms with controlling teachers. Deci et al., (1991) state that similar results
were reported in the Ryan and Grolnick (1986) study. This study revealed that students
who perceived their teachers to be autonomy supportive reported higher levels of
intrinsic motivation, perceived competence, and self-esteem than did students who
perceived their teachers to be controlling (Ibid).

Deci et al., (1991) based on an experiment held by Jelsma (1982) who found that
when students were somewhat fidgety and inattentive during a teaching session, the
teacher became more controlling than when the same students were more attentive,
claim that students who are highly motivated and autonomous in school may elicit more
autonomy support from their teachers, whereas students who are more distracted and

less motivated may elicit more controlling behaviours from the teachers.
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Voller (1997) has also explored the teachers’ roles in the development of
autonomy. According to Voller (1997, p.113), teachers must have a clear view of the
attitudes and beliefs underpinning their views of autonomous language learning. He
also states that whether the teacher views learner autonomy as a right or as a distant
goal, the teacher role-plays the facilitator, counsellor and resource. As stages along the
road leading to autonomy, teachers must remain faithful to the following fundamental

assumptions:

The first is that language learning is an interpretive process, and that an
autonomous approach to learning requires a transfer of control to the
learner. The second is to ensure that our teaching practices, within the
external constraints imposed upon, reflect these assumptions, by ensuring
that they are based on a process of negotiation with learners. The third is
to self-monitor our teaching, to observe and reflect upon the teaching
strategies we use and the nature of the interactions we set up and

participate in.

From Voller’s (1997) assumptions, it is possible to claim that within the context -
of a traditional classroom, the traditional role of the teacher will require radical changes

if she is going to aim to promote the development of learner autonomy.

2.3.3.3 Culture and Autonomy

As mentioned at the beginning of this chapter, some researchers have claimed
that the origins of autonomy are rooted in the European continent. Some critics have
claimed that the very idea of autonomy is part of the Western cultural tradition and thus
by definition alien to non-Western learners (e.g. Jones, 1995, as cited in Little and Dam,
1998). Benson (2001, p.55) points out that in a period when Europeans were discussing
the concept of autonomy and investigating ways of associating it to their educational
practices, concerns about the cultural appropriateness of the idea of autonomy in
language learning were first raised by Riley (1988). Benson (2001) states that Riley’s
concerns were directed at the fate of non-European students in European educational
institutions that adopted autonomy among their goals. Various studies related to these
concerns were conducted, and the national culture was found to be an important factor

in the provision of a cultural setting for enhancing autonomy.
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Pennycook (1997) suggests that the notions of student centred education,
individualism and autonomy derive from a particular cultural context and that these
concepts will be structured and valued differently across cultural contexts. For example
Littlewood (1999, as cited in Benson, 2001), expresses that doubts about the cultural
appropriateness of the goal of autonomy for Asian students may have been mainly
based on the view that Asian cultures are collectivist and accepting of relations of power
and authority.

On the contrary to Littlewood’s assertion, Pierson (1996) has claimed that
autonomy has deep historical roots in Eastern philosophies. This researcher has shown
that ideas of autonomy and self-education have roots in Chinese thought dating back to
the Sung Dynasty. Pierson (1996, cited by Benson, 2001, p.56), points out that research
has painted a picture of the typical Hong Kong learner as one who is “passive, reticent

and reluctant to openly challenge authority.” He argues that this is a much product of:

...the structure of the present colonial education system with its
excessive workloads, centralized curricula, didactic and expository
teaching styles, concentration on knowledge acquisition, examinations
emphasizing reproductive knowledge over genuine thinking,

overcrowded classrooms, and inadequately trained teachers (Ibid).

The notion that fostering autonomy is difficult in Asian cultures has been
mnvestigated. Programs such as the program run by Yang (1998, as cited Benson, 2001)
designed for promoting autonomy within the Asian learning cultures have been
successful. This program was designed to promote the autonomy of Taiwanese
university students in four years. Yang reports that at the end of the program the
students’ awareness of language learning-strategies was raised, the students’ use of
strategies was improved. They were taught how to assess their own language
proficiency; they set goals, evaluated progress, and were enabled to experience greater
overall autonomy in language learning.

The literature also shows that there are opposing studies to the ones previously
mentioned. It cannot be assumed that the Western style of autonomy based language
teaching suits the learning style of each student. For example, Rees-Miller
(1993, p. 683) gives evidence of the dangers of this assumption, citing a study of Asian
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learners taught Western learning strategies. These learners actually performed more
poorly than the control group, since they tried not to use their own well-developed
strategies for rote memorization. In line with this issue, Pennycook (1997, p.44) states
that encouraging learner autonomy universally without becoming aware of the social,
cultural and political context, may lead to inappropriate pedagogies and cultural

impositions.

2.3.3.4 Motivation, Self-Determination and Autonomy

Motivation is considered to be a crucial element for success in learning. At its
most basic level, motivation is some kind of internal drive, which pushes someone to do
things in order to achieve something (Harmer, 2001, p.51). Discussions of motivation
have distinguished between motivation coming from external factors, extrinsic
motivation, and that coming from internal factors, intrinsic motivation. While extrinsic
motivation is caused by outside factors such as “the need to pass an exam, the hope of
financial reward” (Harmer, 2001, p.51), intrinsic motivation comes from within the
individual. Intrinsic motivation “deals with behaviour performed for its own sake in
order to experience pleasure and satisfaction” (Dornyei, 2001, p.27). There is also .
‘amotivation’ which is a term referring to the lack of any motivation, whether extrinsic
or intrinsic. Démyei (2001) explains that it is characterised by a ‘there is no point...’
feeling.

Deci and Ryan (1985) add to the dichotomy of motivation with their theory of
self-determination. According to Deci et al. (1991, p.325) this theory:

When applied to the realm of education, is concerned primarily with
promoting in students an interest in learning, a valuing of education, and a
confidence in their own capacities and attributes. These outcomes are
manifestations of being intrinsically motivated and internalising values and

regulatory processes.

Dornyei (2001, p.58) asserts that mainstream psychology has been widely
influenced by Deci and Ryan’s (1985) theory of intrinsic/extrinsic motivation and self-
determination. Several attempts have been made in L2 rescarch to incorporate some of

the elements of this theory in L2-specific models.
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According to the literature review on self-determination theory, this theory has
been applied to the L2 field emphasizing the aspect that it fosters learner autonomy in
L2 classrooms in order to increase student motivation. However, as pointed out by
Dérnyei (2001) although this emphasis is relatively new, a number of recent reviews
and discussions have provided evidence that L2 motivation and learner autonomy go
hand in hand. Déornyei (2001, p.59) éupports this claim by providing a quote from
Ushioda (1996) who, in a monograph on motivation and learner autonomy contends,
“autonomous language learners are by definition motivated learners.”

One of the factors supporting self-determination is valuing. It is explained by
Deci et al. (1991, p.338) that when students value learning, achievement and
accomplishment, they become actively engaged in the educational endeavour. Valuing
then comes from internalisation and integration. These researchers state that an initial
laboratory experiment and an initial field study have shown that “internalisation will
proceed most effectively toward self-determined forms of regulation if (a) children
understand the personal utility of the activity, (b) they are provided choices about the
activity with a minimum of pressure, and (c) their feelings and perspective are
acknowledged” (Ibid). When the child’s valuing of a learning activity is internalised,
the child will be more willing, and more “able to feel competent, related, and
autonomous while doing the activities” (Ibid).

2.3.3.5 Language Learning Strategies and Autonomy

The shift in focus of language instruction from the teacher-centred to the learner-
centred has given students the responsibility for their own language development.
Language programs that invite their learners to become more autonomous have adapted
this focus. In other words, these learners are expected to diagnose some of their own
learning strengths and weaknesses so that they can self-direct the process of language
development. Due to the consideration of autonomy, Weaver & Cohen (1994) express
that in a variety of instructional programs around the world, learners are encouraged to
‘learn how to learn’ and ‘learn how to use’ a foreign language. These researchers also
stress that language learners should not be left to their own devices. Instead, they should
be explicitly trained to become aware of and proficient in the use of a broad range of

strategies that can be utilized throughout the learning process.
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Oxford (1990) shortly defines foreign or second language learning strategies as
the specific actions, behaviours, steps or techniques which students use, often
consciously, to improve their progress in the apprehension, internalisation, and use of
the language. According to Weaver & Cohen (1994), the language learning strategy
repertoire includes cognitive strategies for memorizing and manipulating target
language structures, metacognitive strategies for managing and supervising their
strategy use, affective strategies for gauging their emotional reactions to learning and
lower anxieties, and social strategies for enhancing learning such as through cooperating
with other learners and seeking opportunities to interact with native speakers. As
claimed by these researchers, if learners have a well functioning repertoire, then these
strategies will facilitate the language learning process. These strategies will promote
successful and efficient completion of language learning tasks, as well, by allowing the
learners to develop their own individualized approaches to learning.

Weaver & Cohen (1994) state that the goal of strategy training is to explicitly
teach students how, when, and why strategies can be used to facilitate their efforts at
learning and using a foreign language. Explicit teaching of strategies to learners helps
them explore the ways in which they can learn the target language effectively. Learners
are also encouraged to self-evaluate and self-direct their learning. It is argued by
Weaver & Cohen (1994) that a further goal of strategy training is to promote learner
autonomy and self-direction by allowing students to choose their own strategies and to
do so spontaneously, without continued prompting from the language teacher. Learners
should be able to reach a position where they will be able to monitor and evaluate the

relative effectiveness of their learning strategies.

2.3.3.6 Collaborative Learning and Autonomy

In the literature review of learner autonomy, it is possible to find research
claiming that having students work collaboratively is conducive to learner autonomy.
Accordingly, Little (1997, p.230) says that it is important to emphasize that all learning
proceeds via. interaction, so that the means by which we recognize learner autonomy
are always constrained by the learner’s dependence on the support and cooperation of
others. He adds that, not surprisingly, the mode of interaction most apt to promote

learner autonomy is collaboration.
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While the terms “autonomy” or “independence™ are most often related to the
concept of one’s working alone, “autonomous” or “independent™ learner means “having
the ability to metacognitively and critically make decisions as to the means that one
uses to learn and develop (Murphey and Jacobs, 2000, p. 228).” Autonomous learning
therefore requires collaboration. As Little and Dam (1998) have asserted in their plenary
talk at JALT 98:

We are social creatures, and as such we depend on one another in an
infinity of ways. Without the stimulus and comfort of social interaction,
for example, child development is disastrously impaired: it is our condition
that we learn from one another. Thus, the independence that we exercise
through our developed capacity for autonomous behaviour is always
conditioned and constrained by our inescapable interdependence. In
contexts of formal learning elsewhere, we necessarily depend on others

even as we exercise our independence.

The issues of fostering autonomy through collaboration within a classroom
setting have led to influential investigations within this area. A notable study is that
conducted by Leni Dam and her colleagues in Danish secondary schools where they had
implemented a model of autonomy based on classroom and curriculum negotiation
(Dam, 1995). According to the results of the study, it is possible for learners to become
autonomous, even if they did come from backgrounds of traditional classroom

experiences. Research has shown that environmental factors influence the teacher’s

-methodology and the student’s approach to learning (Little, 1995; Voller, 1997).

Within the classroom environment, one factor showing the degree of authority is
whether the students address théir teachers by their first names or not. Little (1995)
admits that there is no doubt that in many cases this practice quickly fossilizes into
meaningless routine, but that its very existence implies a cultural readiness to share
authority between the teachers and learners.

The language teacher can make use of collaborative learning in the classroom by
giving the students project work and having the students do pair or group work. One of
the items in Harmer’s (2001 p.117) list of the advantages of using group work in the
language classroom is “it promotes learner autonomy by allowing students to make their

own decisions in the group without being told what to do by the teacher.”
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2.3.3.7 The European Language Portfolio and Autonomy

The ELP has a reporting and a pedagogical function. While the reporting
function aims at providing concrete evidence of the owner’s language learning
achievement, the pedagogical function aims to serve as a tool for promoting learner
autonomy by aiding the learner in the developmént of their capacity for reflection and
self-assessment. However, Kohonen (2000b, p.11) notes, “the use of both the pedagogic
and reporting functions of the ELP is crucial for developing the potential of the ELP
towards increasingly autonomous and socially responsible language learning.”

ELP oriented pedagogy makes it possible for teachers to enable their students to
become more aware of their learning goals and to take more responsibility in their
language learning processes. “Through such an awareness teachers can direct their
students’ attention to the desirable aspects of the language learning processes and thus
make learning more accessible for negotiation, guidance and feedback” (Kohonen,
2000, p.11). This collaboration of learners and teachers within the conventional
classroom setting is vital for the sound development of learner autonomy.

The Final Report of the ELP pilot project phase 1998-2000 has provided valuable
feedback summary regarding the point that the self-assessment nature of the ELP
promotes a shift towards increasing learner responsibility. Scharer (2000), the reporter
of this project expresses that language learners need guidance and support to develop
into confident, responsible and self-reliant citizens. He also adds that developing learner
autonomy and competence in self-assessment is a long and complex process, and
though teacher guidance and support seems essential, it ought to diminish over time

(see Figure 2.5).

Teacher support

Learner autonomy l

>

Figure 2.5 Time: Life-long Learning Process (Scharer, 2000, p. 29)
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The principle that “the ELP is a tool to stimulate and support a leaming process
through school and beyond —from child to adult hood (Scharer, 2000, p.28)” is another
aspect aiding the development of learner autonomy. As indicated by Demirel (2002b),
learner autonomy is regarded as the key concept in the ELP because the ELP promotes
in and out of school learning, so learning becomes independent in the process of

determining the learning objectives.

2.3.4 Assessment and Autonomy

The assessment of student progress is an important issue related to language
teaching along the dimensions of learner autonomy and language testing. When
teaching children a foreign language, the assessment of their performance is a concept
that deserves much research. The abuses and misuses of language tests employed for
! assessing children can not only provide non-valid and unreliable information on the
~child’s progress of learning but also hinder the child’s own critical awareness of the

language learning process.

2.3.4.1 Self- Assessment and Autonomy
The insufficiency of teacher prepared traditional language tests and the teacher’s

reliance on standardized tests that have not been approved to be efficient and
appropriate for assessing the language development of children, have triggered
researchers and the teachers themselves to focus on advocating alternative methods of
assessment for young learners. A number of these recent alternative approaches
including “self-assessment” focus on involving the student in the assessment and
evaluation process.

The trend of involving the learner in self-assessment is viewed as an essential
part of balanced assessment. “When students become partners in the learning process,
they gain a better sense of themselves as readers, writers, and thinkers. As students
' reflect on what they have learned and how they learn, they develop the tools to become
more effective learners” (www. eduplace.com/rdg/). As a student becomes a more

effective learner, he becomes more aware of his strengths and attitudes towards the

-
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language and is therefore more capable of reaffirming his goals achieved. Through this
awareness, the student is further motivated and will be better able to set future goals in
the language learning process. In the literature, it is possible to find that in a number of
studies, self-assessment is seen to increase learners’ motivation (Blanche, 1988).

In the literature of autonomy, it is expressed that self-assessment is highly
important for successful language learning. Self-assessment activities can facilitate
autonomy in language learning. However, at this point, Oscarson (1989) claims that
there is a need to make a distinction between self-assessment as an internal self-directed
activity and the learner’s self-assessment as an ability to match other directed external
assessments of their proficiency. According to Oscarson, from an autonomous
perspective, the formative aspects of internal assessment are of greater significance than
learners’ abilities to match their own assessments with external assessments of their
proficiency. In self-directed learning, the distinction between self-assessment of
learning outcomes and self-monitoring of the learning process is also blurred, since self-
assessment is ongoing and influences planning. In this sense, as Benson (2001) states,
self-assessment includes reflection on goals, learning activities and appropriate
assessment criteria.

The main benefits that formal self-assessment provides for learners are identified
by Oscarson (1989) as:

e Self-assessment trains learners to evaluate the effectiveness of their
communication, which is beneficial to learning in itself.

e It raises learners’ awareness of the learning process and stimulates them to
consider course content and assessment critically.

e It enhances their- knowledge of the variety of possible goals in language
learning, which leaves them in a better position to exercise control over their
own learning and to influence the direction of classroom activities.

e It expands the range of assessment criteria to include areas in which learners
have special competence, such as the evaluation of their own needs and

affective dimensions of the learning process.
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Several studies have also shown that the correlation between learners’
judgements in relation to the teachers’ judgements can be high, especially when
students have been given training (Bachman and Palmer, 1989; Oscarson, 1989; Rolfe,
1990; as cited in Benson, 2001, p.156).

A major factor affecting a student’s success in self-assessment is their level of
self-reflection. Along the lines of this argument, Kohonen (2000a) stresses the point
that it is difficult for young students to become self-reflective about their language
learning because they are still at a stage where they have little experience and
knowledge about learning in general. In asking young learners to assess themselves,
problems may arise due to their lack of skills necessary for this process. Therefore, it is
the duty of the language teacher to provide guidance and support facilitate the process

of developing the necessary self-assessment skills during formal instruction.

2.3.4.2 Portfolio Assessment and Autonomy

A portfolio can be described as a record of the student’s progress and activities.
In a portfolio, the student keeps a collection of selected work that shows his progress
within the language lesson or course. Brown (1988, p.11) stresses that language
portfolios are much more than a folder containing a student’s work because students
carefully select, revise, and reflect on the pieces (e.g., compositions, homework
exercises). This procéss increases their understanding of their own language
development.

Educational settings have benefited from portfolio assessment by using it as a
means to examine and measure progress. Genesee and Upshur (1996) claim that if
teachers and students in conference review portfolios routinely together, then portfolios
can provide information about student’s views of their own learning and the strategies
that they apply. This in turn can enhance student involvement in and ownership of their
own learning. Genesee and Upshur (1996, p.99) have summarized the benefits of using
a portfolio (see Table 2.3).

Considering the items in Table 2.1 the items under the heading “Portfolios
promote” overlap with the factors promoting learner autonomy. For example portfolio

assessment increases the student’s level of responsibility, provides for teacher and peer
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collaboration, it motivates the student, and encourages the student to reflect by critically

thinking about his own learning.

Table 2.3 Benefits of Portfolios

Portfolios provide:

A continuous, cumulative record of language development

A holistic view of student learning

Insights about progress of individual students

Opportunities for collaborative assessment and goal-setting with students
Tangible evidence of student learning to be shared with parents, other educators,
and other students

¢ Opportunities to use metalanguage to talk about language

Portfolios promote:

Student involvement in assessment

Responsibility for self-assessment

Interaction with teachers, parents, and students about learning
Student ownership of and responsibility for their own learning
Excitement about learning

Students’ ability to think critically about schoolwork
Collaborative, sharing classrooms

2.3.4.3 Learning Logs and Autonomy

Learning logs can be described as structured student journals because learning
logs include prompts that the student has to complete and as a result the student is
directed towards critical thinking about his learning process. “Keeping a language
learning log provides students with a_concrete record of their activities and progress
during the course” (Brown, 1998, p.38).

By filling in a learning log after each language lesson, the student becomes aware
of what he has or has not learned, and explores the reasons underlying this situation. In
this type of self-assessment it is important for the teacher to read the logs and provide
suitable feedback.

For the teacher, learning logs are a means of monitoring the student’s progress
and therefore as Genesee and Upshur (1996, p.123) express “such information can help
teachers plan instruction that incorporates the language skills their students need in
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other academic domains and/or the actual content from these domains into their
language teaching.”

As it is indicated by Genesee and Upshur (1996, p.123) students themselves can
use learning logs for self-assessment, to monitor their progress toward achieving their
personal goals or the objectives of other content areas, and to identify areas of difficulty
linguistic or non-linguistic, which may be interfering with their language or general
academic progress. The reflective skills, which the student develops when keeping a

log, will aid the student’s development of learner autonomy.

2.3.5 Measuring Learner Autonomy

The measurement of autonomy is still a matter of debate because prominent
language researchers such as Nunan (1997) and Little (1991) claim that autonomy is a
multidimensional construct due to the fact that there are various behaviours which can
take place in numerous forms depending on age, language progress and perception etc.
demonstrating control over learning, however there is “little evidence to suggest that
autonomy consists of any particular combination of these behaviours” (Nunan, as cited
in Benson, 2001, p.51).

Despite the issue that the measurement of autonomy is problematic, Benson
(2001, p.51) claims that it possible to measure autonomy by observing whether learners
display a greater degree of control in particular aspects of their learning. For example
the learner’s ability to self-assess, to reflect upon the value of the learning activities or
to design his own learning programmes. Upon this view, it possible to state that since
autonomy can be measured through self-assessment, self-reflection, and learner
independence then it is possible to enhance learner autonomy through the development

of these skills.

2.4 Conclusion

The first section of this chapter outlined the background information concerning
the developmental process of the ELP and also provided the reader with examples of
ELP piloting projects.

The literature review of learner autonomy presented in the second section of this

chapter has highlighted the main themes on learner autonomy that are addressed in the
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present study. These themes are based on the concepts of learner responsibility and
independence from the teacher, the importance of collaboration and assessment types,

strategy tramming, motivation, learner attitudes and the ELP.
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CHAPTER 111 METHODOLOGY AND DATA COLLECTION

3.1 Introduction

- The present chapter reports on the overall research design of the study. Firstly,
the research questions of the. study are presented in‘order to remind the overall purpose.
Then, the ELP model aiming to foster learner autonomy (displayed in Chapter 1) and
treatment procedures based on this model are discussed. The data sources, as well as the
instruments for data collection and implementation are also presented in this section.

Finally, data analysis procedures are described.”

3.2 Research and Evaluation Questions
It is assumed that the ELP model adapted and designed for Turkish primary
school students will make the English language learning process transparent to the
students. In return, this will guide them to develop a capacity for self-assessment, self-
reflection, determining objectives and thus enhance their learner autonomy. The study
also attempts to display the feasibﬂity of the ELP within the Turkish primary school
system. The questions to be addressed in the study, as mentioned in Chapter I, are
twofold.
The first group of questions address the pedagogical functions of the ELP:
1. -Does ELP-oriented instruction enhance the learner autonomy of private primary
school students learning EFL in a teacher-centred approach? '
2. -Does ELP-oriented instruction enhance the learner autonomy of state primary
school students learning EFL in a teacher-centred approach?
3. Will there be a significant difference between the private and the state school
students’ learner autonomy after ELP implementation?
The second area addresses the students’ perceptions of the ELP:
1. -What are the perceptions of the primary school students towards the
implementation of an ELP model within the Turkish primary school context?

* In order to enhance the reliability of the study, the researcher has been participating as a cordial member
in the ELP commission meetings since May 2002 held in Ankara by the Board of Education (one of the
two major advisory bodies of the Turkish Ministry of National Education). Participation is in the status
of a commission member since December 2002 by the permission of Prof. Ozcan Demirel the co-
ordinator of the ELP commission for the Turkish ELP project (see National Education at the Beginning of
2001: p. 314).
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3.3 Research Design

The goal of the study is to investigate whether ELP-oriented language instruction
has an impact on learner autonomy. The nature of the study involves an experimental
design because the focus of exploration is to determine whether there will be differences
in the levels of learner autonomy between the experimental and control groups as a
result of implementing the ELP. (See Figure 3.1 for a visual display of the research
design). The impact of the ELP on learner autonomy was measured through
administering the Autonomy Learner Questionnaire before and after experimental
treatment. The same questionnaire was administered in both the control and

experimental groups.

Experimental Group (RE distribution of)

Private grade 4 ——p
Private grade 5————»
State grade4 ——»
State grade 5 ——»

Control Group

Private grade 4 ————»
Private grade 5——»
State gradle 4 —»
State grade 5 —»

Figure 3.1 Research Design of the Present Study

3.3.1 Method of Experimental Treatment
In the following, the participants of the present study, the materials for
experimental treatment, and experimental treatment procedures constitute the sub-

headings for the methodology of the experimental treatment.

3.3.2 The Participants
Primary school EFL teachers and students in primary school Grades 4 and 5 are
the participant groups who have contributed to the present study.
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3.3.2.1 The Teachers

Due to the fact that it is possible for EFL teachers to be working over hours, one
of the most important facets of the study was to find teachers and schools willing to co-
operate and share the responsibility of the experimentation In order to obtain reliable
results, the teacher in the experimental group also had to be the teacher in the control
group. In this way, it would be possible to claim that the results of the study were due
to treatment rather than the effectiveness of the teacher. Two EFL teachers personally
acquainted with the researcher were teaching in at least two Grade 4 classes and two
Grade 5 classes at Ilkbahar Private Primary School. Both of these teachers agreed to
participate in this study and permission was gained from the school principal. At this
school, the Grade 4 EFL teacher is a female with four years of teaching experience
(referred to as T1); the Grade 5 EFL teacher is a male who has been teaching for
fourteen years (referred to as T2). Both teachers graduated from a Faculty of Education
ELT Department.

The state school used for experimentation is a school located within a district
where people are of average socio-economic status. In this way, the present study
reflects a sample of a larger population. Dilek Ozer Primary State School was found
suitable for conducting the research. The participation of this school was achieved by
first asking for permission from the school’s principal. After the school principal kindly
expressed that it would be a pleasurable experience for his school to co-operate in this
research, a meeting was held with the English teacher of Grades 4 and 5.

The female EFL teacher at the state school had formerly been retired, but she re-
entered the workforce due to a national shortage of EFL teachers in the primary and
secondary state school educational sector, she is also a graduate from a Faculty of
Education ELT Department. This teacher (referred to as T3) stated that she would
participate in the study, but she would not do the things that would require extraneous
effort since she was already teaching in all of the Grades 4 and 5 English classes at this
school (she was teaching 24 hours a week). This behaviour of the teacher showed that
the present research was a disturbance to her teaching and that the researcher’s help was
a desirable factor on bher behalf. Having settled this issue, it was decided that the

researcher would also participate in the assessment of the students’ portfolio work with
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the EFL teacher in each experimental class, so as not to make the study a burden for the
teacher. This arrangement also allowed the researcher to have supervised and make
necessary adjustments. |

Before the experimentation began, in order to confirm that the teachers
participating in the study had adopted a teacher centred approach in their language
teaching, all of the teachers were asked the same question, “Who determines the content
and methods of learning in your classroom?” All of the teachers replied that within the
framework of the M.NE EFL program, they decided the content and method because
they knew what was best for their students.

In order to overcome any potential misunderstandings due to a lack of
professional preparation to co-operate in the research, the researcher conducted two
seminars. The first seminar was held in the state school and the second at the private
school. The school principle and colleagues of the participating teachers were also
invited to this seminar. Here, the ELP was introduced in detail, validated ELP samples

were investigated, and the importance and details of the present study were discussed.

3.3.2.2 The Students

This study can be described as quasi-experimental because the experiment has
been carried out with intact participant groups who are students that bad already been
grouped together in classes by their school administration. Selecting students with the
same foreign language proficiency levels as the recipients of both the experimental
materials and the control group for data analysis attempted to overcome any threat to the
internal validity of the study. Any differences in the results would then be due to the
experimental treatment rather than the varying foreign language proficiency levels.

In both of the primary state school contexts, the grade 4 and grade 5 students are
potential threats to the internal validity of the study because it is not their first encounter
with a foreign language in a formal setting. At Dilek Ozer Public Primary School the
grade 4 students began learning English in the previous semester, and the grade 5
students had been learning English during their last three semesters of education at this
state primary school. At Ilkbahar Private Primary School, most of the students in both

grades had been learning English approximately four lessons per school week, as a




64

foreign language since the first grade. (See Table 3.1 for the number of student and
teacher participants of the study).

Table 3.1 Numbers of Student and Teacher Participants in Experimental and
Control Groups |
SCHOOL TYPE and No. of | Experimental |Control TEACHER
GRADE CLASSES | STUDENT STUDENT
n % |n %
Grade 4 1 19 14 |20 15 T1
Private Sch.
Grade5 | ' 118 |13 |19 |14 12
Grade 4 1 54 39 |49 36 T3
State Sch.
Grade5 | ' |48 |34 [48 |35 13
! Total 4 139 (100 {136 {100 3
'r
3.3.3 Materials for Experimental Treatment
In the present study, the materials included for experimental treatment consist

of:

1- ELP Junior Model. This ELP was designed under the supervision of the Turkish ELP
commission and a total of 139 copies were prepared and presented to each subject
participant of the study. Three additional copies were made and presented to the
teachers participating in the experimental groups (see Appendix C).

2- ELP Teacher’s Guide. This guide is designed for the EFL teachers participating in
the experimentation of ELP-oriented instruction (see Appendix D).

3.3.3.1 The Turkish European Language Portfolio Junior Model
Schneider and Lenz, the authors of European Language Portfolio: Guide for

Developers, state that ELP models for young learners have been developed for the
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piloting in France, Germany, UK, Hungary, the Czech Republic and Portugal. Based on
these ELP models, Schneider and Lenz (2001, p.19) inform:

All of these ELP’s are adapted to younger learners with regard to the
pedagogic approach (design, complexity, expected background, etc.).
Some ELP’s were created for use in various contexts, others were
customized for specific school systems and curricula. It certainly makes
sense to tailor Language Portfolios for young learners closely to the needs
and restrictions of the environment. For this category of ELP the
Principles and Guidelines need to be interpreted more flexibly than in the

case of Portfolios intended for the generally more mobile older learners.

In the words of Schneider and Lenz (2001), since it is possible to ‘tailor Language
Portfolios for young learners’ and to flexibly interpret the Principles and Guidelines, an
ELP functioning as a major instrument for fostering autonomy was designed for the
present study. This ELP model is mainly an adapted version of the French junior ELP
titled ‘Mon Premier Portfolio’. This French model was developed by CIEP (Centre
International d” Etudes Pedagogiques) in Sevres, France, and was accredited No. 2-2000
by the European ELP Validation Committee (see Appéndix E for the French Junior ELP
model).

The French junior ELP “presents its equivalent of checklists in a rather original
format: a board-game consisting of a colourful square chart with four parts
corresponding to the four basic skills.... When using these checklists, learners start in
the corners (level Al) and move up towards the middle of the board as they progress.
Whenever these young learners are able to do one of the tasks described, they receive a
coloured sticker which they can place on to a pre-printed circle. Four circles are
available next to each descriptor, accommodating four different languages (Schneider
and Lenz, 2001, p.34). According to Schneider and Lenz (2001), the descriptors used in
the French junior ELP were adapted from the CEF in a transparent manner and they
cover a range from Al to A2/B1. “The authors of this ELP model decided to limit the
range of levels provided — no doubt for practical reasons” (Ibid).

The adapted Turkish ELP junior model is named ‘Benim Ilk Dil Geligim Dosyam’
(My First Language Portfolio). This ELP model is composed of three sections: Passport,
Biography, and Dossier.
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The checklists supplied in the ELP are based on the CEF level Al. In addition
the course objectives described by the M.NE in the national EFL curricula for primary
school grades 4 and 5 were restated and developed as descriptors in the form of
functional “can do” statements to enhance the self-assessment skills of the students in
experimental groups. The course objectives of the EFL gradev 4 and 5 programs
described by the private primary school were also restated in the form of functional
descriptors. At this point, Little’s (2002, p.5) warning that “using the ELP should not
mean working against the curriculum because all communicative curriculum goals can
be restated in terms of the CoE’s common reference levels which underpin the ELP”
was taken into consideration.

The descriptors in the ELP, stated in the linguistic tasks, were adapted in order
for compatibility with the present curricula designed by the M.NE. The language of
these was also simplified according to the age of the Turkish students involved in the
study. As a result, in the ELP there is one-self assessment list for each descriptor. In
addition to the CEF Al descriptors, an extra ‘A Zero® checklist was prepared since the
state school participants were far from meeting the demands of the CEF Al descriptor
checklist. ‘

The language, presentation and design of the ELP junior model were specifically
adapted to young learners in order to be easily comprehended and fun to use. For the
reliability of the ELP, the expertise views of the Turkish ELP Special Expertise
Commission were consistently sought throughout the various stages of the preparation of
the ELP. Also, the opinions of the voluntary students at Ibni Sina State Primary School
were taken into consideration when designing the ELP junior model.

The ELP model used in this study differs from the French version ‘Mon Premier
Portfolio’, mainly in the dossier section, as extra components were added to the Turkish
version of this section. These components consist of the following: a learning log for
each week, a checklist designed to keep track of the language work put into the
portfolio, a list of the short-term goals to be achieved during the period of
experimentation. This list was also enlarged in the form of a poster with the goals
restated in the form of functional ‘can do’ statements and pinned on the classroom wall
of each experimental classroom.

The underlying reason for employing the poster technique in the present study is
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due to the experience of a Czech primary school teacher (Jana Hindlsova), described by
Little and Perclova (2001, p.38). The Czech teacher had written the entire Al
descriptors on five posters, one for each skill, and displayed them on the classroom wall.
She had encouraged the class to consider which descriptors were difficult and why, and
had discussed what they would need to do in their lessons in order to .achjeve them.
When her learners thought they had achieved a particular descriptor they wrote their
name next to it on the poster. The students were then required to show that their
self-assessment was accurate, for example by engaging in appropriate pair work.
Reflecting on her experience, Jana had explained that she realized her learners would
need help in understanding how to work with the ELP. According to Jana, the posters in
particular helped her learners to orient themselves and she also estimated that that it
took six months for her learners to become really independent.

Self-assessment, as Little (2002) puts it, is fundamental to effective use of the
ELP and is also fundamental to the processes of planning, monitoring and evaluating
learning, which means that it lies at the heart of learner reflection and autonomy.
Little (2002) also notes that sclf-assessment is based on the learners” developed capacity
to reflect on their own knowledge, skills and achievement, whereds assessment by
others provides an external, objective measure of the same knowledge, skills and
achievement. Based on this issue, Little (2002) asserts that self-assessment and
assessment by others should support one another because achieving complementarities
and balance between them is one of the aims of the ELP. Therefore, the ELP designed
for the present study, when using the Dossier section for the weekly homework, embeds
opportunities for activities based on both peer-assessment and teacher assessment,

In the biography section of the ELP there was also a learning style preference
listing which the students' had to fill in according to his or her own learning styles.
Through this list it was aimed to help enhance the student’s self-reflection in language
learning.

The content validity of the ELP greatly sustains, as it was an adapted version of
the French.ELP Junior Model, which was validated by the CoE. Also as reported earlier,
the researcher constantly sought expertise views throughout the preparation and

designing of the ELP.
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3.3.3.2 The European Language Portfolio Teacher’s Guide
The ELP Teacher’s Guide prepared by the researcher intends to familiarize the
teachers who are participating in the study with the ELP. It is designed in the form ofa
leaflet for the individual teachers who are using the ELP in the experimental groups. In
the preparation of this guide the teacher’s book ‘Mon Premier Portfolio Livret d’
Utilisation’ designed for the French junior ELP model was utilised as a supporting
resource (see Appendix F for Mon Premier Portfolio Livret d* Utilisation).
As stated by Little and Perclova (2001), one of the central implications of the
ELP is that the best learning comes from discussion with others who are informed of the
ELP. This then leads back to individual reflection. In order to support the ELP
Teachers’ Guide there were meetings held with the teachers before and after each
experimental ELP oriented lesson. In this manner not only what is to be done in the
experimental groups but also what has been done in the control groups were kept under

the control of the researcher.

3.3.4 Experimental Treatment Procedures
This section focuses on the way the ELP was implemented in the present study.
The period of the ELP treatment and a twelve-week program for the ELP treatment is

also discussed.

3.3.4.1 Way of Implementing the European Language Portfolio Junior Model

Over the past few years, different versions of the ELP have been piloted in
various ways among the member states of the CoE. Figures 3.1 and 3.2 display Little
and Perclova’s (2001, p.16) suggestions for implementing the ELP in pedagogical

practice.
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DOSSIER ! BIOGRAPHY | 3] PASSPORT

Figure 3.2 Dossier-Biography-Passport Implementation of ELP
(Little & Perclova, 2001, p.16)

According to Little and Perclova (2001) the implementation in Figure 3.2 has
worked well with learners at primary and secondary level. In this procedure the
language teacher begins to implement the ELP by introducing the ‘dossier’ and
encouraging the learners to keep the best examples of their work here. Later, the
‘biography’ section is introduced in order to help the students to start setting their own
learning targets and to review their learning progress. Finally, the ‘passport’ is
introduced. This allows learners to come to terms with their linguistic identity by

engaging in self-assessment based on the CoE’s common reference levels.

PASSPORT BIO GRAPHY |q | DOSSIER

Figure 3.3 Passport -Biography- Dossier Implementation of ELP
(Little & Perclova, 2001, p.16)
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In Figure 3.3, Little and Perclova (2001) suggest a reversed form of the previous
process. They add that this approach has proved successful with adult refugees taking an
intensive five-month English course in Ireland. Here, the ‘passport’ is introduced from
the start so as to challenge the learners to reflect on their linguistic identity and the
degree of language proficiency achieved in their target language(s). At the second stage
the ‘biography’ section of the ELP is presented so that the learners set their own
individual learning targets. Finally, the learner outcomes are collected in the ‘dossier’
and evaluated in the biography so that a base is formed for setting new goals. This
process is repeated until the end of the course, when learners update their self-
assessment checklists in the passport section of their portfolios.

In the present study, the implementation described in Figure 3.3 was employed.
Initially, after the students filled in the passport section of their ELP’s, it was important
for the subjects’ to be able to learn how to self-assess their English language proficiency
in the biography section. After filling in the self-assessment checklists, the subjects were
made aware of the short-term goals that they were to achieve during the span of
treatment. They were informed that they were going to keep track of this process
themselves through the work that they were asked to put into the dossier section of their
portfolios. The subjects of this study were engaged in the process of attending to the
biography for updating goals achieved after each task fulfilment of the dossier.

3.3.4.2 Span of Implementing European Language Portfolio Junior Model

The second semester of the 2002-2003 academic year of education consists 0of 16
weeks, while the maximum period suitable for conducting the experiment for this study
was 12 weeks. The experimental groups in the state primary school had two lessons of
English per week, which was a limitation for the study because the EFL teacher at this
school stated that she had to meet the demands of the national curricula and that it was
impossible to conduct, one lesson of ELP-oriented treatment per week within these
lessons. However, this problem was solved through the assurance of the EFL teacher
that there would be no alterations made to the national curricula and that the ELP
oriented language instruction would cover the topics that are presented in the M.NE’s
Grade 4 and Grade 5 English language course book. The private primary school did not
present time constraints for the experimentation. At this school the Grades 4 and 5 had
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six lessons of English per week, which made it possible for the EFL teacher to use one
of these lessons for experimentation.

In this research, all the experimental and control groups learnt English in the
traditional teacher-centred approach. In addition to this approach the experimental
groups were exposed to ELP oriented instructional treatlhent one lesson per week. In the
experimental groups, the ELP is expected to function as a catalyst for enhancing the
autonomy of the leamers. Meanwhile, the language learners in the control groups were
only exposed to traditional teacher-centred foreign language instruction (see Table 3.2

for hours of teacher-centred and ELP oriented EFL instruction per week during the span

of experimentation).

Table 3.2 Number of EFL Lessons Per Week
School Type Private State
Group Type Experimental | Control Experimental | Control
No. of grade 4 EFL lessons|5 teacher- 6 teacher- |1 teacher- 2 teacher-
per week and EFL teaching|centred + 1 centred centred +1 |centred
approaches employed. ELP oriented ‘ ELP oriented
Total no. of EFL instruction 6 6 2 2
per week. _ ‘
No. of grade 5 EFL lessons|5 teacher- 2 teacher- |1 teacher- 2 teacher-
per week and EFL teaching|centred + 1 centred centred + 1 |centred
approaches employed. ELP oriented ELP oriented
Total no. of EFL instruction 6 6 2 2
per week.

3.3.4.3 Program of European Language Portfolio Junior Model Implementation
' The experimental treatment course program is designed to be an ELP-oriented
language course with the underlying logic being that autonomy can be developed best
through learning tasks based on management skills and meta-cognitive awareness of the
learner. In primary school, one lesson is a session of 40 minutes. The participants in the
experimental groups had a total of 12 lessons of treatment devoted to using the ELP and
autonomy developing tasks embedded within the ELP. The questionnaires were also
distributed during the twelve lessons (see Appendix G for the twelve-week program).
Before every English lesson the researcher and the EFL teacher spent at least 30
minutes discussing the strategies to be followed in that lesson and the researcher also

gave the teacher feedback relating to the students’ language progress based on ELP
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implementation. The weekly homework turned in by the students from both the state
and primary school was collected by the researcher and then returned in the following
week’s English lesson. The researcher corrected all of the homework and projects, and

gave feedback relating to the student’s work in the form of notes.

3.4 Instruments for Data Collection

For investigation of the effectiveness of the ELP on the autonomy of the
learners’ the material for collection of data includes a learner questionnaire based on
autonomy and field notes as data obtained from the open observations made by the
researcher. In order to determine the learners’ feelings towards the ELP as a language-
learning instrument, three sets of questionnaires consisting of anchor questions prepared
by the CoE and administered to the ELP piloting countries were also distributed to the
participants in the present study. All materials were written and presented in Turkish

with their English translations underneath.

3.4.1 Autonomy Learner Questionnaire

Despite the issue that the measurement of autonomy is problematic this study
adheres to Benson’s view for measuring autonomy. Benson (2001, p.51) claims that we
may well be able to observe whether learners display a greater degree of control in
particular aspects of their learning. For example, we may be able to say that they are
more able to self-assess their own learning, to reflect upon the value of their learning
activities or to design their own learning programmes.

The effect of the ELP on learner autonomy was measured by an autonomy
learner questionnaire (ALQ) comprised of 44 statements based on the 9 dimensions
related to language learning. (See Table 3.3 for a display of the dimensions that the
ALQ dwells upon). The statements relating to these dimensions were designed and
adapted according to the language comprehensibility of children. Resources, which
- were influential in the writing of the statements for the questionnaire, were items
Dickinson’s (1987, p.14) scale of degree of autonomy, Broady’s (1996) questiorina;ire in
which Broady had also selected a number of items from Guglielmo’s (1977) Self-
Directed Readiness questionnaire, and the questionnaire designed by Sancar (2001) for

her MA thesis. Two instructors teaching of the translation courses at the ELT
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Table 3.3 Areas for Investigation in the Autonomy Learner Questionnaire

Section No. of Focus Questions
| Items
Dimension 1 | 6 items Readiness for Self-direction What are the learners’ beliefs relating to |
self-directed learning in general?
Dimension 2 | 7 items Independent Work in Lang. What are the learners’ beliefs relating to
Learning independent work in language learning?
Dimension 3 | 8 items Importance of Class/Teacher How important do learners see the
class/the teacher in their lang. learning?
Dimension 4 | 5 items Role of Teacher: What importance do learners give to
Explanation/Supervision teacher explanation and supervision?
Dimension 5 | 4 items Language Learning Activities In relation to particular lang. learning
activities, what are the learners’ attitudes?
Dimension 6 | 3 items . | Selection of Content What are the learners’ attitudes relating to
the selection of content for lang. learning?
Dimension 7 | 2 items Objectives/Evaluation How confident do learners feel about
defining objectives?
Dimension 8 | 5 items Assessment/Motivation How important is external assessment in
motivating the learners’ work?
Dimension 9 | 4 items Other Cultures What are the learners’ attitudes relating to

the culture of other countries?

Cronbach’s alpha which is an alpha coefficient ranging in value from 0-1 was
used to describe the internal reliability coefficient of the ALQ. While Nunally (1978)
has indicated 0.70 to be an acceptable reliability coefficient, lower thresholds can also

be cited in the literature. However in the UCLA Academic Technology Services SPSS
FAQ (as cited in www. ats.ucle.edu/stat/spss/fag/alpha.html) it is noted that a reliability

coefficient of 0.80 or higher is considered as “acceptable” in most Social Science

applications.
After piloting the ALQ on the twenty voluntary students, the Cronbach Alpha
reliability of this questionnaire was measured using the STATISTICA program. The

total internal reliability coefficient of this questionnaire was found as:
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Cronbach Alpha: 0.807023. Based on the literature of internal reliability, the Cronbach
Alpha coefficient of the learner autonomy questionnaire employed in this study can be

considered acceptable.

3.4.2 The Council of Europe Learner Anchor Questions Based on the European
Language Portfolio

The CoE has produced learner and teacher anchor questions for the subjects of
the pilot projects conducted in the 1998-2000 phase. As noted in the Final Report of
this pilot project phase, Rolf Scharer (2000) states that these anchor questions have been
prepared in the form of three different sets for both the learners and the teachers. These
questionnaires aim to gain feedback on; the ELP as a product, the pedagogical functions
of the ELP, the strategy of self-assessment, organizational needs and the feasibility of
the ELP. In the pilot project phase of the CoE the first set of questionnaires was ideally
distributed within a few weeks after the introduction and the first self-assessment, the
second set towards the end of the school year and the third set towards the end of the
pilot project, in the first part of the year 2000.

For the present study, only the sets of anchor questions prepared by the CoE for
learners were used (see Appendix I). The three sets of the learner questions (CoE LQlI,
CoE LQ2, and CoE LQ3) are in the form of survey statements requiring YES or NO
answers. However, in addition to these survey statements, in the second and third sets of
questions there are two identical open-ended questions. These questions are:

1-What do you like best about your ELP?
2-What do you like least about your ELP?

3.4.3 Observation

In language research observations are mainly used to examine behaviours within
a certain context. “The main advantage of using observations for collecting data are that
they allow the study of a phenomenon at close range with many of the contextual
variables at present, a feature which is very important in studying language behaviours
(Seliger and Shohamy, 1989, p.162).”

Due to the nature that observations can be made by “insiders who are part of the

group observed, by participant observers, or by outsiders” (Ibid). The researcher of the
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present study gathered observational data by participating at each session of the ELP
treatment within every experimental group.

The observational procedure was of an open nature because there was a low
level of explicitness in the unexpected behaviour of the students towards their
involvement in using the ELP. The data obtained from these open observations were in

the form of field notes so as to provide records for the researcher.

3.5 Piloting of Data Collection Instruments
This section concentrates on how the ALQ and CoE LQ were administered to the

primary school students.

3.5.1 Administering of ALQ

In the present study, the autonomy ALQ functions as both test and re-test. Due to
the fact that this study focuses on children and takes into account the fact that the
autonomy learner questionnaire is composed of 44 items, a number which risks the
students lose concentration, it was decided that the questionnaire be administered in two
separate sections in two sittings. Each section of the questionnaire consists of 22 items,
and the students participating in all groups received the first section of the questionnaire
during the first week of their English lessons. Later in the second week of their English
lessons, they received the second section. Prior to administering the tests to both
experimental and control groups, the students were verbally informed of the purpose of
the study. The students were also notified that permission was gained from the Bursa
Local Authority of National Education, the head principal of their school and also their
EFL teacher to administer the questionnaires. The introductory comments took about 10
minutes and the completion of each section of the test took about 20 minutes. The
procedure listed above was repeated when administering the questionnaires as a re-test

during the 11™ and 12 weeks of experimentation.
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3.5.2 Administering of CoE LQ

The CoE LQ was translated from English into Turkish and administered to the
experimental groups only. The first set of questions was distributed in the third week of
the ELP experimental treatment. The second set was presented in the seventh week of
using the ELP, while the third set was given in the final week (12% week) of the

experimental treatment.

3.6 Data Analysis Procedures
The scoring procedures of the ALQ, how the student’s learner independency was
calculated on the ALQ, how the data of the ALQ was statistically analysed, and the

procedures for analysis of the CoE LQ are presented in the following sections.

3.6.1 Scoring of ALQ

The ALQ is a structured questionnaire eliciting data in the form of rankings. In
the ALQ the Likert scale (Likert 1932) was employed asking the subjects to respond to
a total of 44 statements by indicating whether each statement is; “always true” (AT),
“mostly true” (MT), “sometimes true” (ST), “rarély true” (RT), and “never true” (NT) .
of themselves. “Always true” was assigned a weight of five points, “mostly true”
weighed four points, “sometimes true” weighed three points, “rarely true” weighed two
points, and “never true” got a score of one. The items in the ALQ were based on
independency and dependency; therefore, a reverse scoring system was necessary for
the independent items in order to discriminate between attitudes of autonomous learners
and those of non-autonomous learners. (See Graph 3.1 for the score-value that each
option was given based on the reverse scoring of dependency statements in order to

become independency statements).
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Graph 3.1 Reverse Scoring of Independency and Dependency Statements

3.6.2. ALQ Calculation of Learner Independency

In order to determine the level of the independency of a group, a dependency —
independency chart where there is a minimum score lower and upper limit, an average
score of an upper limit, and a maximum score of a lower and upper limit was computed
(see Table 3.4). The minimum score interval was calculated by the multiplication of
the number of all items, 44 in all, with the minimum points (1 and 2) given to a choice
on the Likert scale. Meanwhile, the maximum score interval calculation was
determined by the multiplication of the maximum points (4 and 5) given to a choice on
the Likert scale. The limits of the average score interval were calculated by using the

score of 3 as both the minimum and maximum score of choice.

Table 3.4 Chart of ALQ Scores Determining the Degrees of Learner
Independency -
Level of Scores _ Calculation |Interval |Degree

Minimum score -Lower limit |44x1=44 |0-44 More Dependent
-Upper limit {44 x2 =88 [45-88 |Dependent

Average score -Upper limit |44 x 3 =132 |89-132 |Neutral

Maximum score ~ -Lower limit |44 x4 =176 |133-176 | Independent
-Upper limit {44 x 5 =220 {177-220 | More Independent

Anzdolu i’

Rerkez [t on
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3.6.3 Statistical Data Analysis of ALQ

" In order to preserve the internal validity of the study, all of the subjects in both
the experimental and control groups were classified according to their Turkish language
and English as a foreign language course grades as stated in their official school reports
of the previous semester, Fall semester of the 2002-2003 academic year. The Turkish
national primary school course achievement rating scale is from 1 to 5 (1 being the
lowest and 5 the highest rating). Subjects with an average of 4.5 to 5.0 were classified as
high language learners and the ALQ’s filled in by these subjects were used for statistical
data analysis. Through this procedure, each experimental and control group consisted of
15 participants with high English and Turkish language scores. For data analysis of the
ALQ), the Statistical Package for the Social Sciences (SPSS Version 10.0) was used.

The ALQ was administered to all of the experimental and control groups before
and after the treatment span. Based on this within-subjects design, in order to find out
whether the ELP had an impact on the learner autonomy of the subjects within the
groups, a two-sample correlated t-test was run so that the mean value of the test
distributed before experimental treatment could be compared to the mean value of the
re-test distributed after experimental treatment. As a result, eight pairs of t-test were
calculated. (See Figure 3.3 for visual display of the ALQ pairing for t-tests within the
groups).

The second stage of analysing the data of the ALQ consists of comparing on a
linear graph the scores that each subject in every group gained before and afier the
treatment span. This phase aimed to determine, by referring to the scores on the
dependency — independency chart, whether there were differences in the level of the
independency of a subject due to experimental treatment.

The third stage of the ALQ analysis is the one-way ANOVA calculations. Here,
" the aim is to observe whether the variances of the four groups are different—if the ELP
treatments had an effect. (See Figure 3.4 for a visual display of the data for one-way
ANOVA).

Since the ALQ is not an achievement or language proficiency test, the Kruskal-
Wallis test, a non-parametric alternative to the one-way ANOVA, was employed in

order for the confirmation of the ANOVA findings.
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Finally, the nine dimensional sections of the ALQ are examined. The total
scores gained in every dimension by each group before and after the treatment span are

calculated and displayed in the form of bar graphs.

Data Analysis of ALQ
Experimental Groups

State gr.4
test
re-test

State gr.5
test
re-test

/

ANOVA

Priv.gr.4
test
re-test

N

Priv.gr.5
test
re-test

Figure 3.4 The Data for One-Way ANOVA

3.6.4 Analysis of CoE ELP Learner Anchor Questions

The quantitative feedback related to the learners’ employment of the ELP was
gained by administering the CoE learner anchor questions (CoE LQ). In the analysis of
the CoE LQ (set 1, set 2, and set 3) aiming to gain feedback on the feasibility of the
ELP, the questionnaires returned by all of the subjects were taken into consideration.

The answers to the questions were analysed through the calculation of the
frequencies of the yes and no responses. The frequencies were quoted as percentages
and presented in a table. The responses to the open ended questions were grouped in

categories, and the frequencies were also calculated and presented in a table format.
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CHAPTERIV FINDINGS

4.1 Introduction

The findings presented in this chapter have been divided into two sections. The first
section deals with the findings of the ALQ data analysis. These findings will be addressed
in the light of the research questions; was the ELP junior model conducive to fostering the
learner autonomy of Grade 4 and Grade 5 students at a state and private primary school? If
so, after ELP implementation, were there any significant differences in the levels of learner
autonomy among the students attending a state or private school?

The findings in the second section deal with the results of the three sets of the CoE
LQ. This section intends to investigate the primary school students’ perceptions towards
the implementation of the ELP.

Primarily, paired samples t-test statistical findings of the ALQ test and re-tests are
displayed. This is followed by a graphical representation of the ALQ test and re-test scores
of every subject in the experimental and control groups. The third stage in this section is
the one-way ANOV A calculations of the ALQ, followed by the multiple comparisons post-
hoc tests. Then, the Kruskal-Wallis test of the ALQ is displayed for confirmation of the
ANOVA findings. Finally, in this section, the total group scores gained in each dimension
of the ALQ before and after experimentation are presented with their corresponding graphs.

In the second section of this chapter the findings of the analysis of the COE LQ are
presented in the form of two tables.

4.2 Paired Samples T-Test

As mentioned in Chapter 1V, all of the experimental and control groups, were given
the ALQ before and after the treatment span. Based on this within-subjects design, a paired
samples T-Test was conducted for the scores of each group in order to investigate whether
the two mean values of the ALQ results differ significantly due to the treatment. See Table

4.1 for the descriptive statistics of the test, Table 4.2 for paired samples correlations, and
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Table 3 for inferential statistics of the test. In all of the ALQ statistical data analyses,
p<0.05 was accepted as the value for the mean difference to be significant.

Since all of the groups were given the same questionnaire (ALQ) before and after
the treatment, each group was assigned a pair number for the statistical analyses. The
experimental group Grade 4 private school was named Pair 1, experimental group Grade 5
private school was named Pair 2, experimental group Grade 4 state school was named
Pair 3, experimental group Grade 5 state school was named Pair 4, control group Grade 4
private school was named Pair 5, control group Grade 5 private school was named Pair 6,
control group Grade 4 state school was named Pair 7, and control group Grade 5 state
school was named Pair 8.

For statistical data analyses, the following abbreviations were used:

EX = experimental group, CO = control group, 4 = Grade 4, 5 = Grade 5, P = private
school, S = state school, TES = ALQ test, and RTE = ALQ re-test.

Table 4.1 Paired Samples Descriptive Statistics

Paired Samples Statistics
Std. Std. Error
Mean N Deviation Mean

Pair EX_4PTES | 133,6000 15 10,1404 2,6183
1 EX_4PRTE | 145,8000 15 13,2837 3,4298
Pair  EX_5PTES | 138,1333 15 16,2958 4,2076
2 EX_5PRTE | 147,5333 15| 17,8840 46176
Pair  EX_4STES | 134,0667 15 9,7429 2,5156
3 EX_4SRTE | 157,6667 15 | 12,4938 3,2259
Pair  EX_5STES | 140,4000 15 | 13,4153 3,4638
4 EX_S5SRTE | 161,8667 15 10,3570 2,6742
Pair CO_4PTES | 130,1333 15 7,5580 1,9515
5 CO_4PRTE | 133,1333 15 6,7068 1,7317
Pair  CO_SPTES | 132,0667 15 13,4932 3,4839
6 CO_5PRTE | 132,3333 15 9,9475 2,5684
Pair CO_4STES | 146,7333 15 | 10,9900 2,8376
7 CO_4SRTE | 150,1333 15 | 13,2604 3,4238
Pair CO_5STES | 137,3333 15 | 13,1891 3,4054
8 CO_SSRTE | 144,4000 15 9,9125 2,5594
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As can be seen in Table 4.1, the differences between the mean values of the test and
re-test ALQ scores of the control groups have shown trivial increases ranging from 0 to 8.
For example, in Pair 6, the mean score of the ‘test” was 132,0667 points, the ‘re-test’ score
showed hardly any difference at 132,3333 points. In the control groups, Pair was the one to
display the highest increase of scores. While Pair 8 gained 137,3333 points on the ‘test’, on
the ‘re-test’ they gained 144,4000 points.

The differences between the mean values of the ‘test’ and ‘re-test’ scores of the
experimental groups, Pairs 1, 2, 3, and 4, contrasted sharply with the scores of the control
groups. The experimental groups displayed notable increases ranging from 8 to 24 points.
For example, before experimental treatment Pair 3 had gained 134,0667 points on the ‘test’,

however, after the treatment they gained 157,6667 points on the ‘re-test’.

Table 4.2 Paired Samples Correlations

Paired Samples Correlations

N Correlation Sig.
Pair1 EX_4PTES & EX 4PRTE 15 L1167 ,552
Pair2 EX_5PTES & EX_S5PRTE 15 ,220 430
Pair3 EX_4STES & EX_4SRTE 15 ,682 ,005
Pair4 EX_5STES & EX_5SRTE 15 175 532
Pair5 CO_4PTES & CO_4PRTE 15 -,764 ,001
Pair6 CO_SPTES & CO_5PRTE 15 -,161 ,565
Pair7 CO_4STES & CO_4SRTE 15 -,062 ,825
Pair8 CO_5BSTES & CO_5SRTE 15 ,281 311

For statistical analyses, correlations were taken in order to see whether there was a
. connection or link between the ‘“test’ and ‘re-test’ scores. As can be seen in Table 4.2, while
all of the paired samples correlations of the experimental groups are positive, the
experimental group Grade 4 state school correlation has shown a distinctive result, with a
marked significance of p=0.005. The paired samples comrelations of the control groups’
show that there are negative correlations for the Grades 4 and 5 private school, and Grade 4

of the state school. However, of these negative correlations, the control group Grade 4
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private school has resulted in a significant difference of p=0.001 due to a high score in the

negative correlation of -,764.

Table 4.3 Inferential Statistics of Paired Samples

Paired Samples Test

Paired Differences
95% Confidence
Interval of the
Std. Std. Ermror Difference Sig.
Mean Deviation Mean Lower Upper t df (2-tailed
Pair1  EX_4PTES - EX_4PRTE -12,2000 15,3073 3,9523 | -20,6769 -3,7231 -3,087 14 ,008
Pair2 EX SPTES - EX_SPRTE -9,4000 21,3769 5,56195 | -21,2381 2,4381 -1,703 14 M
Pair3 EX_4STES-EX 4SRTE | -23,6000 9,2180 2,3801 -28,7048 -18,4952 9,916 14 ,000
Pair4 EX_S5STES-EX_SSRTE | -21,4667 15,4451 3,9879 | -30,0199 | -12,9134 -5,383 14 ,000
Pair5 CO_4PTES-CO_4PRTE -3,0000 13,4004 3,4600 | -10,4209 44209 -,867 14 401
Pair6 CO_SPTES-CO_5PRTE -,2667 18,0098 4,6501 -10,2402 9,7068 -,057 14 955
Pair7 CO_4STES-CO_4SRTE -3,4000 17,7434 4,5813 -13,2260 6,4260 - 742 14 470
Pair8 CO_5STES - CO_5SRTE -7,0667 14,0990 3,6403 | -14,8744 7411 -1,941 14 :073

In Table 4.3 the p-value is presented in the column labelled °‘Sig. (2-tailed)’.

Considering the p-values in this column, it is possible to observe that in the cases of pair 1,

pair 3, and pair 4, the mean score of the ALQ, prior to the intervention of the ELP was
lower, and as a result of ELP intervention the p-values of these pairs have shown

significance.

4.3 ALQ Test and Re-Test Results of Each Subject

The ALQ used in this study aims to investigate to what extent the subjects’
behaviours are autonomous. Therefore, not in the ALQ test but in the ALQ re-test findings
it was favourable for the subjects to display greater scores indicating a stronger orientation
toward autonomy after ELP implementation. As was calculated in the previous chapter the
maximum possible score a subject can gain from the ALQ is 220, while the lowest possible
score is 44.

In this part of the analysis, the independency level of each subject will be

considered in relation to the chart of the ALQ scores determining the degrees of learner
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independency (see Table 3.5). These degrees were classifies as: 0-44 = more dependent,
45-88 = dependent, 89-132 = neutral, 133-176 = independent, and 177-220 = more
independent.

In this research, all of the subjects scored more than 100 points from the ALQ.
Therefore, in the 2-dimensional line plots visually displaying the scores gained by each
subject in each group, the Y scale value begins at 100 points (the least) and ends at 220
points (the maximum), while the X scale value shows the number of the subject in the
group.

The following abbreviations were used in the line-plots: EX = experimental group,
CO = control group, 4 = Grade 4, 5 = Grade 5, P = private school, S = state school,
test = ALQ test, and rtest = ALQ re-test.
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Graph 4.1 ALQ Subject Scores of Private School Grade 4 Experimental Group

According to Graph 4.1, in this group there were eight “independent” learners
before the experiment. While one of these leamers dropped to the “neutral” level, the
remaining seven maintained their position as “independent”. Of the seven participants
classified as “neutral”, one of them gained 14 points. Yet this was not enough for this
participant to skip to the next level of “independent” like the other six subjects.
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Graph 4.2 ALQ Subject Scores of Private School Grade 5 Experimental Group

As can be seen in Graph 4.2, after ELP experimentation, while seven of the subjects
remained at the same level of “independent”, three subjects showed a decrease from
“independent” to “neutral”. There were five “neutral” subjects; one of them remained at
that level and the other four progressed fo “independent™.
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Graph 4.3 ALQ Subject Scores of State School Grade 4 Experimental Group




87

In Graph 4.3, it can be seen that the state school grade 4 shows the highest number
of subject transference from the “neutral” to the “independent” level by a number of eight.
The five subjects scattered around the lower borderline of the “independent” level still
remained in the same level but at a higher rating. Also, in this group, there were two
“independent” subjects who became “more independent”.
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Graph 4.4 ALQ Subject Scores of State School Grade 5 Experimental Group

Graph 4.4 shows that five of the “neutral” subjects became “independent” and that
there were ten “independent™ subjects in this group who, although they remained in the
same level, gained higher scores on the ALQ re-fest.
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Graph 4.5 ALQ Subject Scores of Private School Grade 4 Control Group

From the nearly overlapping line plots in Graph 4.5, it can be observed that there
were eight “neutral” level subjects all of whom were in the upper limit of the level. Of
these subjects, one remained at the same level, seven skipped to “independent” level,
although they were in the lower ranges of the “independent” level, from 133 to 144 at the
most. Four of the already seven “independent” subjects dropped to the “neutral” level, and
the other three remained the same.
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Graph 4.6 ALQ Subject Scores of Private School Grade 5 Control Group
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The findings in Graph 4.6 indicate that two participants remained as “neutral”, five
participants progressed from “neutral” to “independent”, three participants remained as
“independent”, and five of them have decreased from their former level “independent” to
“neutral”.
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Graph 4.7 ALQ Subject Scores of State School Grade 4 Control Group

As indicated in graph 4.7, there were twelve subjects who were rated as
“independent”, according to the ALQ test scores. After the re-test, these subjects preserved
their positions at this level. Two “independent” subjects decreased to the “neutral” level,

and one subject at “neutral” level reached the “independent” level.
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Graph 4.8 ALQ Subject Scores of State School Grade 5 Control Group

It is observable from Graph 4.8 that while there were seven subjects at “neutral”
level, one remained at the same level and six reached the “independent” level. The eight
subjects at the “independent” level maintained their status after the ALQ re-test.

4.4 ALQ Ope-Way ANOVA Calculations

In this stage of ALQ statistical data analysis, the one-way ANOVA was used in
order to compare the four unmatched experimental groups. The one-way ANOV A test was
conducted to answer the question: Is there a significant difference between the mean values,
given that the means are calculated before and after experimental treatment that is based on
ELP implementation? (See Table 4.4 for the ANOVA descriptives of the ALQ and
Table 4.5 for the findings of the ANOVA test).

The Multiple Comparisons from the ANOVA table show all of the possible
comparisons between the ALQ test scores compared to the ALQ re-test scores. In the
multiple comparisons table for the ALQ, the Least Significant Difference (LSD) was
applied to perform pair-wise comparisons of the means from the experimental groups.
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Table 4.4 Descriptives of ALQ

Oneway
Descriptives
95% Confidence
Interval for Mean
std. Lower Upper

N Mean Deviation | Std. Error Bound Bound Minimum | Maximum
EX_TEST Private grade 4 15 | 133,6000 10.1404 2,6183 | 127,9844 | 139,2156 116,00 147,00
Private grade 5 15 | 138,1333 16,2858 42076 | 129,1090 | 147,1576 105,00 161,00
State grade 4 15 | 134,0667 8,7429 2,5156 | 128,6712 | 139,4621 119,00 147,00
State grade 5 15 } 140,4000 13,4153 3,4638 | 132,9708 | 147,8292 120,00 168,00
Total 60 | 136,5500 12,6818 1,6372 | 133,2738 | 139,8261 105,00 168,00
EX_RTEST Private grade 4 15 | 145,8000 13,2837 3,4298 | 138,4437 | 153,1563 130,00 179,00
Private grade § 15 | 147,5333 17,8840 46176 | 137,6295 | 157,4372 115,00 174,00
State grade 4 15 | 157,6667 12,4938 3,2259 | 150,7478 | 164,5855 138,00 180,00
State grade 5 15 | 161,8667 10,3570 26742 | 156,1312 | 167,6022 142,00 178,00
Total 60 | 153,2167 | 15,0503 1,9430 | 149,3288 | 157,1046 115,00 180,00

Analysis of Table 4.4, shows that the spread between the mean values between the
Grade 4 private school and state school experimental groups, and the Grade 5 private
school and state school experimental groups were almost identical before experimentation.
As can be observed from Table 4.4, after experimentation there was an increase in
all of the group mean values. However, there is a highly significant difference between the

mean values of the ALQ re-test of the Grades 4 and 5 state school experifnental groups.

Table 4.5 ANOVA Findings of ALQ

ANOVA
Sum of Mean
Squares df Square F Sig.
EX_TEST  Between Groups 482,983 3 160,994 1,001 399
Within Groups 9005,867 56 160,819
Total 9488,850 59
EX_RTEST Between Groups | 2728,983 3 909,661 4,790 ,005
Within Groups 10635,200 56 189,914
Total 13364,183 59

Displayed in Table 4.5, the ANOVA calculations, reveal that when the experimental
groups ALQ test results are compared and expressed as the p value, and considering that
there is a marked difference when the result is p<0.05, it is possible to claim that there is no

significant difference between the experimental groups because the p value is p=0.399.
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However, when the same calculation is conducted for the ALQ re-test, it is observed that
the p value is smaller p=0.005, illustrating that there is a significant difference. One
possible interpretation is that the experimental treatment was appropriate and that the
treatment effects, in fact, do exist in the sample population. The findings of the one-way
ANOVA were significant; therefore, post-hoc tests by using the Multiple Comparison
Table were also examined to determine between which experimental groups significant

differences have occurred.

Table 4.6 Multiple Comparisons of ALQ

Muiltiple Comparisons
LSD
95% Confidence
Mean interval
Difference Lower Upper
) Dependent Variable () Grade {J) Grade (I-J) Std. Error Sig. Bound Bound
EX_TEST Private grade4  Private grade 5 -4,5333 46306 ,332 | -13,8096 4,7429
State grade 4 -,4667 4,6306 ,820 -9,7429 8,8096
State grade 5 -6,8000 46306 ,148 | -16,0762 2,4762
Private grade 5 Private grade 4 45333 4,6306 332 -4,7429 13,8096
State grade 4 4,0667 4,6306 ,384 -5,2096 13,3429
State grade 5 -2,2667 4,6306 626 | -11,5429 7,0096
State grade 4 Private grade 4 4667 4,6306 ,920 -8,8096 9,7429
Private grade 5 -4,0667 46306 384 | -13,3429 5,2096
State grade 5 -6,3333 4,6306 77 | -15,6096 2,9429
State grade 5 Private grade 4 6,8000 4,6306 ,148 -2,4762 16,0762
Private grade 5 2,2667 4,6306 ,626 -7,0096 11,5429
State grade 4 6,3333 4,6306 77 -2,9429 15,6096
EX_RTEST Private grade 4  Private grade 5 -1,7333 5,0321 732 | -11,8138 8,3471
State grade 4 -11,8667* 5,0321 ,022 | -21,9471 -1,7862
State grade 5 -16,0667* 5,0321 ,002 | -26,1471 -5,9862
Privategrade 5  Private grade 4 1,7333 5,0321 732 -8,3471 11,8138
State grade 4 -10,1333* 5,0321 ,049 | -20,2138 | -5,29E-02
- State grade 5 -14,3333 5,0321 ,006 | -24,4138 -4,2529
State grade 4 Private grade 4 11,8667 5,0321 ,022 1,7862 | 21,9471
Private grade 5 10,1333* 5,0321 049 |5,285E-02 20,2138
State grade 5 -4,2000 5,0321 407 | -14,2805 5,8805
State grade 5 Private grade 4 16,0667 5,0321 | ,002 5,9862 26,1471
Private grade 5 14,3333* 50321 ,006 42529 | 24,4138
State grade 4 4,2000 5,0321 407 -5,8805 14,2805

*. The mean difference is significant at the .05 level.
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Table 4.6 shows all of the possible comparisons of the mean differences of the ALQ
tests and ALQ re-tests of the experimental groups. Analysis of the “Sig. Column” which
represents the p value, displays that all of the p-values in the ALQ test section are p>0.05.
This suggests that the total scores of the groups are not significantly different from each
other.

Again in Table 4.6, examination of the “Sig. Column” for the ALQ re-test section
shows that the ELP treatment has had scientifically reliable effects on the state school
experimental groups. A comparison of the private school Grade 4 and Grade 5 ALQ scores
shows a trivial decrease in the mean difference (MD = -1.7333), and the p-value is not
significant (p =0.732). Comparing the state school Grade 4 and 5 ALQ scores also shows
a trivial decrease in the mean difference (MD = -4.2000), and the p-value is not significant
(p = 0.407). However, comparing the private school experimental groups to the state
school experimental groups shows that the differences are highly relevant. For the private
school Grade 4 and state school Grade 4 group comparison, the mean difference, which is
MD = -11,8667, shows a large decrease and a statistically significant difference at
p = 0.022. The private school Grade 5 and state school Grade 5 comparison displays a
larger decrease in the mean difference, MD = -14,3333, and smaller p value at p = 0.006.
This finding can be interpreted that the ELP treatment was more effective on the state

school Grade 5 experimental group.

Table 4.7 Kruskal-Wallis Test of ALQ

Ranks
Mean
Grade N Rank Test Statistit8
EX_TEST ::vate gx g 15 26,§§ FX_TES X_RTES]
vate g 15 33, Chi-Squal 3,050 | 12,744
State grade 4 15 26,97 df 3 3
State grade 5 15 35,10
! As . ,005
Total 60 ymp-§ 383
EX_RTEST Private grade 4 15 20,70 a.Kruskal Wallis Test
Private grade 5 15 25,03 b.Grouping Variable: Grade
State grade 4 15 35,27
State grade 5 15 41,00
Total 60
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The Kruskal-Wallis test, a non-parametric alternative to the one-way ANOVA,
produced results consistent with the one-way ANOVA findings, thereby confirming the
ANOVA findings. Table 4.7 displays the results of the non-parametric Kruskal-Wallis
Test. As can be observed, the results of this non-parametric test confirm the findings of the
one-way ANOVA. The mean ranks support the findings that the state school experimental
groups have gained higher scores on the ALQ re-test, thereby indicating the highest effect
of ELP treatment.

4.5 ALQ Dimensional Findings
The nine dimensions constituting the ALQ are individually examined so as to shed
light on which dimensions showed marginal or marked differences in the total of the group

Scores.

4.5.1 ALQ Dimension 1- Readiness for Self-Direction

Dimension One of the LQ concems statements based on the attitudes that are
associated with the learner’s attitudes towards readiness to engage in self-directed learning
in general. This dimension has the following six items that are assumed to be the most
representative in aiming to investigate to what extent the primary school students are ready
to participate in self-directed activities of English foreign language learning. All of the
items in this section are based on learner independency, and in this section the possible
maximum score for a group is 450 while the minimum score is 90. The items in this

dimension are:

Q-1 | When I am learning English I try to relate the new things I have learned
to my former knowledge. INDEPENDENT

Q-3 | When I hear someone talking in English, I listen very carefully.
INDEPENDENT

Q-4 |1 want to talk in English with my family or friends. INDEPENDENT

Q-16 {In the future, I would like to continue learning English on my
own/without a teacher. INDEPENDENT
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Q-28 |K1haven’t learnt something in my English lesson, I am responsible for
|it. INDEPENDENT

Q-32 | I hesitate on the matter of compensating what I have missed in English
lessons. INDEPENDENT

Graph 4.9 highlights the general view of the experimental groups’ total scores in
this dimension before and after they were exposed to ELP oriented language instruction.
Graph 4.10 shows the general view of the control groups’ scores in dimension one before

and after they had continued with teacher-centred foreign language instruction.

group scores

359
340 335 334
i l I

exp. exp. exp. exp. exp. exp. exp. exp.
private private private private state state state state
gré gr.4 ars gr.5 gr4 gré gr.5 gr.5
test retest test retest test retest test retest
name of the exp. group

"Readiness for self-direction”

Graph 4.9 “Readiness for S¢lf-Direction” Experimental Group Total Scores

| As can be seen in Graph 4.9, after ELP treatment the experimental state school
Grade 4 group, with an addition of 25 points, shows a notable increase in this dimension.
Contrary to the state school groups, the private school experimental groups show small

' diecreases in their scores for this dimension.
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Graph 4.10 “Readiness for Self-Direction” Control Group Total Scores

While the two control groups of the state school and the Grade 5 of the private
school show trivial decreases in their scores, the private school Grade 4 control group has

displayed a notable increase of 50 points (see Graph 4.10).

4.5.2 ALQ Dimension 2- Independent Work in Language Learning

The second dimension of the LQ consists of the following seven items that the
subjects were asked to apply to their own styles and preferred ways of studying English.
These items cover the students’ general attitudes to independent leaming. In other words,
the students are asked if they are able to learn English on their own without the presence of
a teacher. In this section, the maximum possible score for a group is 450, while the

minimum possible score is 90. These items are:

Q-5 |Itis my own preference to read English books written in basic English.
INDEPENDENT
Q-6 | Whike learning English, I like activities in which I can learn on my own.

INDEPENDENT
Q-7 |1like trying new things while I am leamning English. INDEPENDENT

Q-10 | IfIcannot leam English in the classroom, I can leamn working on my
own. INDEPENDENT
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Q-20 |Ilike learning English words by looking them up in a dictionary.
INDEPENDENT

Q-35 |Ithink that I learn English better when I work on my own.
INDEPENDENT B

Q-2 |luse other English books and resources on my own will.
INDEPENDENT

Graphs 4.11 and 4.12 display the ALQ test and ALQ re-test results of all of the
groups’ tendencies towards the aspect of independency in their language leamning

Processes.

459

leaming” group scores

"Independent work in language

name of the experimental group

Graph 4.11 “Independent Work in Language Leaming” Experimental Group Total Scores

Graph 4.11 displays that in the second dimension of the ALQ re-test, although the
private school Grade 4 experimental group gained thirty additional scores, the state school

Grade 4 and 5 experimental groups increased the amount of their scores by over 25 %.
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Graph 4.12 “Independent Work in Language Learning” Control Group Total Scores

In the second dimension of the ALQ, graph 4.12 points out that the state school
Grade 4 group gained the highest scores in the ALQ test, preserving this score in the ALQ
re-test. Here, it can also be seen that the state school grade S group gained a notable

increase in their scores.

4.5.3 ALQ Dimension 3- Importance of Class/Teacher

The items written in dimensions 3 and 4 of the ALQ, focus on gaining information
about the student’s evaluation of the importance of the EFL classroom and the EFL
teacher’s role. Dimension 3 consists of eight items, five of which are based on the attitudes
of non-autonomous learners’ feelings that the teacher plays a very important role in the
teaching of the foreign language. However, in the calculation of the group scores reversion
was necessary for the scoring of the five dependent statements. The maximum possible
score a subject can gain from the third dimension is 40. Therefore, the maximum possible
score that can be gained by a group in this section is 600 (see Graph 4.13 for the total
scores of the experimental and Graph 4.14 for the total scores of the control groups gained

in dimension 3).

Q-8 |Iam afraid that I won’t learn a topic if the teacher doesn’t explain it in
the English class. DEPENDENT
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Q-11 |Ifeel confident when the teacher is beside me while I am learning
English. DEPENDENT

Q-36 |Ionly study for the English lesson when the teacher gives homework.
DEPENDENT

Q-13 | My teacher always has to guide me in leaming English. DEPENDENT

Q-12 |1 can learn English only with the help of my teacher. DEPENDENT

Q-18 }Ican learn the English grammar on my own/without needing a teacher.
INDEPENDENT
Q-27 {Iknow how I can leam English the best. INDEPENDENT

Q-19 |1 use my own methods to learn vocabulary in English. INDEPENDENT

370 360

"Importance of classroom and
teacher" group scores

exp. exp. exp. exp. exp. exp. exp.
private private private private state state state
g4 g4 g5 grb g4 ogrd4 ogrd5 gr.5
test rest test rest test rlest test rlest

name of experimental group

Graph 4.13 “Importance of Class/Teacher” Experimental Group Total Scores

In this dimension there is reverse scoring, so the higher the score, the less important
the classroom and teacher. As can be seen in Graph 4.13, after ELP treatment all of the

groups showed an increase in their scores.
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Graph 4.14 “Importance of Class/Teacher” Control Group Total Scores

Graph 4.14 displays that with the exception of the state school Grade 4 group, the
scores across the other groups decrease. This shows that these groups have become more

dependent on the classroom and teacher.

4.5.4 Dimension 4-Role of Teachers

All of the following five items in dimension 4 are based on the learner’s
dependency on the teacher. Therefore, all of the points for these items were reversed in the
calculation of the scoring of the groups. The highest score that a participant can get on this
section is 25, and the highest score that a group can gain is 375. (See Graph 4.15 and
Graph 4.16 for the total group scores gained by the groups before and after the treatment

span).

Q-15 |1 feel happy when my teacher explains every detail of English.
DEPENDENT

Q-14 | While leaming English I would like my teacher to repeat grammatical
rules. DEPENDENT

Q-22 |1 want the teacher to give us the words that we are to leamn.
DEPENDENT

Q-21 |{Only my teacher can teach me the English grammar. Icannot learn on
my own. DEPENDENT

Q-9 |1don’tlike learning English on my own. DEPENDENT
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name of experimental group

Graph 4.15 “Role of Teachers” Experimental Group Total Scores

Again, there is reverse scoring, so the results in Graph 4.15 show that all of the
experimental groups have gained additional scores and this means that they have become

less dependent on the teacher.
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Graph 4.16 “Role of Teachers™ Control Group Total Scores
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Besides the marginally significant changes in the scores of the three groups, Graph
4.16 shows that the state school Grade 4 control group, by gaining an extra 16 points has

become more independent from the teacher.

4.5.5 ALQ Dimension 5- Language Learning Activities

This section of the questionnaire surveys beliefs on working co-operatively,
working outside of the classroom, and independent leaming in specific areas such as the
receptive skills. All the items are independent statements. Although the first two items
seem like dependent statements, they are based on group work and collaboration reflecting
Boud’s (1988) group-centred model. This model is one of Boud’s (1988) three different
models of autonomous learning: the individual model, the group-centred model and the
project-based model. Voller (1997, p.110) states that it is possible to identify each of these
models as being the prime determinant of the learning process in various reported
experiments of autonomous language learning. Therefore, the first two items are accepted
as having independent qualities.

In order to support greater autonomy in language learning, it is “important‘to help
students become aware of the value of independent learning outside the classroom, so that
they acquire the habit of learning consciously, and maintain it after they have completed
their formal studies ” (Lee, 1998, p.287). Therefore, the third and fourth items in this
dimension refer to the language activities conducted outside of the classroom.

The highest score that a group can gain from this dimension is 300. (See Graph
4.17 and Graph 4.18 for the total group scores gained by the groups in this section).

Q-17 |In the English lesson, I like projects where I can work with other
students. INDEPENDENT

Q-37 |1find it more useful to work with my friends than working on my own
for the English lesson. INDEPENDENT

Q-23 |Iwould like to use cassettes/ video/CD’s in the foreign language,
outside of the classroom. INDEPENDENT

Q-24 |In fact I like to listen and read in English outside of the classroom.
INDEPENDENT
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Graph 4.17 “Language Learming Activities” Experimental Group Total Scores

Graph 4.17 illustrates that in this dimension the private school groups have gained

more scores than the state school groups.
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Graph 4.18 “Language L.eaming Activities” Control Group Total Scores
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Graph 4.18 displays small increases in the scores of the private school Grade 4 and
state school Grade 5. However, the private school Grade 5 and state school Grade 4 show

decreases ranging of 18 to 22 points.

4.5.6 ALQ Dimension 6- Selection of Content
This section of the questionnaire attempts to discover the students’ views of sharing
the responsibility for selecting the content and materials for the English lesson. In this

section, the maximum possible score for a group is 225. The items constituting dimension 6

are:

Q-25 |1 would like to select the materials for my foreign language lessons.
INDEPENDENT

Q-26 |Iwould like to share the responsibility of deciding what to do in the
English lesson. INDEPENDENT

Q-29 |Iwould like to choose the content of what is to be taught in the English
lesson. INDEPENDENT

200
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Graph 4.19 “Selection of Content” Experimental Group Total Scores
Graph 4.19 reveals that after ELT treatment, both the Grade 4 private school and

state school, show more interest in the selection of the content for their language learning.
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Graph 4.20 “Selection of Content” Control Group Total Scores

Similar to Graph 4.19, Graph 4.20 illustrates that in the ALQ re-test both of the
private school and the state school Grade 4 showed more interest in the selection of the

content for their language learning.

4.5.6 ALQ Dimension 7- Objectives/Evaluation

This section has only two items aiming to investigate the students’ intrinsic
motivation for language leaming. A group can gain a maximum of 150 points from this
section. (See Graph 4.21 for experimental group results and Graph 4.22 for control group

results).

Q-31 |Ithink my fiiends are better than me in the foreign language. I want to
reach their level of English. INDEPENDENT

Q-33 |Ibelieve that I will reach a good level in the English language.
INDEPENDENT
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Graph 4.21 “Objectives and Evaluation™ Experimental Group Total Scores

The notable differences, which highlighted in Graph 4.21, are the 17 point increase
in the score of the private school Grade 4 experimental group and the 12 point decrease in

the state school Grade 5 experimental group.
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Besides the differences in the scores ranging from a decrease of 11 points in one

group to an increase of 10 points in another group, highly significant differences cannot be

observed in the seventh dimension, as displayed in Graph 4.22.

458 ALQ Dimension 8- Assessment/Motivation

This section of the questionnaire focuses on the related area of the students’
attitudes towards external assessment and its importance for motivating the students’ work.
There are five items in this section, four of which are related to dependency and one item
that is related to independency. The dependency item points were reversed to
independency. The experimental and control groups can gain a maximum of 375 points
from this dimension of the questionnaire. (See Graph 5.23 for the pre-and post-test results
of the experimental groups and Graph 5.24 for the results of the control groups).

Q-30 |Idon’t study the topics after I get a good grade from my test.
DEPENDENT

Q-34 |1study English when we are going to have a test. DEPENDENT

Q-40 |Ilike it when my teacher gives a lot of tests in our English lesson.
DEPENDENT

Q-38 |{Ido the English lesson activities only when my teacher is going to
grade me. DEPENDENT

Q-39 |Ilike it when my teacher gives us different test types, other than written
tests. INDEPENDENT

Although it can be seen in Graph 4.23 that all of the experimental groups gain many
extra points in this dimension of the questionnaire, the differences in scores gained by the
state school groups are large enough to support the conclusion that the ELP had a positive
effect. Of the state school groups, Grade 4 nearly doubles the scores of the ALQ test with
an addition of 128 points in the ALQ re-test. This finding is also applicable to the state

school grade 5 group, because they too increase the scores in this section by 106 points.
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Graph 4.23 “Assessment and Motivation” Experimental Group Total Scores

Across all of the dimensions, Graph 4.24 shows the most interesting results of the
ALQ re-test. Although the control groups do not receive ELP treatment, they all gain
notable scores on “Assessment and Motivation”. As this graph illustrates, the additional
differences are especially in the state school Grade 4 by 63 points and the Grade 5 by 68
points.

con. CoR.  con.  con.  con.  Ccon.  COn.  con
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Graph 4.24 “Assessment and Motivation” Control Group Total Scores
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4.5.9 ALQ Dimension 9-Other Cultures

The cluster of independent statements constituting dimension 9 surveys the
students’ efforts in trying to understand the culture of the foreign language they are
learning. Since all of the items are based on the interest for other cultures, reversion of
scores is not necessary. Like dimension 5, the highest score that a group can gain from this
dimension is 300. (See Graph 4.25 and Graph 4.26 for the total group scores gained by the

groups in this section of the questionnaire).

Q-41 |Itry to understand the jokes and riddles of the foreign language.
INDEPENDENT ’

Q-42 |1 also investigate the culture of the foreign language I am learning.
INDEPENDENT

Q-43 |Ialso investigate the idioms and sayings of the foreign language I am
learning. INDEPENDENT

Q-44 |Iask people who have lived abroad about the lifestyles of the people
living there. INDEPENDENT

252
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Graph 4.25 “Other Cultures” Experimental Group Total Scores

Graph 4.25 shows that in this dimension there are hardly any changes in the scores

of the private school experimental groups. However, the scores of state school groups
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resulted in relevant differences ranging from an addition of 54 points for the grade 4 and 42
points for the grade 5 experimental groups.
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Graph 4.26 “Other Cultures” Control Group Total Scores
As observed in Graph 4.26, while the private school control groups show marginal

decreases in the scores of dimension 9, the state school control groups show slightly higher

increases.

4.6 CoE LQ Findings

The quantitative feedback relating to the validity of the ELP as a pedagogic tool is
gathered through the CoE LQ’s distributed to all of the subjects who received and worked
with an ELP. In this study, all of the 139 subjects filled in the three sets of the CoE LQ’s.
The results from these questionnaires are displayed in the same format as the table that was
used by Scharer (2000) in the Final Report for the results of leamer anchor questions filled
in by the leamers in the ELP pilot project phase of 1998-2000. (See Table 4.8 for the CoE
LQ results). The answers for the two open-ended question .questions found in the CoE LQ

are also presented in the form of a table (see Table 4.9).




Table 4.8 Results of the ELP CoE Learner Anchor Questions

Setl: in the third week after introducing the ELP

Set 2: in the seventh week of using the ELP

Set 3: in the twelfth week (final week) of using the

ELP

139 questionnaires returned

A. 1L Does the ELP allow you to
show what you can- do in foreign
languages?

B. IL Does the ELP help you
understand the learning objectives?

C. 1L Does the ELP help you assess
your language skills?

D. IL Do you find it useful to
compare the teacher’s assessment of
your language competence with your
own assessment?

E. 1L Should building up an ELP be
part of regular class work?

F. 1L Do you like having an ELP?

Yes%

67

53

89

93

89

98

139 questionnaires returned

A. 2L Does the ELP allow you to show
what you can do in foreign
languages?

B. 2L Has the ELP helped you to see
progress in learning?

C. 2L Did the ELP help you to self-
assess your competence?

D. 2L Did your teacher(s) agree with
your self-assessment?
E. 2L Should the ELP be part of regular
class work?
F. 2L Do you like your ELP?

G. 2L Has the portfolio helped you to
learn better?

Yes%

72

77

91

76

97

98

93

139 questionnaires returned

A. 3L Does the ELP allow youto
show what you can do in foreign
languages?

B. 3L Does the ELP help you see
progress in learning?

C. 3L Does the ELP help you assess
your competence?

D. 3L Does the ELP stimulate you to
participate more fully in the language
learning  process?

E. 3L Do you feel that the ELP puts
more responsibility on you as
learner? o

F. 3L Do you like added responsibility
for your own learning?

G. 3L Do you think the time spent on
keeping your ELP was time well
spent?

H. 3L Do you think all learners
should be encouraged to keep an
ELP?

Yes%

84

94

92

81

97

67

92

98

1T
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Table 4.9 CoE LQ Open-ended Question Responses

112

H. 2L What do you like best about your ELP?

1.2L. What do you like least about your

8- It helped me learn English

ELP?
Responses Percentage | Responses Percentage
1- The homework 18 1- Nothing 96
2- Filling it /Answering the questions 10 2- I couldn’t understand everything in it.
3- Everything 29 3- Too many questions
4- The questions 7
3- Group work 17
6- Self-Assessment 10
7- Peer Assessment 4

1. 3L What do you like best about your ELP?

J.3L What do you like least about your

7- Peer Assessment
8- It directed my learning
8- The symbols in it

ELP?
Responses Percentage | Responses Percentage
1- The homework 25
2-F illing it /Answering the questions 13 1- Nothing 97
3- Everything 31 2- Bringing it to school every week
5- Group work 7 3- Too many questions 2
6- Self-Assessment 11

From Table 4.8, it can be seen that besides the questions A1L, B1L, and F3L, nearly

all of the subjects answer the remaining questions affirmatively. Question B1L shows the

highest controversial perception of the ELP among the subjects.
It is clear from Table 4.9 that while there are varying aspects of the ELP, which
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makes the ELP attractive to a participant, there are hardly any aspects which make the

subjects discontent.

4.7 Conclusion

In the present chapter, the descriptive and inferential statistics of the ALQ are
displayed. Also,the ALQ scores that each subject has gained before and after experimental
treatment are compared, and the effect of the treatment on the groups are in?estigated
across the nine differing dimensions of the ALQ. Tables and graphs accompany the
presentation of these findings.

The CoE LQ responses are presented in the form of two tables so as to provide a
view on the subjects’ attitudes towards the feasibility of the ELP within the context of

primary school education.
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CHAPTER YV DISCUSSION

5.1 Introduction
The aims of the present study were to investigate whether the implementation of

the ELP has an impact on learner autonomy and to reveal the perceptions of the students
in the experimental groups towards ELP irnplémentation. The following discussion
revisits the research questions and address the findings displayed in the previous
chapter. These research questions are:
The questions related to the pedagogical functions of the ELP are:
1. Does the ELP foster the learner autonomy of private primary school
students learning English by teacher-centred approaches?
2. Does the ELP foster the learner autonomy of state primary school
students learning English by teacher-centred approaches?
3. Is there a significant difference between the private and the state school
students’ learner autonomy after ELP implementation?

The question related to how the students perceive the implementation of the ELP

What are the perceptions of the primary school students towards the
implementation of an ELP model within the Turkish primary school context?

The descriptive statistics, inferential statistics and graphs located in the former
chapter indicate that the ELP has been effective in fostering the autonomy of primary
school students and that these students have found it a worthwhile experience to use the

ELP.

5.2 Discussion of the Findings

The discussions based on the findings presented in the previous chapter are

addressed in accordance to the order of the research questions.
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5.2.1 The Impact of the European Language Portfolio on the Learner Autonomy
of Private Primary School Students

The private school Grade 5 experimental group did not show significant
differences in the mean values of their ALQ test and retest scores. The reason for this

situation can be explained in the following words of Riley (1988, p. 13):

Now while it is certainly true that in every group there are individuals who
are in varying degrees for or against self-direction, it is equally a matter of

experience that there are groups who are more or less in favour.

By consulting the researcher observation field notes recorded during
experimentation, it is possible to find statements regarding the negative behaviour ofthe
private school Grade 5 experimental group towards learning English and using the ELP,

such as:

Week 2: In a class of 18 students present, except for one student, the whole class did not
bring their ELP’s to the English lesson.

Week 4: Although 17 students attended the lesson; 14 students did not bring their
homework. This situation hindered the lesson plan consisting of peer-correction and

collaborative working.

The above situation was repeated for weeks 6,7,9, and 10 because most of the
students in this group did not care to do their homework. This attitude of the students
can be described as negative class participation, a term used by Wadden and McGovern
(1991, p.123) who in an article discuss seven types of negative class participation.
According to these researchers, failure to complete homework is one of the types of

negative class participation because:

...even though it takes place outside the classroom, its repercussions are felt
in the class itself. Homework, when thoughtfully assigned, prepares the
student for the next class, either indirectly by consolidating the student’s
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understanding of the aspect of language just studied, or directly by getting
the student ready for the next day’s lesson. Failure to do homework affects
not only the student at fault, but his or her classmates as well, for they are

saddled with a badly prepared partner in interactive exercises (Ibid).

As a result, the negative class participatibn of the private school Grade 5
experimental group has illustrated that ELP implementation as a pedagogical function,
necessitates not only responsible teachers but more importantly motivated learners who
are willing to devote their time and effort in the process of langﬁage learning.

In the second dimension of the ALQ, “independent work in language learning”,
the private school Grade 5 experimental group maintained their scores after using the
ELP. The reason for this may be that these students had been learning English for six
r hours a week since their first grade in primary school. These students had the chance to
| experience many language-learning techniques during this time. For example, they
g learned English through group work, pair work, project work, songs and games etc.
Using the ELP did not result in a distinctive change for them and therefore they did not
become more independent. However, the ALQ re-test findings do indicate that
although few in number, the private school experimental groups did show' certain
increases in their ALQ dimensional scores after ELP implementation. For example,

while the students in the control groups did not show distinctive differences in their

relatively high scores for giving importance to their EFL teachers, all of the private
school experimental groups showed that they gave less importance after using the ELP.
The students in the experimental groups had shown signs of becoming less dependent
on their teachers; they had realized that they too play an important role in their own
learning.

. Murphey and Jacobs (2000) claim that students learn autonomy (become more
metacognitively aware and take more control) more quickly through guided co-
i operative learning in which they collaborate with peers to find and create their
| autonomous and critical voices. The ALQ re-test findings have illustrated that in the
f dimension of ‘language learning activities’, in which there are two questions based on
co-operative learning, after ELP implementation both of the private school experimental
groups have gained more autonomy than the state school experimental groups. The

reason underlying this finding may be the point that owing to the physical environment
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of their class, in which there were twenty two students the most, the private school
experimental groups were able to work on their portfolios in collaboration with their
peers, more comfortably in respect of classroom space. Another important point was
that due to the low number of students in the class, the teacher was able to attend to and
guide every individual group participating in the activity.

Benson (2001, p;154) notifies that the results of experiments in which learners
are asked to set their own goals and plan activities within the classroom, have shown
that increasing learner control is beneficial to language learning in the short term.
Apparently in the present study there were no contradictory results among any of the
experimental groups for the ALQ dimension, “selection of content”. While the scores
of the control groups ranged from a drop of 8 points to a rise of 18 points, the
experimental groups displayed a range from 0 to 22 additional points. This finding is
similar to that of Broady (1996) who found that the significant feature of the results in
this section of her study showed a high level of neutral response. According to
Broady (1996, p. 222), the reason for the finding stated above may be due to the point
that her students had very little experience in making any content choices and that
~ alternatively many may never have been able to choose. This may be the same reason
in the present study because both the private and state school experimental group
students had limited opportunities to select the content of their learning. The only
opportunity these students had was selecting the topics for their weekly homework. As
a result, both the private and state school experimental groups displayed trivial increases
of about 9% in their ALQ scores after ELP implementation.

In the ALQ dimension of ‘Assessment/Motivation’, the private school Grades 4
and 5 experimental groups experienced less increase in scores than the state school
experimental groups. It is possible for such a finding in the private school because an
investigation of their English course book revealed that within this educational setting
the students were assessing themselves at the end of each lesson unit in the course book.

Once again, in the ALQ ‘Other Cultures’ dimension, it can also be observed that
the private school experimental groups did not display stronger instrumental motivation
than the state school experimental groups in the sense of being interested in the culture
of the foreign language they are learning. The students in the private school, since the
first grade of primary school had been using English course books and teaching
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materials that are culturally rich. Investigation of these books has revealed that most of
these course books and instructional material were produced in native English speaking
countries. Over time, the implementation of these materials might have diminished the

private schoo! students’ interest in the foreign culture.

5.2.2 The Impact of the European Language Portfolio on the Learner Autonomy
of State Primary School Students

In both cases of the state school experimental groups, the paired samples test
findings indicate that the implementation of the ELP results in positive effects. Student
development of learner autonomy can be seen when the ALQ tests and re-tests are
statistically compared to one another.

The findings of the paired t-tests convincingly demonstrate that ELP
implementation in the state school experimental classes has been successful in fostering
learner autonomy. These results compare favourably with the findings of the control
groups, because the state school control groups do not display significant differences in
the ALQ test and retest scores concerning the promotion of autonomy. |

The ALQ dimensional findings are more specific in revealing the areas in which
ELP implementation was most influential regarding the enhancement of autonomy.
Based on the dimensional findings of the ALQ, it is possible to observe
marginal differences in the state school experimental groups ALQ test and re-test scores
(see Graph 4.9) relating to readiness for self-direction. One interpretation of this finding
is that ELP treatment is not very influential in preparing the students for self-direction.
For the young learners in the present study, ELP implementation results in necessitating
further teacher support. However, at this point it must be noted that “learner self-
direction is not an ‘all or nothing’ concept; it is often a gradually increasing
phenomenon, growing as learners become more comfortable with the idea of their own
responsibility. Self _directed students gradually gain greater confidence, involvement,
and proficiency” (Oxford, 1990, p.10).

Both of the state school experimental groups were composed of crowded classes;
as aresult, the students in these groups were learning English by following the teacher’s
directions and lectures. The state primary school teacher had stated that she does not

give homework because she does not have the time to correct them. However, when
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piloting the ELP, these students were assigned one homework per week. Although the
researcher corrected the homework and provided feedback in the form of notes relating
to the students’ work, this technique was a new experience for the learners, as they were
also preparing projects and selecting the topics themselves. The product of applying
such an alternative way of learning for these children is observable in the second
dimension, “independent work in language learning”, of the ALQ. Graph 4.11, by
illustrating a rise in scores ranging from 65 points for the Grade 4, and 87 points for the
Grade 5, shows that using the ELP in this way enabled both of the state school
experimental groups to become more independent in their learning.

According to Thanasoulas (2003), if language learners labor under the
misconception that learning is successful only within the context of the “traditional
classroom,” where the teacher is the director, instructor, and manager of the learning
activity, and that the students must follow in the teacher’s footsteps, these learners are
likely to be impervious or resistant to learner-centered strategies aiming at autonomy,
and in this situation success is likely to be undermined. Although it may be too

simplistic to assume that this was the misconception that the students in state school

- experimental group were laboring under, the ALQ re-test findings in the dimension of

“the classroom and the teacher” show a decrease for these students. These students have
shown that after the ELP treatment, their views related to the point that learning is
successful only within the context of the traditional classroom have become more
negative.

Assinder (1991, as cited in Murphey and Jacobs, 2000) has reported that
participating in group activities has increased her second language students’ autonomy
as well as their accuracy, motivation, participation, and confidence. However, in
dimension five which investigates group work and studying out of the class, the trivial
differences 1n the results of the state school experimental groups show that using the
ELP for a period of twelve weeks has not been enough for the students to greatly
enhance their autonomy in the aspect of collaboration.

Holec (1981, as cited in Lee 1998) states that learner choice; making decisions
in learning is essential to learner autonomy. These decisions include factors such as
setting objectives, defining contents and progressions, as well as selecting methods and

techniques. Lee (1998, p. 283) claims that learner choice implies that students can work
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at their own pace, deciding on questions of what, when, how, and how often. Although,
employing the term ‘learner choice’ within the a school setting where foreign language
learning is teacher-centered may seem unrealistic, ELP implementation makes it
possible for the learner to experience such learning. In the ALQ ‘Selection of Content’
dimension, while the state school Grade 5 experimental group preserved their scores the
Grade 4 showed a .twenty-point gain after ELP implementation. Therefore, based on this
finding, it is possible to assert that ELP implementation in primary school is an effective
means for teaching children to slowly become aware of the importance of their
development of ‘learner choice’.

For the experimental groups, in the dimension ‘Objectives/Evaluation’, there
was an apparently contradictory result. While the state school Grade 4 experimental
group showed trivial differences, the state school grade 5 group demonstrated a
decrease of 15 points in their group total scores (see Graph 4.21). This was interesting
because it is the only dimension where the Grade 5 students experienced a decrease in
the ALQ re-test findings. Given that there were only two items in this dimension,
further investigation may be warranted. ‘

It is possible to claim that all of the experimental groups, due to using the ELP,
have acquired a considerable degree of autonomy in terms of motivation that is not
based on the pressure of traditional testing methods of language proficiency. Especially
the state school experimental groups have experienced self-assessment and peer
assessment as alternative assessment procedures, which in return has resulted in their
language learning autonomy being more effective in the ALQ dimension of
‘Assessment/Motivation®. This result illustrates that the ELP posits an effective place
for alternative assessment which fosters autonomy because “if learners are only
extrinsically motivated by exams and marked exercises, then they are less likely to
develop the motivation needed to sustain greater autonomy” (Broady, 1997, p.217).

Despite the point that after ELP implementation, the state school experimental
groups gained higher scores on the ‘Assessment/Motivation’ dimension, the field notes
recordings notify the problems that the state school students faced at the beginning of
their practice in self-assessment and peer-assessment. Even when the children were
asked to fill in “The Languages Which I Can Speak’ section on the second page of their
ELP’s, it was observed that most of the students in both the state and private schools,
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wrote Arabic for other languages. When the students were asked why they had stated
Arabic, the answer was that they had recited prayers. This was an interesting encounter
because all of the students were Moslems and as a result they were all taught to recite
prayers at a very young age. These prayers are from the Qur’an, which is written in

Arabic. Even though these students do not know the meanings of the Arabic words that

~ they speak, they claim that they are able to speak Arabic. Therefore, the teacher and

researcher agreed upon no interference for such type of exclamations.
The following observations were recorded when the state school EFL teacher

asked her students to fill in the ELP self-assessment checklists for the first time:

Week 3: The Grade 4 students over-estimated their language competencies. Nearly half
of the students drew smiling faces next to a majority of the descriptors. Due to time
constraints the teacher could not examine each student’s portfolio; therefore, she
warned the class that they had not yet learned everything that was stated in the
checklist. She asked the students to be honest and to make sad faces for what they had

not yet learned.

The difficulty in asking primary state school students to assess each other’s work

is illustrated in the following recordings:

Week 4: The Grade 5 state school students were asked to assess one another’s
homework in pairs. While most of the girls are giving the highest marks to each other,
the boys tend to give low marks to their peers. A pair of students gave each other low
marks, after asking the other students for the reason; it was discovered that these two

students did not like each other.

Week 4: The Grade 4 state school students were asked to assess one another’s
homework in pairs. In this group a girl and a boy cried. When they were asked the
reason for crying, they both complained that although they had worked hard to prepare
their homework, their friends had given them low marks. When the teacher asked their
friends the reasons for giving low marks to the homework, the answers were that the

pictures on the homework were not very good. This crisis brought up the issue of
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making the students aware of the point that this was not an ‘art’ lesson, and that it was

the English language which was of importance.

The previous examples on self-assessment and peer assessment illustrate the
point that that it is essential for the EFL primary school teacher to be sufficiently
equipped with the knowledge to be able to tutor the students in alternative assessment
procedures. Additionally, it is also important for the EFL teacher to be able to clearly
define a variety of criteria that will be used in the judgment of the range of work
belonging to the students.

It is claimed that teacher support is needed in self-assessment because “self-
assessment means more than students grading their own work; it means involving them
in the processes of determining what is good work in any given situation” (Boud, 1995,
p-12). This need for the extraneous effort of the teacher is also addressed by Little and
Perclova (2001, p.25) who warn that teachers who participated in the pilot projects often
expressed their concern that working with the ELP made additional demands on their
time. These researchers provide the following example illustrating the teaching of self-

assessment:

I lack the time to devote to the Portfolio. I have a feeling that I am staying on
the surface of the whole project. It takes a lot of time to teach children to assess

themselves. (Czech teacher of English to secondary pupils of 12-15)

However, an important finding that the present study revealed is that both of the
state school experimental groups, which consisted of very crowded classroom
populations, were the groups to show very notable gains in the ALQ re-test
‘Assessment/Motivation’ dimension. The point that the state school Grade 4
experimental group has gained 128 and the Grade 5 experimental group has gained 106
additional scores illustrates a significant difference and it is this dimension of autonomy
which has been most affected by ELP treatment. According to this finding, it is
possible to claim that over the course of ELP oriented instruction; students in the state
school experimental groups were acquainted with and influenced by different
assessment procedures.

The ELP has principles based on plurilingualism and multiculturalism.
Therefore, the ELP designed for the present study also embedded checklists concerning
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the learner’s experiences with other languages and cultures. As a result of ELP
implementation, learning a new language and its culture might have been an exciting
endeavour for the state school students. Again, in the ALQ ‘Other Cultures’ dimension,
while the private school experimental group scores showed stability, the state school

experimental group scores increased.

5.2.3 Comparing the Learner Autonomy of Private and State School Students
After European Language Portfolio Implementation

After ELP implementation, statistical analysis was needed in order to compare
the learner autonomy of the private and state school students. As a result the one-way
Analysis of Variance (ANOVA) was conducted. The broad conclusion that can be
drawn from the one-way ANOVA findings are that it is possible to claim that ELP
oriented language instruction designed to enhance autonomy does not necessarily affect
all of the students equally. In the case of the present study, the experimental group
constituted by the Grade 5 students in the private primary school was the group that
displayed the least affect of ELP treatment on the development of learmner autonomy
(see Table 4.6). | .

Contrary to the private school experimental group ANOVA findings, it is
possible to claim that the majority of the students in the state school experimental
groups showed increased autonomy as a result of ELP implementation.

According to the ANOV A results, the larger increases in the mean differences of
the ALQ test and re-test results of the experimental groups of Grade 4 and Grade 5 state
school make it possible to conclude that the ELP was most influential in both of the

state school experimental groups.

52.4 Student’s Perceptibns Regarding European Languagé Portfolio
Implementation
At the end of the experimental treatment, nearly all of the students who
participated in the CoE LQ questionnaires showed a highly positive attitude towards
using the ELP. Even though the intervals between the three questionnaires were
relatively short, the results of every CoE questionnaire showed a more positive shift

towards using the ELP. While the students did not at first understand how the ELP
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helped them set their learning goals, as they gradually used their ELP’s, accomplished
the homework to be put into the ‘Dossier’, and filled in the self-assessment checklists,
they slowly became aware of setting their learning goals.

The highly affirmative results of the CoE LQ clearly indicate that within the
primary school educational context of Turkey, it is possible to introduce the ELP in both
private and state school systems. At the end of the ELP treatment, a high percentage of
the students have shown positive attitudes relating to the ELP. The results of the open-
ended questions in Table 4.9 illustrate that while a third of the students like everything
about the ELP, 97% of the students claim that there is nothing that they like least about
the ELP. The students in the present study have shown that using the ELP as an

innovative tool for language learning has been a worthwhile experience.
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CHAPTER V1 CONCLUSION

6.1 Summary ‘ :
Reformers in the Turkish M.NE, in their efforts to improve foreign language

teaching on a national basis, as mentioned earlier in Chapter I, have begun to co-operatively
identify how and why the ELP as a language teaching innovation is rapidly expanding in
other CoE member countries. These reformers are currently evaluating the outcomes of the
ELP piloting projects conducted in Turkey. The implementation of the ELP within the
primary, secondary and tertiary educational systems of Turkey would necessitate time and

commitment in order for change to take place. As Kohonen (2000b, p.14) warns:

The changes should not be rushed through in the interest of efficient
management.  Students, teachers and schools need to take their time to
understand what the Common Framework and ELKP philosophy is about and
how it can be practiced in language classes. While the change seems natural and
relatively easy for a majority of the language students, some find it difficult to
accept. Consequently, student training tutoring, guidance and feedback are
essential for the progress of negotiated learning and self-assessment of language

and learning skills.

The present study has illustrated an example where the goal is not simply to
implement the ELP for reporting functions. Instead, the ELP is implemented with specific
pedagogical functions aiming to foster autonomy. The ELP was used as tool to develop
student self-reflection, motivate the student for sharing responsibility in language learning,
and prepare the student for independent leaming. Also, the ELP is intended to provide for
the foreign language teacher’s close examination of the student’s work to be put into the
Dossier, the teacher’s extra support and guidance in teaching the student self-assessment
and peer-assessment skills, and individualised student feedback relating to the student’s
language development.

The two main goals of this study were to investigate whether the implementation of

an ELP junior model in a private and a state school is conducive to leamer autonomy, and
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to identify the perceptions of the students in the ELP experimentation groups towards the
ELP.

The present study was conducted for only one semester of the 2002-2003 academic
year. Yet, implementing the ELP within this time frame in a private and state ‘primary
school enhanced the learner autonomy of the majority of the participants in the
experimental groups of this study. Four of the control groups (the groups that were exposed
to traditional teacher-centred language leaming) did not indicate any change in their levels
of autonomy, but three of the four ELP experimentation groups (the groups that were
exposed to traditional teacher-centred language learning and ELP oriented instruction)
increased in learner autonomy. After the promotion of the ELP by their English language
teacher, three of the experimental groups that displayed an enhancement in autonomy
responded as being enthusiastic to learn English on their own both during and after class
time.

After the ELP implementation, the Grade 5 pﬁvate school experimental group had
an ambivalent perception toward learner autonomy. However, both the Grade 4 and 5 state
school experimental groups displayed remarkably higher perceptions towards autonomy.
One of the possible underlying reasons for this finding may be the novelty factor. The
students at the state school, in terms of language learning are most often underprivileged
when compared to the students at the private school. At a primary state school, not only
the number of EFL lessons per week but also the variety of language learning instruments
and facilities which are put at the student’s disposal are most often very limited. Therefore,
it is possible to conclude that the implementation of the ELP as a supplementary language
learning aid was an innovative and motivating way of language learning for primary state
school students.

The present study has shown that while the private school Grade 5 students valuéd
the ELP, the Grade 4 private primary school students and state primary school students
were more affected by the innovate nature of the ELP. However, participating in the study
was an enriching and fruitful experience for all of the students.

A variety of factors embedded within the ELP used in the present study, should not

be ignored, as they may have served in fostering the learner autonomy of the students in the
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ELP experimental groups. The first factor was the systematic integration of teacher
counselling within the implementation of the ELP. The second factor is the inclusion of
learning logs to the ELP Dossier section, and the learning style preference list in the ELP
Biography section. These additions were supplementary to the development of the student’s
self-reflection; also, they advanced the student in her/his awareness of strengths and
weaknesses in language learning. Another important factor is that peer-assessment was also
embedded within the ELP so as to buttress the collaborative autonomy supportive
underpinnings of the ELP.

Overall, the ELP is an important innovation for language learning because it not
only makes language learning a positive experience for primary school children; it also

assists them in developing learner autonomy, a key to life-long learing.

6.2 Recommendations for Effective European Language Portfolio Implementation
The ELP junior model designed for the present study could lay a foundation for the

development of an official Turkish ELP junior model. Then, according to the findings

observed through the present research study, the following recommendations can be drawn

for the effectiveness of ELP junior model implementation in Turkish primary schools:

1- Similar to the findings of Kohonen (2000a), the findings of the present study also
underscore the importance of the teacher’s professional development for a
competent pedagogical tutoring of the portfolio-oriented foreign language learning.
Therefore, educational authorities in Turkey, before implementing the ELP on a
broader scale, must actively promote the dissemination of the ELP all over Turkey.
The two most effective means of this dissemination could be realized through in-

service and pre-service training.

2- Since the Turkish M.NE’s Education Reform Act of 1997, which resulted in a
shortage of EFL teachers, there has been an increasingly robust stream of EFL
teachers entering the workforce through alternative routes. One of these routes is

assigning English lessons to teachers whose specialities are not in English Language
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Teaching. Teachers who do not have the sufficient subject-matter knowledge of
English and valid pedagogical methods pose a threat to the effective implementation
of the ELP. Implementing the ELP in Turkey calls for the Higher Education
Council (HEC) and M.NE to set up an in-service training system not only for the
above mentioned EFL teachers but also for highly qualified teachers, because the
ELP is an innovation which necessitates guidance through formal courses. “The
language teacher’s professional growth is vital for developing portfolio work with
the students (Kohonen, 2000b, p.11)” because students will be led towards more
autonomous learning provided that the ELP is implemented by teachers who have
consciously developed pedagogical ways for language instruction oriented towards
the ELP.

Effective implementation of the ELP in Turkish primary schools requires
appropriate planning. This planning necessitates gradual changes in the education
system through a top down process beginning with the language methodology
courses of teacher trainees in pre-service teacher education. In faculties of
education, there are language-teaching departments that have compulsory courses
aiming to develop the teacher trainee’s knowledge on effective language teaching.
The ELP-oriented approach could be one of the subjects addressed in these courses.
For example, two lessons in a methodology course can be devoted to the
pedagogical functions of ELP. Also, embedded within the ELP are the issues of
self-assessment and portfolio assessment, these issues could be discussed in a few

lessons of a language testing and evaluation course.

Self-assessment is a fundamental concept relating to the pedagogical functions of
the ELP. The present study has displayed the fact that in the primary state school, a
teacher-centred approach to language learning has hindered the students’
development of self-assessment skills. However, through effective ELP
implementation, “self-assessment comes naturally to learners who are involved in

planning and monitoring their own learning” (Demirel 2003b). Therefore it is a pre-
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requisite for language teachers to update their knowledge and practice of self-

assessment and alternative language testing methods.

ELP implementation requires the teacher’s professional preparation in designing
and fine-tuning the foreign language daily lesson plan aiming to suit the autonomy

fostering pedagogical function of the ELP.

The researcher and the primary school teachers’ partnership displayed in the present
study, provides an example of the supportive atmosphere required in ELP
implementation. Along the lines of this issue, Kohonen (2000a) explains that
asking the language teachers to undertake the work without adequate professional
preparation may lead to disappointment and frustration. As noted by Kohonen
(20002), a major professional reorientation is not a matter of occasional reading,
lectures or workshops because a teacher’s experience suggests a sustained support
extending over several years. Along the lines of this issue, Demirel (2003b) asserts
that portfolio-oriented foreign language education in Turkey will change the role of
teachers and their professional understanding, therefore, it is a crucial element that
teachers should be given support through in-service training because ELP based

foreign language education necessitates regular updating for all teachers.

Teachers who have more conservative attitudes in their approaches to language
teaching must be willing to add the ELP to their existing instruments and language
teaching approaches. These teachers must be ready to share with their students the
responsibility of learning. According to the theory of learner autonomy, leamning
depends on collaboration: learners and teachers must take iniﬁatives in sharing the
responsibilities of planning and evaluating the language learning process. Demirel
(2003b) lalso addresses the importance of the teacher’s attitude towards employing
the ELP. According to Demirel (Ibid), successful portfolio-oriented education
primarily, depends on the point that teachers should be highly motivated and
convinced about the pedagogical advantages of the ELP.
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8- In Turkish state primary schools, students who are in Grade 4 or 5 have two lessons
of English per week. Considering that the period of a lesson is 40 minutes, this
means that students at state primary schools are exposed to formal English language
instruction for 80 minutes a week. Within this time frame, a teachef who wants to
pedagogically use the ELP to develop learner autonomy, must create space for the
students to take initiatives in planning, monitoring and evaluating their own
learning, while under the pressure of meeting the demands of the national
curriculum. If the number of students in the classroom is small, then the teacher
may be able to the use the ELP more effectively. However, if the class is crowded,
then the teacher will not have enough time to help each individual student while
they are using their portfolios. Therefore, ELP implementation might be more
effective if primary state school English lesson class sizes are reduced. In the class,
the lesser the student number, the more the teacher will be able to assist the

individual.

9- The official Turkish ELP junior model could be designed after the ELP junior
model proposed in this study.

6.3 Suggestions for Further Research

Considering that the ELP is an innovating language-teaching instrument and that the
impact of the ELP on leamer autonomy is a contemporary debate this issue necessitates
further coherent and empirical research. Further research could address the following

issues: |
1- In the present study, only two classes from grade 4 and two classes from
grade 5 of two different primary schools were used for ELP experimental
treatment. It is suggested that the ELP be implemented in a wider range of

grades and class number.
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Though the present study had implemented the ELP for only twelve weeks,
further research could also attempt to implement the ELP for a longer
period. Twelve weeks is a short period for such a tool aiming to support life-
long leaming. Also, as mentioned afore in Chapter 1, twelve weeks is not

sufficient to display the total effectiveness of the ELP on language learning.

Also, in further studies based on the effectiveness of the ELP on learer

autonomy, retention tests are an issue that can be taken into consideration.

Although the M.NE is officially piloting the ELP in selected Turkish high
schools, further research might also investigate the piloting of the ELP in

vocational high schools and tertiary education.

Further research could also attempt to uncover the attitudes and beliefs of
language teachers towards the ELP as an innovating tool for language

learning.

The teacher’s professional development of ELP implementation and learner

autonomy can be considered for research.

Currently ELP piloting is conducted in the western regions of Turkey,
therefore, ELP implementation can be considered in primary and secondary
schools located in the eastern regions of Turkey. The results of these

implementations can be compared and contrasted with one another.

The aim of the ELP is to promote plurilingualism and multiculturalism.
Research on how the ELP can be implemented in order to promote

plurilingualism and multiculturalism can be addressed in further studies.
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"Le Conself de I'Europe est une organisation
_Intergouvernementale dont le sidge permanent
est & Strasbourg, France. Sa mission premiére
‘est de renforcer 1'unité du continent et de pro-
téger la dignité des cltoyens de I'Europe en
velllant au respect de nos valeurs fondamen-
tales: 1a démocratie, les droits de I'homme et
/la préémlinence du droit.

Un de ses abjectifs principaux est de susciter
la prise de consclence d'une identité culturelle
européenne et de développer la compréhension
mutuelle entre les peuples de cultures diffé-

de I'Europe coordonne !'Introduction d'un Port-
follo Européen des Langues, comme étant un
document personne! falt pour encourager et
faire reconnattre l'apprentissage des langues
et les expériences Interculturelles de toutes
sortes.

Contact:

Dlvision des Langues vivantes

Direction Générale IV

Conseil de I'Europe, Strasbourg, France
site Internet: http://culture.coe.lnt/lang
© 2000 Consell de I'Europe, Strasbourg, France

Ce Passeport de langues fait partie du Portfolio
européen des langues (PEL) remis par:

Nom de {'Institution / Instance (avec site Inter-
net)

European Language Portfolio:; e
“Portfollo eurapben des langues ™

rentes. C'est dans ce contexte que le Consell

The Councll of Europe Is an intergovernmental
organisation with its permanent headquarters
In Strasbourg, France, Its primary goal Is to
promote the unlity of the continent and guaran-
tee the dignity of the citizens of Europe by
ensuring respect for our fundamental values:
democracy, human rights and the rule of law.

One of its main alms is to promote awareness
of a European cultural identity and to develop
mutual understanding among people of diffe-
rent cultures. In this context the Council of
Europe fs coordinating the Introduction of a
European Language Portfollo to support and
glve recognition to language learning and Inter-
cultural experiences at all levels.

Contact:

Modern Languages Division
Directorate General 1V

Council of Europe, Strasbourg, France
Web site: hitp://culture.coe.int/lang
© 2000 Council of Europe, Strasbourg, France

This Language Passport is part of the European
Language Portfolio (ELP) Issued by:
Name of Institution / Body (with web site)

- Portfollo Européen di: lanﬁﬁei moddle acerédité N° 0.2000
- Europsan Languaga Partfallo anmdltad mode! No. 0 2000 o
- Accnrdé i/Awardnd PR : -

* Le présent modéle: est conforme aux Prlnclpes et ngnes '

directrices communs,
CONSEIL DE LA GOOPERATloN CULTURELLE

. _COMITE DE L'EDUCATION COMITE DE VALlDATlON [221] PEL

Thls model canforms to common Prlm:lplss and Guldellnes." '

COUNCIL FOR CULTURAL CO-OPERATION
EDUCATION COMMITTEE ~ ELP VALIDATION COMMITTEE -

Ce doCUMENT €5t UN BIian Ggs Savoil-Tame, qas IS = OoT T s

certlfications ou des dipldmes ainst que des
expériences vécues dans différentes langues. 1l
falt partie d’un Portfolio Européen des Langues
qul se compose du présent Passeport, d'une
Biographie Langagiére et d'un Dossler compre-

-nant des matériaux qui documentent et Hilus-

trent les expériences effectuées et les compé-
tences acqulses. Les compétences en langues
sont décrites dans les termes des niveaux de
compétence présentés dans le document «Un
Cadre européen commun de référence pour les
langues: apprendre, enseigner, évaluers, L'é-
chelle est présentée dans le présent Passeport
de langues (grille pour !'auto-évaluation).

Ce Passeport de langues est recommandé pour
utilisation par des adultes (16+).

Le Passeport de langues inclut la lIste des lan-

gues dans lesquelles le titulaire a des compé-

tences. il se compose:

e d'un profll des compétences en langues en
relation avec le Cadre Européen Commun

e d'un résumé d'expériences linguistiques et
interculturelies

e d'une liste de certificats et dipldmes

Pour tout renseignement concernant les niveaux
de compétences en plusleurs langues, consul-
tez le site Internet du Consell de I'Europe:

" http://culture.coe.int/lang

Nom:
Name:

—
qualifications and experlences. It is part of a
European Language Portfollo which consists of a
Passport, a Language Blography and a Dossler
containing materials which document and Illus-
trate experlences and achievements. Language
skills are defined in terms of levels of profi-
clency presented In the document «A Common
European Framework of reference for languages:
learning, teaching, assessment». The scale is
illustrated in this Language Passport (Self-
assessment grid).

This Language Passport is recommended for
adult users (16+).

The Language Passport lists the languages that

the holder has some competence in. The con-

tents of this Language Passport are as follows:

e a profile of language skills in relation to the
Common European Framework

® arésumé of language learning and intercul-
tural experiences

* a record of certificates and diplomas

For further information, guldance and the
levels of proficiency in a range of languages,
consult the Councll of Europe web slte:
http://culture.coe.int/lang

cet
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A1

A2

B1

B2

C1

C2

nprendre

Q)

puter

Je peux comprendre des mots famitiers
et des expressions trés courantes

au sufet de moi-méme, de ma famiile
et de I'environnement concret et
immédiat, sl les gens parlent lente-
ment et distinctement.

Je peux comprendre des expressions et
un vocabulaire trds fréquent relatifs

A ce qui me concerne de tras prds (par
ex. mol-méme, ma famille, les achats,
I'environnement proche, le travall).

Je peux salsir 'essentief d’annonces et
de messages simples et clairs.

Je peux comprendre les points essen-
tiels quand un langage clalr et
standard est utilisé et s'll s'agit de
sujets famlliers concernant le travail,
I'école, les lolsirs, etc. Je peux com-
prendre |'essentie! de nombreuses
émisslons de radlo ou de télévision
sur I'actualité ou sur des sujets qui
m'intéressent A titre personnel oy
professionnel si 'on parle d'une fagon
relativement lente et distincte.

Je peux comprendre des conférences et
des discours assez longs et méme
sulvre une argumentation complexe si
le sujet m'en est relativement famllier.
Je peux comprendre 1a plupart des
émissions de télévision sur l'actualité
et les informations. Je peux com-
prendre 1a plupart des films en fangue
standard.

Je peux comprendre un long discours
méme s'il n'est pas clairement
structuré et que les articulations sont
seulement Implicites, le peux com-
prendre les émissions de télévision et
les films sans trop d'effort.

Je n'al aucune difficulté & comprendre
le fangage oral, que ce solt dans

les conditions du direct ou dans fes
médias et quand on parle vite,
condition d'avelr du temps pour me

familiariser avec un accent particuller,

Je peux comprendre des noms faml-
llers, des mots ainsl que des phrases
trds simples, par exemple dans des
annonces, des affiches ou des cata-
logues,

Je peux lire des textes courts trds
simples. Je peux trouver une infor-
mation particullére prévisible dans
des documents courants comme les
petites publicités, les prospectus,
les menus et les horaires et je peux
comprendre des lettres personnelies
courtes et simples.

Je peux comprendre des textes rédigés
essentlellement dans une langue
courante ou relative & mon travall, Je
peux comprendre Ia description
d'événements, I'expression de senti-
ments et de souhaits dans des lettres
personnelles.

le peux lire des articles et des rap-
ports sur des questions contempo-
raines dans lesquels les auteurs
adoptent une attitude particulitre ou
un certaln polnt de vue. Je peux
comprendre un texte |Ittéralre con-
temporain en prose.

Je peux comprendre des textes factuels
ou littéralres fongs et complexes et

en apprécier les différences de style.
Je peux comprendre des articles spé-
cialisés et de longues instructions
technigues méme lorsqu'ils ne sont
pas en refation avec men domaine,

Je peux lire sans effort tout type de
texte, méme abstrait ou complexe
quant au fond ou 2 la forme, par
exemple un manuel, un article spécia-
1isé ou une ceuvre littéralre.

fer

3ok

ndre part
ne
nversation

Je peux communiquer, de fagon simple,
A condition que l'interfocutevr solt
dispasé & répéter ou b reformuler ses
phrases plus lentement et & m'alder

A formuler ce que J'essale dg dire. Je
peux poser des questions simples sur
des sujets famlliers ou sur ce dont

|'at Immédiatement besoln, ainsl que
répondre 3 de teiles questions.

Je peux communlquer lors de taches
simples et habltuelles ne demandant
qu'un échange d'Informations simple
et direct sur des sujets et des actl-
vités famlllers. Je peux avoir des
échanges tras brefs méme si, en rdgle
générale, je ne comprends pas assez
pour poursulvre une conversation,

Je peux falre face & 1a majorité des
sltuations que I'on peut rencontrer au
cours d'un voyage dans une réglon oit
la langue est parlée, le peux prendre
part sans préparation A une conversa-
tlon sur des sujets familiers ou d'in-
térét personnel ou qui concernent la
vie quotidienne (par exemple famille,
loisirs, travall, voyage et actualité).

Je peux communiquer avec un degré de
spontanéité et d’aisance qui rends
posslble une interaction normale avec
un locuteur natif. Je peux partlciper
activement a une conversation dans
des sitvations familiéres, présenter et
défendre mes opinlons,

Je peux m'exprimer spontanément et
couramment sans trop apparemment
devolr chercher mes mots. Je peux
utiliser la langue de maniére souple et
efflcace pour des relations soclales
ou professionnelles. Je peux exprimer
mes tdées et oplnions avec précision
et lier mes interventions 2 cefles de
mes Interlocuteurs.

le peux participer sans effort A toute
conversation ou discussion et je suls
aussi trés 2 I'alse avec les expressions
idiomatiques et les tournures cou-
rantes, Je peux m'exprimer couram-
ment et exprimer avec précision de
flnes nuances de sens, En cas de dif-
floulté, je peux faire marche arridre
pour y remédier avec assez d'hablleté
et pour qu'elle passe presque ina-
pergue,

Q-

exprimer
alement
continu

Je peux utitiser des expressions et des
phrases simples pour décrire mon
lleu d’habitation et les gens que Je
connals.

Je peux utlliser une série de phrases
ou d'expressions pour décrire en
termes simples ma famitle et d'autres
gens, mes conditions de vie, ma for-
mation et mon activité professionnelle
actuelle ou récente.

Je peux articuler des expressions de
maniére simple afin de raconter des
expériences et des événements, mes
réves, mes espoirs ou mes buts, Je
peux bridvement donner les raisons et
explications de mes opinlons ou pro-
jets. Je peux raconter une histoire

ot I'intrigue d'un livre ou d'un film et
exprimer mes réactions.

Je peux m'exprimer de fagon clalre et
détaillée sur une grande gamme ds
sujets relatifs & mes centres d'Intérét,
Je peux développer un point de vue sur
un sujet d'actualité et expliquer les
avantages et les inconvénlents de dif-
férentes possibilités,

Je peux présenter des descriptions
claires et détalllées de sujets com-
plexes, en intégrant des themes gul
leur sont liés, en développant certains
points et en terminant mon interven-
tion de fagon approprice,

Je peux présenter une description ou
une argumentation claire et flulde
dans un style adapté au contexte,
construire une présentation de fagon
fogique et alder mon auditeur &
remarquer et 3 se rappeler les points
importants. .

rire

#

crire

Je peux écrire une courte carte postale
simple, par exemple de vacances.

Ja peux porter des détalls personnels
dans un questionnaire, inscrire par
exemple mon nom, ma natlonatité et
mon adresse sur une fiche d'hbtel.

Je peux écrire des notes et messages
simples et courts. Je peux écrire

une lettre personnelle trés simple, par
exemple de remerciements.

Je peux écrire un texte simple et co-
hérent sur des sujets famillers ou qul
m'Intéressent personnellement. Je
peux écrire des lettres personnelles
pour décrire expériences et impres-
slons,

Je peux écrire des textes clalrs et
détalilés sur une grande gamme de
sujets relatifs 2 mes intéréts, Je peux
écrire un essai ou un rapport en trans-
mettant une information ou en expo-
sant des raisons pour ou gontre tne
opinlon donnée. Je peux écrire des
lettres qui mettent en valeur le sens
que j'attribue personneliement aux
événements et aux expériences.

Je peux m'exprimer dans un texte clair
et bien structuré et développer mon
point de vue. Je peux écrire sur des
sujets complexes dans une lettre, un
essal ou un rapport, en soulignant

les polnts que je Juge importants. Je
peux adopter un style adapté au desti-
nataire.

Je peux écrire un texte clalr, fluide et
stylistiquement adapté aux clrcons-
tances. Je peux rédiger des lettres,
rapports ou articles complexes, avec
une construction claire permettant au
lecteur d'en salsir et de mémoriser
les points importants. Je peux résumer
et critiquer par écrit un ouvrage pro-
fessionnel ou une ceuvre littéralre,
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A1

A2

B1

B2

C1

C2

erstanding

Q

ening

| can undarstand familiar words and
very baslc phrases concerning myself,
my famlly and immediate concrete
surroundings when pecple speak siowly
and clearly.

| can understand phrases and the
highest frequency vocabulary related
to areas of most Immediate personal
relevance {e.g. very basic personal
and family information, shopping,
local area, employment). | can catch
the main polint in short, clear, simple
messages and announcements.

| can understand the main polnts of
clear standard speech on familiar
matters regularly encountered in work,
school, leisure, etc. | can understand
the maln point of many radio or TV
programmes on current affairs or
topics of personal or professional
Interest when the delivery s relatively
slow and clear.

| can understand extended speech and
lectures and follow even complex lines
of argument provided the topic s
reasonably famlliar, | can understand
most TV news and current affairs
programmes, | can understand the
majority of films in standard dialect,

| can understand extended speech
even when It Is not clearly structured
and when relationships are only
implied and not signalled expllcitly. |
can understand televislon programmes
and films without too much effort,

| have no difficulty in understanding
any kind of spoken language, whether
llve or broadcast, even when delivered
at fast natlve speed, provided | have
some time to- get familiar with the
accent,

ding

| can understand familiar names,
words and very simple sentences, for
example on notices and posters or In
catalogues,

| can read very short, simple texts.

1 can find specific, predictable Infor-
mation In simple everyday matertal
such as advertisements, prospectuses,
menus and timetables and | can
understand short simple personal let-
ters.

| can understand texts that consist
mainly of high frequency everyday or
job-related language.

| can understand the description of
events, feetings and wishes in per-
sona! letters,

| can read articles and reports con-
cerned with contemporary problems

in which the writers adopt particular
attitudes or viewpoints.

1 can understand contemporary lterary
prose,

I can understand long and complex
factual and literary texts, appreciating
distinctions of style. | can understand
speciallsed articles and longer tech-
nical instructlons, even when they do
not relate to my fleld.

| can read with ease virtually all forms
of the written language, including
abstract, structurally or linguistically
complex texts such as manuals,
specialised articles and literary works,

aking

30¢)

pken
eraction

| can interact in @ simple way provided
the other person Is prepared to repeat
or rephrase things at a slower rate

of speech and help me formulate what
1'm trying to say.

| can ask and answer simple questions
in areas of Immed!ate need or on very
famillar toplcs.

| can communicate In simple and
routine tasks requiring a simple and
direct exchange of information on
famillar toplcs and activities. | can
handle very short socla! exchanges,
even though I can't usually under-
stand enough to keep the conversation
going myself.

1 can deal with most situations likely
to arlse whilst travelling in an area
where the language is spoken. | can
enter unprepared into conversation on
toplcs that are familiar, of personal
interest or pertinent to everyday life
{e.g. family, hobbles, work, travet and
current events).

| can interact with a degree of fluency
and spontanelty that makes regular
Interaction with native speakers quite
possible.

| can take an active part In discusslon
in famitiar contexts, accounting for
and sustaining my views.

| can express myself fluently and
spontaneously without much obvious
searching for expressions. 1 can

use Janguage flexibly and effectively
for social and professional purposes.
| can formultate ideas and opinions
with precision and relate my contri-
bution skilfully to those of other
speakers,

| can take part effortlessly in any con-
versation or discussion and have a
good familiarity with Idiomatic expres-
sions and colloquialisms. { can
express myself fluently and convey
flner shades of meaning precisely. If |
do have a problem | can backtrack and
restructure around the difficulty so
smoothly that other people are hardly
aware of It,

Q-

oken
duction

| can use simple phrases and sen-
tences to describe where | live and
people | know.

| can use a series of phrases and sen-
tences to describe in simple terms

my family and other people, fiving con-
ditions, my educational background
and my present ar most recent job.

| can connect phrases in a simple way
in order to describe experiences

and events, my dreams, hopes and
ambitions, | can briefly give reasons
and explanations for opinions and
plans.

{ can narrate a story or relate the plot
of a book or fitm and describe my
reactions,

| can present clear, detailed descrip-
tlons on a wide range of subjects re-
tated to my field of interest,

| can explain a viewpoint on a topical
Issue giving the advantages and
disadvantages of varlous options.

| can present clear, detalled descrip-
tiens of complex subjects integrating
sub-themes, developing particular
points and rounding off with an appro-
priate conclusion.

| can present a clear, smoothly-flowlng
description or argument in a style
appropriate to the context and with an
effective loglcal structure which helps
the recipient to notice and remember
significant points.

iting

Iting

| can write a short, simple postcard,
for example sending holiday greetings.
1 can fill in forms with personal
detalls, for example entering my name,
natlonality and address on a hotel
registration form,

| can write short, simple notes and
messages. | can write a very simple
personal letter, for example thanking
someone for something,

I can write simple connected text on
toplcs which are familiar or of per-
sonal interest.

| can write personal letters describing
experiences and impressions,

| can write clear, detailed text on a
wide range of subjects related to

my interests. 1 can write an essay or
report, passing on Information or
giving reasons In support of or against
a particular point of view,

| can write letters highlighting the
personal significance of events and
experiences.

| can express myself in clear, well-
structured text, expressing points of
view at same length. [ can write about
complex subjects in a letter, an essay
or a report, underfining what [ con-
sider to be the salient issues. ! can
select a style appropriate to the reader
in mind,

| can write clear, smoothly-flowing text
In an appropriate style. | can write
complex letters, reports or articles
which present a case with an effective
logical structure which helps the
recipient to notice and remember slg-
niflcant points. | can write summaries
and reviews of professional or literary
works,
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-1 Jusqu'd 1 an =23 Jusqu'a 3 ans =5 Jusqu'a 5 ans 5-% Plus de 5 ans Pectiniia surepber dot anguos

Up to 1 year Up to 3 ysars Up to 5 years Over 5 years

Langue:
Language:

Apprantissage et utiiisation de Ia jangue dans le pays/ia
réglon olt !a fangue n'est pas utilisée: 21 23 5 5 | <1 >3 25 59 | 1 33 | 35 5 | =1 23 a5
Language learning and use In country/ragion where the
language Is not spoken:

53 | 1 |23 | 35 [ 59 | 91 | 23 | 25 | 59

Enseignement primaire / secondaire / professionnel
Primary/secondary/vocational education

Enseignement supérieur
Higher education

Education des adultes
Adult education

Autres cours
Other courses

Utilisation régutidre sur le lieu de travall
Regular use in the workplace

Contacts réguliers avec des locuteurs de cette langue
Regular contact with speakers of the language

Autre
Other

Informations complémentalres concernant des expériences
tinguistiques et interculturelles
Further information on language and intercuitural experiences

61
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Enrops. Partfalle
Porttolo sutopben des langues

-1 Jusqu'd 1 mois -»3 Jusqu'd 3 mols <5 Jusqu'ad 5 mois 5-» Plus de 5 mols
Up to 1 month Up to 3 months Up to 5 months Over § months

Langus:
Language:

Séjours dans une région ob la langue est utilisée:

Stays in a region whers the language is spoken: 21 3 25 59 | =1 =3 | 95 5 | <1 23 | 25 59 | <1 23 | 5 5 { =1 =3 5 5= | <1 »3 | &5 5=

Participation 3 un cours de langue
Attending a language course

Etudes, formation dans la langue
Using the language for study or training

Utllisation professionnelle de la langue
Using the language at work

Autre
Other

informations complémentaires concernant des expériences
linguistiques et interculturelies
Further information on language and Intercultural experiences
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AVRUPA Dil GELISIM DOSYAS
EUROPEAN LANGUAGE PORTFOLIO

Turkiye



- =T

Avrupa Dil Geligim Dosyasi

Avrupa  Dil  Gelisim  Dosyasi,
yasaminz boyunca okulda, mesleki egitimde,
isyerinde, resmi olmayan etkilesimler ve
kitltiirler arast deneyimler voluyla yasam boyu
edindiginiz dil deneyimlerinizin kayit ve rapor
edildigi bir aragtir. Bu dosya, is yasammizda
kullamlmak tzere dil 6grenme nitelik ve
deneyimlerinizin Avrupa standartlarinda agik
bir sekilde yansitildigt bir kayd: saglayacaktr.

Avrupa Dil Geligim Dosyasi, size ait
olmakla beraber igveren ve egitimciler igin dil
yeterliliklerinizin 6rnek ¢alismalar yoluyla he-
men goriilebilmesine de olanak tantmaktadir.

Avrupa Dil Gelisim Dosyasi iig
boliimden olugmaktadir : Dil Pasaportu, Dil
Ogrenim Gegmisi ve Dil Dosyasi.  Her

boliimde nasil kullanilacagma iliskin
aciklamalar bulunmaktadir.
Dil Pasaportu belirli dénemlerde

degisik dillerdeki yeterliliginiz hakkindaki
genel bilgileri igerir. Bigimsel nitelikleri ve
kendini degerlendirme  kayitlarii  tutarak
onemli dil ve kiltiirler arasi 6grenme
deneyimleri ile dil yeterlilikleri/becerileri
tanimlar. Avrupa Konseyi tarafindan Gnerilen
Standart Pasaport (16 yasindan bilyiikler igin
Avrupa Dil Gelisim Dosyasi) tiim Avrupa’da

denklik ve serbest dolasim siireglerini
kolaylastirmaktadir.
Dil Ogrenim Gecmisi bildiginiz

dillerle neler yapabileceginizi belirtmenizi,
mesleki egitimde ve isyerirnde edindiklerinizin
yani sira Orglin egitim sistemleri iginde ve
disinda  kazandigimiz  dilsel ve  Kkiiltiirel
deneyimleriniz hakkindaki bilgileri eklemenizi
saglar. Ogrenme siirecinizi ve gelisiminizi
degerlendirip yansitarak egitim siirecinizi
planlamamizt hizlandirir. Ayrica, bu kisim
birgok dilde yeterli olmay: saglama gibi ¢ok
dilliligi 6ne ¢gikarmak iizere diizenlenmisgtir.

Dil Dosyas: Dil Ogrenim Gegmisi ve
Dil Pasaportu boliimlerinde kayitlt olan bagari
ve deneyimlerinizi 6rneklerle agiklamaniz ve
belgelendirmeniz igin gere}}li materyalleri
secmenize olanak saglar. *

Avrupa Dil Gelisim Dosyasi ve dil
yeterlilik seviyeleri hakkinda daha fazla
bilgi igin lirtfen Avrupa Konseyi web
adresine basvurunuz :

http:// www.coe.int/portfolio

Vv
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The European Language Portfolio

The European Language Portfolio is a tool for
recording and reporting your language
experiences across a lifetime of learning at
school, vocational training, at the workplace,
through informal contacts and intercultural
experiences. It will provide you a European
transparent record of your language learning
qualifications and experiences to serve your
career.

The European Language Portfolio is your own
property. But is can also serve educators and
employers to show at a glance your proficiency
in languages and to illustrate it through
samples of work.

The European Language Portfolio has three
parts: a Language Passport, a Language
Biography and a Dossier. Guidelines on how to
use them are included in each component.

The Language Passport provides an overview
of your proficiency in different languages at a

given point in time. It records formal

qualifications and  self-assessments  and

describes  language  competences  and
=] =] p

significant language and intercultural learning
experiences. The standard Passport promoted
by the Council of Europe (for ELPs for
learners aged 16+) facilitates pan-European
recognition and mobility.

The Language Biography encourages you to
state what you can do in each language and to
include information on linguistic and cultural
experiences gained in and outside formal
educational contexts as well as in vocatipnal
training and at the workplace. It facilitates your
involvement in planning, reflecting upon and
assessing your learning process and progress.
It is organised to promote plurilingualism, i.e.
the development of competences in a number
of languages.

The Dossier offers you the opportunity to
select materials to document and illustrate
achievements or experiences recorded in the
Language Biography or Passport.

For further information on the European
Language Portfolio and the levels of
proficiency in languages, please consult the
Council of Europe website:
http:/Avww.coe.int/portfolio
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Strasbourg kentindo yer atan devletleraras: bir
organizasyondur. Konsey'in baghca hedefi
Avrupa'daki birligi gliglendirmek ve temel
degorlerimiz olan demokrasi, insan haklart ve
hukukun {istinligiine saygiyi temin ederek Avrupa
valandaslarinin itibanni glivence altina almaktir.

Temel hedeflerinden biri, Avrupa koltiirel kimligi

bilincini arttirmak ve farkh kiltirlerden gelen
kisller arasindaki ortak anlayigi gelistirmektir. Bu
baglamda; Avrupa Konseyl tim diizeylordokl dil
d8frenimine ve kultlrler arast deneyimiere
farkindalik getirmek ve destekiemek igin Avrupa
DIl Gelisim Dosyast'nin tanitimint koordine
etmektedir.

lietigim

Language Policy Division

Directorate General IV

Councll of Europe, Strasbourg, France
Wab site: http://culture.cos.int/lang

© 2000 Counclt of Europe, Strasbourg, France

Bu Dil Pasaportu agafidaki Kurum/Kurulug tarafindan
yayimlanan Avrupa Dil Geligim Dosyasinmn bir bélimidir:

Kurum / Kurulugun Adi (web sayfasi)

Milli Egitim Bakanhg (MEB)

Tallm ve Terblye Kuruiu Bagkanhg
Ankara-TURKIYE

Web: www.meb.gov.ir

S TV WV VI LW Wy v

Madh o - i
organisation with its permanent headquarters
in Strasbourg, France. Its primary goal is to
promote the unity of the continent and guaran-
tee the dignity of the citizens of Europe by
ensuring respect for our fundamental values:
democracy, human rights and the rule of law.

One of its main aims is to promole awareness
of a European cultural identity and to develop
mutual understanding among people of diffe-
rent cultures. In this context the Council of
Europe is coordinating the introduction of a
European Language Portfolio to support and
give recognition to language learning and inter-
cultural experiences at all levels.

Contact:

Language Policy Division

Directorate General IV

Council of Europe, Strasbourg, France
Web site: hitp://culture.coe.intlang

© 2000 Council of Europe. Strasbourg. France

This Language Passport is part of the European
Language Portlolio (ELP) issued by:

Name of Institution / Body (with web site)

Ministry of National Education (MoNE)
National Board of Education
Ankara-TURKEY

Web: www.,meb.gowv.tr

* Avrupa Dil Geligim Dosyam tescll no
- European Language Portfolio: accredited model No.

- Bu tescil numarast nsaalda adi gagen kuruma verilmigtir /
. Awarded to. . . o

R - [

- Bu model ortak ilke \ie kumllura uygundur.

KUl TOREL [SpInUIG] KON'%EYI )
Gl1iM KoM Esl- ELP TESCIL KOMITESI

This model conforms to common Principles and Guidelines,

COUNCIL FOR CULTURAL CO-OPERATION
EDUCATION COMMITTEE - ELP VALIDATION

deneyimlerinin bir  kaydidir. Ayni zamanda, dil qualitications and experiences, [l 15 part ol a

pasaportu dil 6grenme gegmigini, deneyim ve
basarilan belgeleyen Dosya bolimiinit igeren
Avrupa Dil Geligim Dosyasinin da bir pargasidir.
Dil beeerileri, *Avrupa Konseyi Diller Igin Ortak
Olgutler: Ogrenme, Ogretme, Dederlendirme”
dokiimani gergevesinde sunulan yeterlilik dizeyleri
ile tanimianmaktadir. Bu 6lgek, dil pasaportu
bolimiindeki Kendini Degerlendirme Tablosu'nda
gosterilmistir.

Bu Dil Pasaportu’nun 15-18 yas grubu tarafindan
kullamimasi tavsiye edilmektedir.

Bu Dil Pasaportu, kullanicisinin yeterli oldugu dilleri

listoler.

Bu Dil Pasaportu agagidakileri kapsamakladir:

« Avrupa Konseyi Ortak Olgutler Gergevesi'ne
gore belirlenen  dil becerileri profili

* Dil 8grenim gegmisi ve kiltlrler arasi
deneyimleri

e Sertifika ve diploma kayitlan

Daha fazla bilgi, rehberlik ve dit yeterlilik diizeylerl
icin Avrupa Konseyi wob sayfasi adrosine
bagvurunuz.

hitp://culture.coe.int/lang

Adi:
Name:

European Language Porlfolio which consists of
a

Passporl, a Language Biography and a Dossier
containing materials which document and illus-
trate experiences and achievemenis. Language
skills are defined in terms of levels of profi-
ciency presented in the document ®A Common
European Framework of reference for languages:
learning, teaching, assessment. The scale is
ilustrated in this Language Passport (Self-
assessment grid).

This Language Passport is recommended for
adult users {15-18).

The Language Passport lists the languages thal

the holder has some competence in. The con-

tents of this Language Passport are as follows:

« a prolile ot language skills in relation to the
Common European Framework

« arésumé of language learning and intercui-
tural experiences

« a record of certificates and diplomas

For further information, guidance and the
levels of proficiency in a range of languages,
consult the Council of Europe web site:
http://culture.cos.int/lang
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Avrupe Dil Geligim Goeyss
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A1

A2

B

B2

C1

C2

Dinleme

Benimle, ailemle ve yakin geviemle ilgili
tanidik sbzclikleti ve gok teme! kaliplar,
yavay ve net konugulduunda
anlayabilirim.

Beni dogrudan ilgilendiren konularla itigkili
katiplart ve gok sik kullamilan sézcUkleri
anlayabilirim, (Omnegjin; En temel kigise!
ve ailevi bilgiler, aligveris, yerel gevie,
meslek gibil. Kisa, net, basit ileti ve
duyurufardaki temet diglnceyi
kavrayabilirim.

I, okul, bog 2aman ve benzeri ortamlarda
sUrekli kargilagitan bildik konulardaki net,
standart konugmanin ana hatlarim
anlayabilirim. Gince! olaylar ya da kigisel
ilgi alamma giren konularla ilgili radyo ve
televizyon programlannin gogunun ana
hatlanm yavag ve net oldugunda
anlayabifirim.

Glncel bir konu olmast koguluyla uzun
konugma ve sunumlan anlayabilir,

Agtkga yaplandinlmarmig ve iliskiter agtkga
belirtimemis sadece ima cdilmi? olsa bile

karmagik timcelerle yapilan tartg

takip edebilirim. Televizyon haberletini ve
glincel olaylara iligkin programlann gofjunu
anfayabilirim. Standant ditin kullanildige
filmlerin gogunu antayabilitim.

vzun konugmalan anlayabilirim. Televizyon
programlannt ve filmleri fazla zorluk
gekmeden anlayabilirim.

Ister canh, ister yayin ortaminda olsun
highir konugma t0rinl) anlamakta zortuk
cekmem. Sadece, norma! anadili mainda
ise aksana aligabilmem igin biraz zamana
itiyacim olabilir.

@‘-

Okuma

Katalog, duyuru ya da atig gibi yaznh
metinlerdeki bildik adlan, sdzctkleri ve
¢ok basit 1imeeleri anlayabilirim.

Kisa vo basit metinlesi okuyabilirim. lanlar,
kullamim kelavuzlar, mindler ve zaman
gizelgeleri gibi basit glinitk metinlerdeki
-genel bilgileri kavrayabilir ve kisa kigisel
mektuplar anlayabilirim,

Meslekle ilipli ya da gunliik dilde en sik
kullanilan stzctkleri igeren metinleri
anlayabilirim.

Yazarlann belirli tutum ya da goriig
benimsedikleri, glincel sorunlarla ilgili
makaleleri ve raporlan okuyabilirim,
Cagdag edebi metinferi anfayabilirim.

Uslup farkhiiklanm da ayut ederek uzun
ve karmagik, somut ya da edebi metinleri
okuyabilit, ilgi alammla alakali olmasalar
bile hethangi bir uzmanlik alanina giren
makale ve tzun teknik bitgileri
anlayabilitim,

Kultanim kilavualan, uzmanlik alanma
yoneltk makaleler ve edebi metinler gibi
soyut, yapisal ve dilbilgisel agidan
karmagik hemen hemen tim metin 1irlerini
kolaytikla okuyabilir ve antayabilitim,

Konugma

@

Kargihkh
konugma

Kargimdaki kiginin stylediklerini daha
yavas bir kenugma hizinda tekrarlamas
ve stylemek istediklerimi olugturmada
bana yardimei olmasi koguluyla, basit
yoldan iletigim kurabilirim. O anki
geteksinime ya da ok bildik konulara
iligkin alanlatda basit sotular sorabilir ve
cevap verebilirim,

Bildik konular ve faaliyetier hakkinda
dogrudan bilgi aligverigini gerektiren basit
ve allillmﬁ iterde iletigim kurabilirim,
Genellikle konugmays slirdiirebilecek kadar
anlamasam da kisa sohbetlere
katilabilirim,

Dilin konugutdugu Gikede seyahat ederken

ortaya gikabilecek bif gok durumla baga

cikabilirim, Bildik, ilgi alanima giren ya
da glinltk yagamla ilgili {Oraegin; aile,
hobi, iy, yolcuiuk ve giincel olaylar gibi}
konularda hazuhk yapmadan konugmalara
kablabilirim,

Ogrendigim dili anadili ofarak konugan
kigilerle anlagmayr mtimkun kilacak bir
akicihik ve dogallikla iletigim kurabilirim.
Bildik konulardaki tartismalarda, kendi
gbrbslerimi agikiayip destekleyerek etkin
olarak yer alabilinim.

Kutlanacafim sdzctkleri cok fazla
aramaksizin, kendimi akict ve dogjal bir
bigimde ifade edebilirim. Dili, toplumsal
ve mesleki amaglar igin esnek ve etkili bir
?ekilde kullanahilirim. Diince ve
ikirlerimi agik bir anlatimia dite getirebilic
ve kargimdakiterin konugmalanyla
iligkilendirebilirim,

Hig zorlanmadan het 10l konugma ya da
tarhgmaya katilabilir; deyimler ve konugma
diline ait ifadeleri anlayabilirim. Kendimi
akict bir gekilde ifade edebilir, anlamdaki
ince aynntitan kesin ve dogru bi¢ bigimde
vurgulayahilirim, Bir sorunla kargilagirsam,
geriye dindp, kargmdaki insanlanin fark
etmelerine firsat vermeyecek hir ustalikla
ifadelerimi yeniden yapitandirabitirim.

-
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anlatim

Yagaditiim yeri ve tanidifiim insanlan
hetimlemek igin basit kaliplar ve timceler
kullanabilirim,

Basit bir dille aitemi ve dier insanlan,
yagam kogullanm, egjitim gegmigimi ve
son igimi betimlemek igin bir dizi kalp ve
timeeyi kullanabilirim,

Deneyimlerimi, hayallerimi, umutlanmi,
isteklerimi ve olaylan betimlemek igin
cegitli kaliplait yahn bir yoldan birbirine
bagjlayabilirim. Duglince ve planlara iligkin
agiklamalan ve nedenleri kisaca
stralayabilirim. Bir dykUyl anlatabilir, bir
kitap ya da filmin konusuny aktarabilir ve
izlenimlerimi betirtebilirim.

ligi alamima giren gesitli konularda agik
ve ayninth bilgi verebilirim. Gegitli
segeneklerin olumlu ve olumsuz yanlanni
ortaya koyarak bir konu hakkinda gdrig
bildirebitirim,

Karmagik konulars aft la
hittinlegtirerek, agik ve ayontils bir bigimde
antatabilir, belirli bakig agilan geligtirip
uygun bir sonugla konugmami
tamamlayabilinm.

Her konuda, bagfama uygun bir Uslupla
ve dinleyenin 8nemti noktalan ayirt edip
animsamasina yardimo olacak gekilde
konugmami etkili ve mantiksal bir sekilde
yapitandirabilir, agik, anlagilir bir
betimieme ya da kargit gorisU sunabilirim,

Kisa ve basit {imcelerle kartpostal
yazabilitim (8nefjin; tatil kartpostaliyla
selam gdndermek gibi). Kisisel bilgi igeren
formlan doldurabitirim {Omefjin; otel kayit
formuna isim, uyruk ve adres yazmak gibi).

Kisa, basit notlar va itetiler yazabilirim,
Tegekktr mektubu gibi gok kisa kigisel
mektuplar yazabitirim,

Bildik ya da ilgi alarima giren konutarla
bagjlantl bir metin yazahilirim, Deneyim

ligi alanima giren ok gesitl konularda

ve izlenimierimi belimleyen kigisel
mektuplar yazabilirim,

hr, aynntils yazabilirim,
Belirli bir bakig agisina destek vererek ya
da karg| gikarak bilgi sunan ve nedenler
ileri sbren bir kompozisyon ya da rapor
yazabilisim. Olaylarin ve deneyimlerin
benim igin tagidiklan 8nemi tn plana
gikaran mektuplar yazabilirim,

Gortiglerimi aynnuly bir bigimde, agik ve
iyi yapilandirdmig metinterle ilade
edebilirim. Bir mektup, kompozisyon ya
da raporda, dnemli oldugunu diiglindigom
konulari Bn plana gikararak karmagrk
konularda yazabilirim, Hede! belirfedigim
okuyucu kitlesine uygun bir Gstup
segebilirim,

Uygun bir Uislupta agik, akicy metinler
yazabilirim. Okuyucunun dnemli noktalan
ayint edip animsamasina yardime olacak
etkili, mantiksal bir yaptlanditmayla bir
durum ortaya koyan karmagik mektuplar,
raporlar ya da makateler yazabilirim.
Mosleki ya da edebi yapit dzetleri ve
elegtirileri yazabitirim.
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Avrups O llvlillm Desys:

Understanding

List

-

ening

| can understand familiar words and
very basic phrases concerning mysel!,
my family and immediate concrete
surroundings when people speak slowly
and clearly.

I can understand phrases and the
highes! frequency vocabulary related
to areas of most immediate personal
relevance (e.g. very basic personal
and family information, shopping,
local arca, employment). | can catch
the main point in short, clear, simple
messages and announcements.

1 can ynderstand the main points of
clear standard speech on familiar
matters regularly encountered in work,
school, leisure, elc. | can understand
the main point of many radio or TV
ptogrammes on current affairs or
topics of personal or professional
interest when the delivery is relatively
slow and clear.

I can understand extended speech and
lectures and {ollow even complex lineg
of argument provided the topic is
reasonably familiar. 1 can understand
mast TV news and current affairs
programmes. { can understand the
majority of films in standard dialect.

I can understand extended speech
even when it is not clearly structured
and when relationships are only
implied and not signalled explicitly. !
can understand television programmes
and films without too much effort.

I have no ditlicully in understanding
any kind of spoken language, whether
live or broadcast, even when delivered
at fast native speed, provided | have
some time lo get familiar with the
accent.

@«-

Reading

| can understand familiar names,
words and very simple sentences, for
example on notices and posters or in
catalogues.

| can read very short, simple texts,

1 can find specific, predictable infor-
mation in simple everyday material
such as advertisements, prospectuses,
menus and timetables and | can
understand short simple personal let-
ters.

I can understand texts that consist
mainly of high frequency everyday or
job-related language.

I can understand the description of
events, feelings and wishes in pes-
sonal fetters.

1 can read articles and reports con-
cerned with contemporary problems

in which the writers adopt particular
attitudes or viewpoints,

| can understand contemporary literary
prose.

1 can undetstand tong and complex
factual and literary texts, appreciating
distinctions of style. | can understand
specialised articies and longer tech-
nical instructions, even when they do
not refate to my field.

1 can read with ease virtually all forms
of the written language, including
abstract, structurally or linguistically
complex texts such as manuals,
specialised articles and literary works.

Spe

aking

@-(?

Spoken
interaction

I can interact in a simple way provided
the other person is prepared to repeat
ot rephrase things at a slower 1ate

of specch and help me formulate what
I'm trying to say.

| can ask and answer simple questions
in areas of immediate need or on very
familiar topics.

| can communicate in simple and
routine tasks requiring a simple and
direct exchange of information on
familiar topics and activities. | can
handle very short social exchanges,
even though I can’t usually under-
stand enough to keep the conversation
going mysell.

| can deal with most situations likely
to arise whilst travelling in an area
where the language is spoken. | can
enter unprepared into conversation on_
topics that are familiar, of personal
interest or pertinent to everyday life
(e.g. family, hobbies, work, travel and
current events).

I can interacl with a degree of {luency
and spontaneity that makes reqular
interaction with native speakers quite
possibla.

I can take an active part in discussion
in familiar contexts, accounting lot
and sustaining my views.

1 can express mysell fiuently and
spontaneously without much ohvious
searching for expressions. | ¢an

use language flexibly and effectively
for social and professional purposes.
| can formulate ideas and opinions
with precision and relate my contri-
bution skilfully to those of other
speakers.

| can take part effortiessly in any con-
versation or discussion and have a
good familiarity with idiomalic expres-
sions and colloquialisms. | can
express mysell fluently and convey
finer shades of meaning precisely, 1f |
do have a problem | can backtrack and
restructure around the difficulty so
smoothly that other people are hardly
aware ol it.

Py
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Spoken .
production

I can use simple phrases and sen-
tences to describe where | live and
people | know,

1 can use a series of phrases and sen-
tences to describe in simple terms

my family and other people, living con
ditions, my educational background
and my present or most recent job.

I can connect phrases in a simple way
in order to describe experiences

and events, my dreams, hopes and
ambitions. | can briefly give reasons
and explanations {or opinions and
plans.

1 can narrate a story or relate the plot
of a book or film and describe my
reactions.

| can present clear, detailed descrip-
tions on a wide range of subjects re-
lated to my field of interest.

I can explain a viewpaint on a topical
issue giving the advantages and
disadvantages of various oplions.

I can present clear, detailed descrip-
tions of complex subjects integrating
sub-themes, developing particular
points and rounding of! with an appro-
priate conclusion.

I can present axlear, smoothly-flowing
descriplion ot argument in a style
appropriate 1o the context and with an
eflective logicat structure which helps
the recipient to notice and remember
significant points.

- Wrl

A

lting

| can write a short, simple postcard,
for example sending holiday greetings|
1 can fifl in forms with personal
details, for example enteting my name
nationality and address on a hotel
registration form.

| can write short, simple notes and
messages. | can write a very simple
personal letter, for example thanking
someone for something.

I can write simple connected text on
topics which are familiar or of per-
sonal interest.

| can write personal letters describing
experiences and impressions,

| can write clear, detailed texton a
wide range of subjects related to

my interests. | can write an essay or
repoit, passing on information or
giving reasons in support of or against
a particular point of view.

1 can write letters hightighting the
personal significance of events and
experiences.

| can express mysel{ in cleas, well-
structured text, expressing points of
view at some length. | can write about
complex subjects in a letter, an essay
of a repoert, undetlining what [ con-
sider to bo the salient issues ! can
sclect a style appropriate (o the reade
In mind.

1 can write clear, smoothly-flowing text
in an appropriate siyle. | can wiite
complex letlers, reports or arlicles
which present a case with an effeclive
logical structuze which helps the
1ecipient to notice and remember sig-
nificant points. | can wrnle summaries
and reviews of professional or literary
works,

6¥1
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Europusn Languege Pertfo

-1 yila kadar -3 yila kadar -5 yila kadar 5 yidan lazla Aveupe DIl Gellyim Dosye
Up to t year Up to 3 years Up to 5 years Over 5 years

Dit:
Language:

Hedaf dilin konugyuldufu Blke/bdlgenin diginda dil

dfrenimi ve kullanim: -1 -3 25 5 <21 23 25 5= 21 23 25 52 -1 -3 25 5-» -1 23 -5 5 -1 -3 25 52
Languege lsarning and use in country/region where the

lsnguage is not spoken: *

lIkdgretim / ortabgretim / mesleki egitim
Primary/secondary/vocational education

Yiksek égrelim
Higher educalion

Yetigkin aitimi I - - e
Adult education

Diger kurslar
Other courses

Is yerinde dilin diizenli kullanimi
Regular use in the workplace

Dili konugantarla dizenli iletisim
Regular contact with speakers of the language

Diger ) o D
Other

Dil ve kiltbrler arasi deneyimlere iligkin ak bilgi
Further information on language and intercultural experiences
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on tengy,

=1 aya kador -»3 aya kadar 5 aya kadar 5-» aydan {azla Aviupe DIl Goligim Deeyes

Up 1o 1 month Up to 3 months Up to 5 months Over 5 months

Dil:
tanguage:

Dilin kenuguldudu bilgede bulunma

Stays in 8 region where the language is spoken: -1 -3 25 5-3 21 23 25 (75 -1 23 25 5-» -1 -3 5 5-» -1 =23 -5 5-» -1 -3 -5 5

.

Dil kursuna kattima
Altending a language course

Dill dgrenme ya da mesleki egitim amagh kullanma . . - I R R
Using the language for study or.training

Is yerinde dill kullanma
Uslng the language at work

Difyer
Other

Dil ve kUitlrler arasy denayimlera iligkin sk bilgi
Further information on language and intercultural experiences

IST
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IKINCI BOLUM
PART TWO

DiL OGRENIM OZGECMISI
LANGUAGE BIOGRAPHY

Ogrenim Ozgecmisi kisminda, okul iginde ve disindaki dil 6grenme
eyimlerinize, kiiltiirlerarast deneyimlerinize, gereksinimlerinize ve

clariniza iliskin dij§ﬁnmeniz beklenmektedir.

Ogrenim Ozgecmisi, yilda bir ya da iki kez glincelienebilen pasaporttan
Il olarak 6grenme siirecinde kigisel bir giinliik gibi diizenli bir sekilde
anilabilir. N B |
Ogrenim Ozgecmisi, kendi gelisiminizi degerlendirmenize ve sonraki dil

enme calismalarinizi planlamaniza yardimci olacak onemli bir aractir.

|

|

1is part of the Language Portfolio you are expected to reflect upon your language learning
riences, in and out of school, as well as upon your intercultural experiences, needs and
ctives.

ke the Passport, which can be amended once or twice a year, you will use your Langu-

Biography regularly, as a personal diary, throughout the learning process.

Language Biography is an 'm}portant too! to help you to assess your own progress and

further language learning.

) o

Jelisim Dosyast: Tescil No. 47.2003 2
nauaae Portolio: accredited mode!l No. 47.2003
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Ogrenim Ozgecgmisi bolimi dort kisimdan olusur:
r
Dil Ogrenim Gegmisi
Dl 6grenim siirecinin degerlendirilmesi
. Diller ve kultlirler arasi deneyimlier

! Kisisel dil basarisi

b Language Biography sectior: consists of four parts:

|

H.anguage learning history

iAssessing the language learning process
Linguistic and intercultural experiences

. Personal language achievement.

| 3

L/ {ME] ’B. "

/ i ,;}&/q

elisim Dosyasi: Tescil No. 47.2003 . 3
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dgrenim Gecmisi
anguage Learning History

ullarin Adi
hnol Names

Mezun oldugum okullar ve devam ettigim okul
The schools that | graduated from and am attending now

Yillar Sehri Ulkesi Sertifika/Diploma
Years City Country Certificates/Diploma !

Devam ettigim dil kurslari
The courses | have attended

KurumAd Yer Siire Ulke
Institution Place Duration Country
7
3
Wy
) a‘[;M.E.]g B. |1
f
sim Dosyast: Tescil No. 47.2003 4

mama Parkalint arcraditad madal Na 47 9002 ) o
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grenme Siirecini Degerlendirme
ssing the Language Learning Process

\
»

}u béliimde, kendinize ait en etkili dil 6grenme stillerinin farkina varmaniz
}'“lektedir. Ogrenme siireciniz devam ederken, 6gretmeninizin rehberliginde
'rinizi belirli araliklarla giincellestirmeniz dilleri nasil ogrendiginizi gorm-
&ardnmcn olacaktir.
|
!

this part of the Language Biography, you are expected to recognize the most effec-

rning styles .During your learning process, it will be helpfui for you to see the way

Lrn languages, updating the information regularly with the guidance of your teacher.
!
|
|

?

=
IMEB.
T

eligim Dosyass: Tescil No. 47.2003 5

PP O tinlin: accradited
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Kendi 6grenme stirecime iligkin dlsiincelerim

Ll Ogrenme Siirecini Degerlendirme
\
|

Assessing my learning process

... daha iyi 6greniyorum.
| learn better when....

|
|
|

ve to study for a test or an exam.

[hatsnz edilmeden yalniz calistiginda
dy alone without being disturbed

ndi kendime caligirken miizik dinledigimde
ten to music while studying on iny own

ve enough time to accomplish my studies

!p|lma31 gerekenler acikca anlatildiginda
' tasks are clearly explained

»
skalariyla isbirligi yaptigimda

noperate with others

.........................................................................................................

inmeyen sozciikleri biri bana acikladiginda
eone explains the unknown words to me

........................................................................................................

21 timcelerin altini ¢izdigimde
nderline some sentences

zclik ve resimleri gérdigimde
be words and pictures ’

ama etkinliklerinde rol aldigimda
ke part in role-playing

- sinav ya da teste calismak zorunda oldugumda

lismayi tamamlayacak yeterli zamanim oldugUnda

.........................................................................................................

........................................................................................................

...................................................................................................................................

.......................................................................................................

.......................................................................................................

....................................................

....................................................

....................................................

....................................................

....................................................

.........................

......................................

.....................................................
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a Q
Q Q
a a
Q- a
u Q
n] a
v

__1.\/-:":'—\/'__
HigM.E.:y B.
Sl

",‘rf___a




y 158

- 5 AVRUPA DIL GELISIM DOSYASI
- European Language Portfolio

... yazili ya da s6Z1i metinleri daha iyi anliyorum
| understand a written or an oral text better whenever...

evet haywr

Yes No
buya iliskin 6nceden bir fikrim oldugunda
ve an idea of the subject in advance
.......................................................................................................................................................... a a
nin konusu ilgimi cektiginde
Eubject of the text makes me interested in it
---------------------------------------------------------------------------------------------------------------------------------------------------------- D D
>mli sozciikleri not tuttugumda
e note of the important words
e eeeeserareeseseseinsasesesssesasnsereeseennostraeryeneterttretaenastetettiteteuatoae Tttt e R Lshbar s e rret et en ettt s b e e c Ch ]
nmeyen sdzclikleri birisi bana acikladiginda
eone explains the unknown words to me
....... ) a
ni cevirdigimde
nslate the text
e e L L L L LA AR C Q
k tuttugdumda
(e notes
Py P PPN O PP P S TTO T ST SO L AP LR TR I TR LR LR Q a
iyle metinle ilgili konustugumda
k to someone about the text
’ ---------------------------------------------------------------------------------------------------------------------------------------------------------- D D
tni birkac kez dinleme firsatim oldugunda
}ve the chance to listen to the text several times
\. .......................................................................................................................................................... a a
tine iliskin sorulan cevaplamak zorunda kaldigimda
ve to answer questions about the text
............................................................................................................................................................ D D
tin icerigini tartistigimda |
bcuss the contents of the text *
.................................................................................................................................................... a a
& .

ME(E ]
L L G :
ligim Dosyas:: Tescil No. 47.2003 7

uaae Partolio: accredited m . 47.2003
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. sdzciikleri ve dilbilgisi kurallarini daha iyi ogrenirim

‘ | learn the words and grammatical rules better when ..

|

en ornekleri hatirladigimda
mber the situations when | have heard them

Fim konusurken kullandigimda
them while | am speaking

fU§urken biri beni dlzelttiginde
Fone corrects me while | am speaking

uttugumda
notes

..............................................................................

¢ kez yazdigimda
= them several times

...........................................................................................................

metinlerde kullandigimda
them in short texts

..........................................................................................................

llan iyi anladigimda
ierstand the rules well

..................................................................
......................................................................................

allan kendim cikardigimda
re out the rules by myself

k alistirmalar yaptigimda
tice examples '

................
.....................................................
....................................................................................

Inav i¢in caligsmam gerektiginde
y them for a test

.........................................................
................................................................................................

blk listesi OIU§turdugumda
the words

..........................................
..............................................................................................................

ligim Dosyasi: Tescil No. 47.2003
1106 Patfolin: acrredited madel No 47 2003

159

evet hayrr

Yes No

a a
Q a
=] Q
a 0
a a
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Dil ve Kulturler arasi Deneyimlerim
ly Linguistic and Intercultural Experiences

n

!

‘ Dilleri nasil 6grendim
My Language Experience

Bu dili televizyon ve film izleyerek, radyo dinleyerek ve bu dili kul-
lananlarla konusarak 6grendim...

I learned the languages watching TV programs, films,
listening to the radio or meeting speakers of the language...

Dil
'Lnguage Name

karidaki kutulara 6grendiginiz dili ve nasil ogrendiginizi verilen 6rnek-
de bakarak kisaca yaziniz.

ite the name of the language you are learning in the boxes above then check
examples shortly and write briefly about how you learned the language.

J N
_ {ME]B. i
/ %2',
¥
elisim Dosyasi: Tescil No. 47.2003 g

nanane Partolin: aceraditad model No. 47.2003 L
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Konustugum diller
The languages | speak

. ingilizce « Almanca -ispanyolca
b English a -German - Spanish o
'« Fransizca - italyanca -Yunanca
} * French a - talian a -+ Greek Q
b
iger diller:
pther languages:
e PPN a |
b e e L TP a ;
KULTURLER ARASI DENEYIMLER
CROSS-CULTURAL EXPERIENCES
Yasadigim / gordigim llkeler:
Countries | have lived in or visited: 15
S-RE TARIH SURE
ountry Date Duration |

| 2

J

] A .,’Tw? fB\"[

sim Dosyas: Tescil No. 47.2003 : 10
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| Yer aldigim Dil Projeleri
! Language Projects | have participated in:
?
l Projeler
| Projects
likli Degisim Projeleri . :
. Digerleri:
tnge Projects a Others:
Cagmalar
Etudies L
s e
e —
roje Adi Proje Konusu Katilmamin bana sagladiklar:
oject Name Project Topic My participation provided me with opportunities for:
........................................................ . Bagka insanlarla gérismek
Meeting other people Q
........................................................ - Yeni arkadaglar edinmek
Making new friends o
T ........................................................ . Sézcik bilgimi gelistirmek
Improving my vocabulary a
O . Yeni yerler tanimak
Getting to know new places @
........................................................ . Farkl gelenekleri 5grenmek |
~ Learning different customs a ,
........................................................ + Yeni ve farklr lezzetleri tatmak |
Trying new and traditional food a] i
....................................................... - Diger
‘., Other a ‘
)
o
/ '@Jé@
ligim Dosyast: Tescil No. 47.2003 11
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IV.Kisisel Dil Basarilarim
My Personal Language Achievement

SUAGE:

imde, normal sartlar altinda ve kolayca yapabildiklerinizi (Satun 1); bir sonraki ve 6nce-
?eflerinizi (Siitun 3); kaydedebilirsiniz. Ogretmeniniz de 2. siitunu kullanacaktir.

mede asagidaki sembolleri kullaniniz:

‘de
| sartlar altinda yapabildiklerirn []
a yapabildiklerim [vY]

‘'de
raki hedefim [+]
kli hedefim [++]

checklist to record what you think you can do under normal circumstances and what you

asily (column 1); what your objectives and your priorities are (column 3). Your teacher can

mn 2.

[following symbols to mark:

ni _

o this under normal circumstances [¥]
o this easily [vv]

N 3

an objective for me [+]
I3

a priority for me [++]

[ :
:i;i\/—\ ‘M’ '

% . :

lisim Dosyast: Tescil No. 47.2003 12
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I
|
|
|
|
; -
b
' ( «
i B, | sl
DINLEME B2 33
LISTENING g ' B8 | 38
S Tz
yavas ve dikkatli bir sekilde anlami 6ziimseyebilmem i¢in uzun aralar
ierek konusuldugunda konusmaciy anlayabilirim. i |
1 understand when someone speaks very slowly and articulates carefully with i
pauses for me to assimilate meaning. (
yerden bir yere yirilyerek ya da toplu tagim araglarnyla nasil |
recegini basit yon tarifleriyle agiklandiginda anlayabilirim. i |
! |
1 understand simple directions such as how to get from one place to another 5' !
oot or by public transportation. l
......................................................................................................................................... |
%
o f !‘
atli ve acikga yoneltilen soru ve ydnergeleri anlayabilirim. - ; |
1 understand questions and instructions addressed carefully and clearly. ‘ :
! 1
‘ i
amiar, fiyatlan ve saatin ka¢ oldugunu anlayabilirim.
« understand numbers, prices and tjme.
4 !
%
~ W
/ Y
'- MEVB T
e S==c
elisim Dosyast: Tescil No. 47.2003 13
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OKUMA

READING

Ogretmenim

Teacher

Hedeflerim
My Objectives

rte ve dergilerde yer alan kisilere ait yas ve yasadig! yere iliskin bilgileri
yabilirim. ,

understand information about people (age, place of residence etc.) in newspapers
nagazines.

erdeki konser ya da filmin nerede oldugunu saptayip saat Kagta baslaya-
i anlayabilirim.

locate a concert or a film on posters and identify where it takes place and what
it starts.

|

lformu, otel kayit formu gibi belgeleri anlayabilir; ad, soyad, dogum tarihi
ruk gibi kigisel bilgileri verebilirim.
understand a questionnaire (entry permit form, hotel registration form etc.) well
gh to give the most important information about myself (name, surname, date of
nationality)

t levhalarindaki “istasyon®, “ Otopark”, “Park edilmez®, “Sigara iciimez”
6zcik ve ifadeleri anlayabilirim.

understand words and phrases on signs such as “station”, “car park”, “no park-
“no smoking”...

pilgisayar programindaki “yazdir”, “kaydet”, “kopyala” gibi en dnemli
utlar anlayabilirim.

understand the most important orders in a computer programme such as “print”,
2", “copy” etc.

erden bir yere nasil gidilecegi gibi yazili kisa ve basit yon tariflerini takip
ilirim. . .
foilow short and simple written directions such as how to go from one place to
er. -

vostallardaki bayram kutiamalar gibi kisa ve basit mesajlart anlayabilirim.
understand short and simple messages on postcards such as holiday greetings.

das ya da mesiektaglar tarafindan yazilan “Saat 4’te geri dénecegim”
basit mesajlan anlayabilirim. * #

'understand simple messages written by friends or colleagues such as
k at 4 o’clock.”

slieirm Nacvact Taeril Na 4720011

e e,
GiME. B. 7
!1‘%;@.._/,.

14
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KARSILIKLI KONUSMA
SPOKEN INTERACTION

]
|
l

Ogretmenim
Teacher

Ben

Me

Hedeflerim
My Objectives

sma, selamlagma ve vedalagmaya iligkin kalip ifadeleri kullanabilirim.
Fntroduce somebody and use basic greeting and leave taking expressions.

)
'bildik ve gunlik konularda basit konusmalari baslatip karsilik vererek basit

ve cevaplar liretebilirim.
ask and answer simple questions initiate and respond to simple statements on very

ar and everyday topics.

pstugum  Kisinin sdylenenleri yavas hir sekilde tekrar edip soylemek
igimi ifade etmeme yardimci olmasi durumunda kendimi basit bir sekilde
edebilirim.

make myself understood in a simple way but 1 am dependent on my partner being
bred to repeat more slowly and rephrzse what | say and to help me to say what | want.

ismami destekleyen jest ve mimiklerin yardimiyla kiiclik aligverisler yapa-
M. '
make simple purchases where pointing or other gestures can support what [ say.

am, miktar, fiyat ve saat ile ilgili ifadeleri kullanabilirim.
handle numbers, quantities, costs and times.”

angi bir seyi isteyebilir ve istenilen birseyi verebilirim.
ask people for things and give people things.

ere nerede yasadiklari, kimleri tanidiklan ve sahip olduklan seylere iliskin
lar sorabilir ve bu tiir sorulan yavas ve agik soruldugunda yanitlayabilirim.

ask people questions about where they live, people they know, things they have, etc.
answer such questions addressed to me provided they are articulated siowly and

Y.

ecek hafta”, "gecen cuma”, "kasimda" ve saat 3'te gibi zaman ifadelerini kul-
dilirim. -

use time expressions such as "next week”, "last friday"”, "in november” and " at three
k.

atir sorma gibi basit sohbetler yapabilirim.
have simple conversations such as greeting.

dileyebilir ve &ziirleri kabul edebilirim.
make and accept apologies. .

andigim ve hoslanmadigim seyleri séyleyebilirim.
say what | like and dislike. ‘'

elisim Dosyas:: Tescil No. 47.2003
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1]

. . . £, Es

SOZEL URETIM £6 0 23

c @ Q
| SPOKEN PRODUCTION R L LN
H E .
telefon numarasi, uyruk, yas, aile ve hobiler gibi Kisisel bilgileri vere- : |
! i !
ive personal information such as address, telephone number, nationality, age, ,
and hobbies. : i f
1gim yeri ve gevreyi tanimlayabilirim. ' i |
escribe where | live and my neighbourhood. 9 : !
bir dilie glnlik hayatta neler yaptigima iliskin bilgi verebilirim. ; f ! ;
3 my daily routines with a very basic language. ! i Z
i a |

£, ES

o] A

YAZILI ANLATIM .| g8 28

[ e ]
WRITING 82 1 57 23

k, yas, adres ve hobilerime iliskin bir form doldurabilirim.

1l in a questionnaire asking for personal details such as job, age, address,
'S

) i

n glnd, yilbasi, bayram igin kisa tebrik kartlari yazabilirim.
rite a greeting card for a birthday, new year, etc

dugum yeri ve bulusma yerini belirten bir not yazabilirim.
rite a note stating where 1 am or where we are to meet.

1gim yer ve yaptigim ige iligkin basit timceler yazabilirim.
rite sentences and simple phrases about myself such as where | live and
do. ;

]
. iME] B )
g S
k]
16

sim Dosyasi: Tescil No. 47.2003 o




AVRUPA DIL GELISIM DOSYASI

European Language Portfolio

168

vy

(2]
: £E. ] ES
2 c 80
DINLEME 55| i3
LISTENING g2 | 28 | 33
:Q I >
=
bk konusmalan eger konusmaci benimle agik, yavas ve dogrudan
Sursa anlayabilirim.
inderstand daily conversations if they are spoken clearly, slowly ard directly.
ve acik konusuldugunda bir tarigmanin ana konusunu anlayabilirim.
dentify the main topic of a discussion when people speak slowly and clearly.
okul, ev, is, yakin cevre gibi kisisel bilgileri iceren temel sdzclk ve
leri anlayabilirim,
nderstand words and expressions related to everyday life such as basic per-
and family information, school life, local area and employment.
basit mesajlarin ve duyurularin temel konusunu anlayabilirim.
comprehend the main topic in simple short messages and announcements.
ik konularla ilgili kaydedilmis kisa metinlerdeki temel bilgileri yavas ve
fade edildiginde anlayabilirim,
understand the essential information in short recorded passages dealing with
Jay matters which are spoken slowly and clearly.
izyon haberleri gorintiiyle verildiginde (réportaj, kaza haberleri vb.)
likla anlayabilirim.
identify the main points of TV news such as interviews events, accidents etc.
the topic is supported visually.
"
L
TV R b
v i I :: .

ligim Dosyas:: Tescil No. 47.2003
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SO :
v
£ = g g
: S a T =
OKUMA ¢ @ O
co | E3 | B2
READING 52 £e s 8
:Q = E‘
tm ve adlarin ¢ok oldudu, iyi dizenlenmis ve resimlerle desteklenmis
r 6zetlerinin ya da gazete makalelerinin ana fikrini anlayabilirim.
identify important information in news summaries or simple newspaper articles
fch numbers and names play an important role, and which are clearly structured
}lustrated.
fk yasamin anlatildigi ya da soruldugdu kisisel bir mektubu anlayabilir-
understand a personal letter in which the writer tells or asks about aspects of
tday life.
asg ya da meslektaslardan gelen érnegin; futbol oynamak i¢in bulugsma
nini belirten ya da ise erken gelmemi isteyen basit yazili mesajlari
abilirim.
understand simple written messages from friends or colleagues; for example,
saying when we should meet to play football or asking me to be at work early.
al etkinlikler ve sergi brogtrlerindeki gerekli bilgileri anlayabilirim.
find the most important information on leisure time activities, exhibitions, etc.
ormation leaflets.
amlardaki Urtintere iliskin fiyat ve ebat gibi temel bilgileri anlayabilirim.
comprehend information in advertisements such as size and price.
sOrl telefonlar gibi aletlerin kullanim talimatiarini anlayabitirim.
understand simple user’s instructions for equipment such as public tele-
s’
sayar programlarinin nasil kullanilacagina iliskin basit talimatlan ve
jlar anlayabilirim.
understand feedback messages or simple help indications in computer pro-
mes.
sahibi oldugum konulara iligkin kisa metinleri basit bir dille yazilmigsa
rabilirim, ,
understand short texts dealing withstopics which are familiar to me if the text is
n in simpie language.
>
5 o
' ﬁm! B. i
/ -
L@%}b—t—
I?siT Dosyasi: Tescil No. 47.2003 18
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| KARSILIKLI KONUSMA

L SPOKEN INTERACTION

Hodeflerim
My Objectives

Ben
Me
Ogretmenim
Teacher

tane ya da bankalardaki basit islemleri yapabilirim.
make simple transactions in post offices or banks.

u tagim araglarini (otobis, tren, taksi vb.) kullanabilmek i¢in gerekli bilgileri

ebilir ve bilet satin alabilirim.
use public transport: buses, traines and taxies, ask for basic information and buy

ts.

icagim bir seyahatle ilgili bilgi alabilirim.
get information about on the travel that | will do.

cek ve icecek birseyler siparis edebilirim.
order something to eat or drink.

stedigimi belirtip fiyat sorarak basit aligverisler yapabilirim.
make simple purchases by stating what | want and asking the price.

harita ya da sehir planina bakarak yon tarifi yapabilir ve isteyebilirim.
| ask ‘or and give directions by referring to a map or plan.

ette bulunabilir ve gelen davetlere cevap verebilirim.
 make and respond to invitations.

/apilacadi, nereye gidilecegi gibi, bulusma planlarina iligkin fikir aligverigi
abilirim. : :
 discuss with other people what to do, where to go and make arrangements to meet.

ere igte ve bos zamanlarinda neler-yaptiklarini sorabilir ve bu tdr sorulan
playabilirim.

-ask people questions about what they do at work and in free time and answer such
tions addressed to me.

lisim Dosyasi: Tescil No. 47.2003 1 g
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. . E g8
c 3 ==
SOZLU ANLATIM 25 | 23
s¢ | 23 | 38
| SPOKEN PRODUCTION 82 1 &% | 2
b
!
Eﬂmden ve ailemden bahsedebilir ve onlari tanitabilirim.
1talk about myself and my family and describe them.
| y y
lart ana hatlaryla anlatabilirim.
give basic descriptions of events.
m durumumu, dnceki ya da su anki isimi anlatabilirim.
descript my educational background, my present or most recent jcb.
t bir sekilde hobilerim ve ilgi alaniarimdan bahsedebilirim.
describe my hobbies and interests in a simple way.
a sonu ve tatil etkinlikleri gibi ge¢cmis olaylan anlatabilirim.
describe past activities such as last week, my last holiday
-
— -
l A\
SIMLE. B,
lisim Dosyasi: Tescil No. 47,2003
\quage Portfolio: accredited model No. 47.2003 20
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Teacher

Ben

Me
Ogretmenim

Hedeflerim
My Objectives

T~

) basit notlar ve mesajlar yazabilirim.
write short simple notes and messages.

[

| ya da parti gibi bir olayl veya etkinligi basit timcelerle anlatabilir;
1, nerede ve ne zaman oldugunu yazabilirim.

describe an event or a social activity such as an accident or a party in simple
nces and report what happened, when and where it happened.

kul, aile, hobiler gibi giinliik hayatirna iliskin basit metinler yazabilirim,
write about aspects of my everyday life in simple sentences such as job,
bl, family, hobbies.

ilanlarim, isim, egitim durumum ve 6zel becerilerimi igeren bir form

tirabilirim. .
fill in a form giving an account of my educational background, my job, my inter-
hnd my specific skills.

(

T
ni, okulumu, isimi, hobilerimi igeren bir mektupla kendimi kisaca
abilirim.

briefly introduce myself in a letter including my family, school, job and hobbies
simple phrases and sentences.

2| selamlama, hitap, istek ya da tesekkdr ifadelerini kullanarak bir mekt-
azabilirim.

write a letter using simple expressions for greeting, addressing, asking or
ing somebody. ‘

"ancak","¢link{" gibi sézciiklerle baglanmus basit timceler yazabilirim.

write simple sentences by connecting them with words such as “and”, "but”, .

use”,

arin Kronolojik sirasini gosteren "1k once”, "sonra’, "daha sonra”,

radan” gibi sézciikleri kullanabifirim.
use connecting words such as "first”, "then”, "after”, "later” to indicate the

1ological order of events.

ligim Dosyasi: Tescil No. 47.2003
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pn zaman bazi sdzciik ve deyimlerin tekrarini istemek zorunda kalsam |
inlik bir konusmay! takip edebilirim. |
follow an everyday conversation, though 1 sometimes have to ask for repetition i
ticutar words and phrases. f
! i
! ,
Ide konusma standart dilde agikca ifade edildigi stirece ana hatlarin
edebilirim. ' o
generally follow the main points in a conversation, provided speech is clearly
lated in standard dialect. ' i
!
bir oyklyl anlayabilir ve sonra ne olacagina iliskin varsayimlar
urabilirim. |
understand a short narrative and form hypotheses about what will happen next.
s ve net oldugunda ilgi alanima giren konulardaki radyo haberlerini ve
kayitlarini ana hatlanyla anlayabilirim.
undersand the main points of radio news and recorded material on topics of
nal interest delivered relatively, slowly and clearly.
s ve net oldugunda hakkinda bilgi sahibi oldugum konulardaki televizy-
ogramlarinin ana hatlarini anlayabilirim. _ !
catch the main points in TV programmes on familiar topics when the delivery is ‘
sely, slow and clear.
e ofis aletlerinin kullanim kilavuzlarindaki basit teknik bilgiyi anlaya-
n.
understand simple technical information, such as operating instructions for
day equipment.
E
s/ " !
|
' (ME)
/ WME

ligim Dosyasi: Tescil N?[ 472003 22
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Ogretmenim
Teacher
Hedeflerim
My Objectives

Ben
Me

|

ik konulan iceren kisa gazete haberlerinin ana hatlarini anlayabilirim. ‘
;nderstand the main points in short newspaper articles about current and famil- :
ics. ' | ! ,

1

[
bir konuda gdriis belirten makale ve roportajlari okuyabilir ve anlaya-

[:'ead and understand articles or interviews in newspaper and magazines in
someone takes a stand on a particular topic.

i : %

planima giren metinlerde gegen bilinmeyen sdzclk ve deyimlerin

nint tahmin edebilirim.
guess the meaning of single unknown words or expressions from the context if

rpic is familiar.

Lr gibi kisa metinlere gbz gezdirerek kimin, neyl nerede yapmis
Juna iliskin bilgiyi bulabilirim.

skim short texts (for example, news summaries) and find relevant facis and
'natlon such as who has done, what and where.

Uk hayatta karsilasilan brostrlerdeki en gerekli bilgiyi anlayabilirim.
understand the most important information in simple leaflets.

mesajlari ve is mektubu gibi resmi yazismalari anlayabilirim.
understand short messages and formal letters, such as business and official let-

el mektuplardaki oléy, duygu ve dileklerle ilgili bdlimleri anlayabilirim.
vate letters, | can understand those parts dealing with events, feelings and wish-

apiiandinimis bir dykiideki ana konuyu en dnemli bélimd, olaylan ve
arin dykideki yerini anlayabilirim.

understand the plot of a well-structured story, recognise the most important
des and events and the role they play in the story.

iy
' .J\/“:—,N,
IME|(B. i
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KARSILIKLI KONUSMA
SPOKEN INTERACTION

O —

Ben
Me
Ogretmenim
Teacher
Hedeflerim
My Objectives

en ya da ilgi alanima giren konulardan olugan bir konugmayi baslatabilir,
firebilir ve bitirebilirim,

Lstart, maintain and end a conversation about topics that are familiar of person-
erest.

n tam istedigimi sdylemem ya da soéyleneni takip etmem zor olsa bile bir
}sma ya da tartismay siirdiirebilirim.

maintain a conversation or discussion but may sometimes be difficult to follow
trying to say exactly what | would like.

Lluk planlarinda ya da yolculuk sirasinda karsilasabilecegim durumlarda
imi anlatabilirim. :

deal with most situations likely to arise when making travel arrangements
gh and agent or when actually travelling. ’

S

il y&n tarifi isteyebilir ve anlatilaniar takip edebilirim.
ask for and follow detailed directions.

rma, mutluluk, Gziintd, ilgilenme ve kayitsizlik gibi duygulari ifade edip
ara karsihk verebilirim.

express and respond to feelings such as surprise, happiness, sadness, interest
ndifference.

mi bir ortamda yapilan tartismalarda arkadaglanma gorislerimi belirte-
ya da onlarin gdrislerini alabilirim.
give or ask for personal views in an informal discussion with friends.

orise katihp katllrhadlglml kibar bir dille ifade edebilirim.
agree and disagree politely.

lisim Dosyast: Tescil No. 47.2003
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SOZLU ANLATIM
| SPOKEN PRODUCTION |
-

pu ve disglincelerimi katarak deneyimlerimi ayrintilariyla ifade edebilirim.
give detailed accounts of experiences by describing feelings and reactions. i

Ben
Me
Teacher
Hedetlerlm
My Objectives

Ogretmenim

i

hllerimi, umutlarimi ve amaglarimi ifade edebilirim.
describe dreams, hopes and ambitions. i

larimi, hedef ve davraniglarimi nedenleriyle aciklayabilirim. ,
explain and give reasons for my plans, intentions and actions. "'

Kitap ya da filmin konusu hakkinda bilgi verebilir ya da dlstncelerimi
eyebilirim.
relate the plot of a book or film and describe my reactions.

bir yaziy1 metne sadik kalarak sézli olarak basit bir dille anlatabilirim.
paraphrase short written passages orally in a simple way, using the wording and

ture of the original text.

1 anlatabilirim.
narrate a story.

~ ﬁ

/ (ME(B ]

./’ ][ M.E.-Ei B. ‘;
T

eligim Dosyasi: Tesci! No. 47,2003 25

S afwe_. oo _an.gy FIEVIEL X.Y.7.%




o,
! 177
-~ AVRUPA DIL GELISIM DOSYAS!
— European Language Portfolio
‘; , £, g
| YAZILI ANLATIM 5§ . 23
§o 28 . 88 |
WRITING 3= HF i 89 |
t He} . T > |
: = ‘
hlanima iligkin konularda, kisisel goriis ve bakis agimi iceren sade bir
n yazabilirim. ‘
Lwrite simple connected texts on a range of topics whitin my field of interest and
xpress personal views and opinions.
bkul gazetesi veya duvar panosuna olaylar ya da deneyimlerimle ilgili
F metinler yazabilirim.
write simple texts about experiences or events, far a school newspaper or a bul- ‘
board. i
smeler, haberler ve olaylar hakkinda bilgi almak i¢cin arkadaslarima ya da
hlarima Kisisel mektup veya elektronik posta yazabilirim. _
write personal letters or e-mails to friends or acquaintances asking for or giv-
hem news and narrating events. ’
el bir mektupta bir kitabin ya da filmin konusu hakkinda bilgi verebilir
ir konserle ilgili yorum yapabilirim.
 describe, in a personal letter the plot of a film or a book or give an account of
cert.
nektupta Gzintd, mutluluk, ilgi ve sempati gibi duygularimi ifade ede-
m.
etter | can express feelings such as grief, happiness, interest and sympathy.
. . PO ‘
lana bagvurabilir ve bu ilanla ilgili daha genis ve ayrintili bilgi isteye- l
m (6rnegin; siirlict kursu ya da akademik kurs). |
reply in written form to advertisements and ask for more complete or more spe- |
information about products (for example driving or an academic course).
larim ve/veya meslektaglarimla fax ve elektronik posta aracihidiyla kisa ;
asit bilgi alisveriglerinde bulunabilirim. |
convey-via fax, e-mail —short simple information to friends or colleagues or ask ;
formation. !
14
4
2¢cmisimi yazabilirim.
write my CV.
— -
/ a8 ) [t
' ME|B )
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dart dildeki konusmalan giraltali ortamlarda bile ayrintilariyla anlaya-
m.
understand in detail what is said to me in standard spoken language even in a
environment.
anlik alanima giren veya asina oldugum bir ders ya da konusma agik ve
sthir oldugunda anlayabilirim. )
follow a lecture or talk within my own field, provided the subject matter is
jar and the presentation is straightforward and clearly structured.
dart dildeki radyo programlarmin ¢ogunu anlayabilir, sunucunun ses
ndan verilmek istenen duygular ayirt edebilirim.
'understand most radio documentaries delivered in standart language and can
ify the speaker’s mood, tone etc.
vizyonda yayinlanan standart dildeki belgeselleri, roportajlari, tiyatro
ilarini ve filmlerin gogunu anlayabilirim. _ ]
understand TV documentaries, live interviews, talk shows, plays and the major-
films in standart dialect.
it ve somut icerikli karmasik konusmalardaki ana fikirleri ve uzmanlik
ma giren teknik konulardaki tartigmalari anlayabilirim.
understand the main ideas of complex speech on both concrete and abstract
s delivered in a standart dialect, including technical discussions in my field of
alisation.
1iginde gecen ipuglarini kullanarak anladigimi kontrol etmek ve ana fikri
2k gibi anlamaya yénelik ¢esitli dinleme y6ntemlerini kullanabilirim.
use a variety of strategies to achieve comprehension, including listening for
points and checking comprehensiop by using contextual clues.
— -
' AMEYB. -
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|

ya da ilgi alanima giren haber, makale ve raporlara hizla goz atarak
niin okunmaya dedip degmeyecegine karar verebilirim.

rapidly grasp the content and the significance of news, articles and reports on
connected with my interest (or my job), and decide if a closer reading is worth-

in 6zgiin fikir ve gdriislerini aktardigi giincel bir konu hakkindaki rapor
kaleleri anlayabilirim.

read and understand articles and reports on current problems in which the writ-
press specific attitudes and points of view.

tilariyla anlayabilirim.
understand in detail texts within my field of interest or the area of my academ-
rofessional speciality.

ak kaydiyla anlayabilirim. .
understand specialised articles outside my own field if | can occasionally check
dictionary.

lanima giren, akademik ya da uzmanhk alanimla ilgili metinferi

ki ya da akademik alamm'alé'mdaki makaleleri gerektiginde sozilge

179

Teacher

Ben
Me
Ogretmenim

Hedetlerim
My Objectives

a, tiyatro, kitap ve konser gibi kiitlirel konulardaki yorum ve elestiri-
kuyabilir, dnemli noktalar 6zetleyebilirim.

read reviews dealing with the content and criticism of cultural topics (films, the-
books, concerts) and summarize the main points.

eki veya akademik ya da ilgi alamma giren konulardaki mektuplari
abilir ve en dnemli noktalarini kavrayabilirim.

read letters on topics within my areas of academic, or professional speciality or
st and grasp the most important points.

nim kilavuzlarina (6rnedin bilgisayar programiari icin hazirlanmig olan)
rak ilgili agiklamalan ve &nerileri bulup sorunu ¢ézmeyi basarabilirim.
quickly look through a manual (for example for a computer programme) and
hind understand the relevant explanations and advice for a specific problem.

ykii ya da tiyatro oyununda yer alan karakterlerin olaylar.kar§.|s'mdaki
n ve davranislanin hikayenin gelisimi agisindan degerlendirebilirim.
understand, in a narrative or play, the motives for the characters’ actions and
r:onsequences for the development of the plot.

/
3

V
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KARSILIKLI KONUSMA

SPOKEN INTERACTION

Siram geldiginde bir konugmaya katilabilir, konuyu gelistirebilir ve sonuc-

fandirabilirim.
| can initiate, maintain and end conversation naturally with effective turn-taking.

iigi alanima giren bilimsel konularda ayrintili bilgi alisverisinde bulunabilirim.
I can exchange detailed factua! information on matters within my fields of interest.

Olaylar ya da deneyimlerle ilgili duygu ve dusincelerimi aktarabilirim.
I can convey degrees of emotion and highlight the personal significance of events and

experiences.

Ben
Me

180

Ogretmenim
Teacher

Genel konular igeren kapsamli bir konusmada etkin bir sekilde yer alabilirim.
I can engage in extended conversation in a clearly participatory way on most general
topics.

Fikirlerimi uygun agikiamalarla, gérislerle ve yorumlarla destekleyerek bir

tartigmaya katilabilirim.
I can account for and sustain my opinions in discussions by providing relevant expla-

nations, arguments and comments.

Bilinen konularda anlagilabilirligi saglayip diger konusmacilari da konuya

cekerek bir tartismada yer alabilirim. o
! can contribute to a discussion on familiar topics by confirming comprehension, invit-

ing others in, etc.

Sorularla bilginin dogrulugunu kontrol edip ilging yanitiar irdeleyerek dnce-

den hazirlanmis bir réportaji uygulayabilirim.
| can carry out a prepared interview, checking and confirming information, tollowing

up interesting replies.

Avrupa Dil Geligim Dosyast: Tescil No. 47.2003
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SPOKEN PRODUCTION

mea giren pek gok konuda ayrintih ve anlagihr aciklamalar yapabilirim.

l SOZLU ANLATIM
)

ive clear, detailed descriptions on a wide range of subjects related to my fields
rest.

e tartigmalar igeren belgeseller, réportajlar ve haberlerden alinan kisa
leri 6zetleyebilirim.

nderstand and summarize orally short extracts from news items, interviews or
entaries containing opinions, argument and discussion.

181

Ogretmenim
Teacher

Ben
Me
Hedellerim
My Objectives

a da tiyatro oyunlarinin konularini ve olaylar zincirini anlayabilir ve
yebilirim. ' :

nderstand and summarize orally the plot and sequence of events in an extract
film or play.

rimi mantikli bir gekilde siralayarak neden sonug iliskisine dayanan bir
lusturabilirim.
onstruct a chain of reasoned argument, linking my ideas logically.

el bir konu hakkindaki gesitli segeneklerin olumlu ve olumsuz yonlerini
ek goris bildirebilirim. .

xplain a viewpoint on a topical issue giving the advantages and disadvantages
ious options.” -

, sonug ve olas! durumlarla ilgili tanminde bulunabilirim.
peculate about causes, consequences and hypothetical situations.

A

L/
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Ben

Me

Hedeflerim
My Objectives

Ogretmenim
Teacher

niik alamimla ilgili gesitli konutarda ayrintili ve anlasiabilir rapor, sunu,

ozisyon gibi metinler yazabilirim.
rite clear and detailed texts, such as
on various topics related to my field of interest.

compaositions reports or texts of presen-

msal konulara iliskin makalelerin dzetini gikarabilirim.
rite summaries of articles on topics of general interest.

li kaynaklardan ve medyadan aldigim bilgileri dzetleyebilirim.

summarize information from different sources and media.

Ii bir bakig agisina iligkin olumlu veya olumsuz géri@lerimisebeplerini

elirterek bir kompozisyon ya da «editdre mektup” bigiminde yazabilirim.
discuss a topicin a composition or “|otter to the editor”, giving reasons for or

st a specific point of view.

mli noktalan vurgulayarak ve destekleyici aynintilara da yer vererek bir

kompozisyon ya da rapor haline getirebilirim. -
ﬁ develop an argument systematically in a composition or report, emphasizing

sive points and including supporting details.

|
—

________-——————-__—_______-—————-——

|
ntil ve kolay okunabilir bir sekilde olaylar ve gercek ya da gergek dist

eyimlere iligkin metinler olusturabilirim. )
n write about events and real or fictional experiences in a detailed and easily

dable way.

[T

film ya da kitap hakkinda kisa bir elestiri yazabilirim.

n write a critical rewievona film or a book.
e

————— ——

isel bir mektupta ya da elektronik postada farkh duygu ve taviriari ifade
bilir, glinn olaylarini, olaylarin onemli noktalarini agiklayarak aktara-

irim. ’
n express, in a personal letter or e’mail, different feelings and attitudes and can
ort the news of the day making clear what are the most important aspects of an

nt.
e »
~ AT R
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anlasilir bir yapisi ve sdylemdeki iliskiler agik olmasa da uzun

smalan takip edebilirim.
ollow extended speech even when it is not clearly structured and when rela-

ips are only implied and not signalled explicitly.

smalardaki Gislubu ve anlam kaymalarini kavrayarak deyimlerin ve glin-
ilin gogunu anlayabilirim.
nderstand a wide range of idiomatic expressions and colloquialisms, appreci-
hifts in style and register.

on, stadyum gibi toplu yerlerde anlagiimasi zor olan genel duyurular-
erekli bilgileri anlayabilirim.

extract specific information from even poor quality, audibly distorted public
ncements, such as in a station, stadium, etc.

nim talimati, belli bash tiriin ve hizmetlerin tamtimi gibi karmasik teknik
i anlayabilirim.

understand complex technical information, such as operating instructions,
fications for familiar products and services.

oki ya da bilimsel ilgi alanima giren ders, konusma ve raporlari karmagik
skilde sunuldugunda da anlayabilirim.

understand lectures, talks and reports in my field of professional or academic
st even when they are presented in a complex way.

've deyimlerin ¢ok kullanildig: filmleri zorlanmadan anlayabilirim.
 without to much effort, understand films which contain a considerable degree
ng and idiomatic usage. ‘

imsel agidan karmasik, icerik yonitinden zor olsa da alanima giren radyo

levizyon programliarini anlayabilirim.
understand radio and television programs in my field, even when they are
nding in content and linguistically complex.

ers sirasinda, ilgi alanima giren agina oldugum konularda, aslina sadik
ak baskalaninin da yararlanabilecegi diizeyde ayrintili ve anlasilir notlar
lirim.

take detailed notes during a lectuye on a familiar topics in my field of interest,
ding the information so accurately &nd so closely to the original that they are

Pseful to other peaple.

/

<
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READING

Ben
Me

ikca uzun ve zor metinleri anlayabilir ve sdzlli olarak dzetleyebilirim.
understand fairly long demanding texts and summarise them orally.

lisler, bakis agilan ve bunlar arasindaki baglantilarin tartisiidigs karmasik

r, analiz ve yorumlarn anlayabilirim.
read complex reports, analyses and commentaries where opinions, viewpoints

bonnections are discussed.

imla ilgili arastirma raporlan gibi oldukga uzmanlik isteyen metinlerdeki
goris ve bilgiyi anlayabilirim.

extract information, ideas anc opinions from highly specialised texts in my own
such as, research reports. :

bir aletin kullanimi gibi meslegime ya da ilgi alanima girmese de uzun

nastk talimatlari tekrar okumam igin siire verildiginde anlayabilirim.
understand long complex instructions, for example, for a new piece of equip-
, even if these are not related tc my job or field of interest, provided | have enough

to reread them.

angi bir yazismayi gerektiginde sdzIluk kullanarak okuyabilirim.
ﬁ read any correspondence with occasional use of a dictionary.

das edebi metinleri kolaylkla okuyabilirim.
,\ easily read contemporary literary texts.

Lnlatlnln belirgin konusunun yanisira agikga ifade edilmemis anlam, fikir

aglantilari da kavrayabilirim. o
go beyond the concrete plot of a narrative and grasp implicit meanings, ideas

onnections.

bdebi eserin arka planinda yer alan sosyal, siyasal ya da tarihi 6geleri fark
bilirim. :
recognise the social, political or historical background of a literary work.
7/
y 3

D

L
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KARSILIKLI KONUSMA
SPOKEN INTERACTION

ilini konusan Kisiler arasinda gegen akici bir konugmaya katiabilirim.
keep up with an animated conversation between native speakers.

! uzmanlik gerektiren ve bilimsel konularda hedef dili akici, dogru ve

olarak kullanabilirim.
use the language fluently, accurately and effectively on a wide range of gener-

ofessional or academic topics.

f dili duygusal, gdndermeli ve esprili kullanimlan da igeren sosyal

fler icin esnek ve etkin olarak kullanabilirim.
use language flexibly and effectively for social purposes, including emational,

ve and joking usage.

ve gorlislerimi agik ve net ifade edebilir, mantiksal diisinceleri, akis
ina gore ikna edici bir sekilde sunabilir ya da yanit verebilirim.

express my ideas and opinions clearly and precisely, and can present and
nd to complex lines of reasoning convincingly.

SOZLU ANLATIM
SPOKEN PRODUCTION

nastk konularin agik ve ayrintili agiklamalarini yapabilirim.
': give clear, detailed descriptions of complex subjects.

n ve zor konusmalari szl olarak 6zetleyebilirim.
) orally summarize long, demanding texts.

ulari uygun sekilde iliskilendirerek, bazi noktalari gelistirip

¢landirarak ayrintili tanitim ya da agiklama yapabilirim.
give an extended description or account of something, integrating themes,

loping particular points and concluding appropriately.

sel ya da mesleki ilgi alanlarima iligkin bir konuda iyi gelistirilmis bir
h yapabilir ve gerekirse hazirlanmis bu metinden uzaklasarak dinleyicil-
n gelen tepkilere aninda yanit verebilirim.

give a clearly developed presentafion on a subject in my field of personal or pro-
onal interest, departing when necessary from the prepared text and sponta-
isly following up points raised by members of the audience.

2

/

L
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YAZILI ANLATIM
WRITING

ve mesleki konularda kendimi agik ve net bir sekilde yazili olarak ifade
irim.
xpress myself in writing on a wide range of general or professional topics

sik bir konuyu ana hatlarini gizip énemli noktalarina da deginerek agik
gelistirilmis bir kompozisyon ya da rapor halinde sunabilirim.

resent a complex topic in a clear and well-structured way, highlighting the
portant points, for example in a composition or a report.

nu ya da olaya iliskin yorumun bakig acilarinin ana hatlarini ayrintih

lerle destekleyerek sunabilirim.
resent points of view in a comment on a topic or and event, ur.deriining the

eas and supporting my reasoning with detailed examples.

kaynaklardan bilgiyi bir araya getirebilir ve bunu anlasilir bir sekilde
yerek dénlstlrebilirim.
ut together information from different sources and present it in a coherent

ry.

ektupta duygularimi, deneyimlerimi ve olaylari ayrintili bir sekilde
leyebilirim.
Pive a detailed description of experiences, feelings and eventsina personal let-

|

:

ette bulunmak, bir gériigten yana ya da kars! oldugunu ifade etmek gibi
arda bi¢imsel agidan diizgiin mektuplar yazabilirim. '
write formally correct letters, for example to complain or to take a stand in

r of or against something.

Ledi!en kisiye, metin tiriine ve konuya bagh olarak sdzclk secimimi ve
umu gesitlendirerek dilbilgisi kullanim dogrulugu yiksek metinler
ilirim.

rite texts which show a high degree of grammatical correctness and vary my
ulary and style according to the addressee, the kind of text and the topic.

f okuyucuya uygun bir tislup segebilirim.
%elect a style appropriate to the target reader.

4
s

L
i
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DINLEME
LISTENING

Ogretmenim
Teacher

Ben
Me
Hedeflerim
My Objectives

e akici olsa bile canh ya da kaydedilmis konugmalari, kullanilan

a aligmam igin zaman taninirsa hig zorlanmadan anlayabilirim.

no difficulty in understanding any kind of spoken language, whether live or
ast, even when delivered at fast native speed, provided | have some time to

e familiar with the accent.

rs ya da seminer sirasinda konugmacinin dogrudan ifade ettiklerinin
ira dolayli anlatimiarini da anlayip not tutabilirim.

e, during a lecture or seminar, what is only implicitly said and allude to and
ke notes on this as well as what the speaker directly expresses.

lisim Dosyasi: Tescil No. 47.2003
1 mma Darmbim: ameeaditad madal Na A7 200072
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1
£, ES
[ o
OKUMA g 5 238
- @© Q T
READING §g  EZ 38
e I >
t, hiciv ve buna benzer s6z sanatlarinin kullanildigi, gergek anlami agik
'yan metinleri ve metinlerdeki sézciik oyunlarint anlayabilirim.
recognise puns on words and appreciate texts whose real meaning is not
cit (for ex. irony, satire.)
bk argo ve deyim igeren giinliik dilde yazilmis metinleri anlayabilirim. .
understand texts written in a very colloquial style and containing many idiomat- : g
pressions or slang.
i H
sahibi olmadigim konularda olsa bile kullanim kilavuzu, yonerge ve :
psmeleri anlayabilirim.
understand manuals, regulations, and contracts even within unfamiliar fields.
hesir, tiyatro gibi farkll tiirlerdeki ¢cagdas ya da klasik metinleri anlaya- ;
m. ' .
understand contemporary and classical literary texts of different genres (poet-
rose, drama) ;
u ifadenin dolayli ve belirsiz olarak verildigi ve agik¢a ifade edilmeyen
r yargilarinin yer aldigi edebi fikir yazilarini ve hiciv iceren metinleri | i
yabllmm | |
 read texts such as literary columns or satirical glosses where much is said in |
direct and ambiguous way and which contain hidden value judgements. [
s, istiare, tegbih gibi edebi sdz sanatlarini farkedip kavrayabilir ve ,
ndeki iglevlerini yorumlayabilirim. | i
 recognise different stylistic means (puns, metaphors, symbols, connotat:ons ! ;
igunty) and appreciate and evaluate their function within the text. | i -
|
. ;
! :
i .
i
!
, ;
’ '
) -
! (M.E]
[/ ===y
Geligim Dosyast: Tescil No. 47.2003 37
maiane Portfalin' accredited madel No 47 2003
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|
|

E. gf
KARSILIKLI KONUSMA s2 3%
SPOKEN INTERACTION §2 EE  E9
dili en az anadili olarak konusanlar diizeyinde rahatlikia kullanarak ‘
her tiir konugma ve tartigsmaya girebilirim.
ke part effortlessly in all conversations and discussions with native speakers,
a native speaker.
~ SOZLU ANLATIM 5 i3
SPOKEN PRODUCTION §g | 22 g8
:Q =
kaynaklardan alinan bilgiyi, goriis ve agiklamalan yeniden yapilandiran :

ir sunusgla s6zli olarak 6zetleyebilirim.
mearise orally information from different sources, reconstructing arguments

Founts in a coherent presentation.

|

acilanimi ve fikirlerimi yanhis anlamalara meydan vermeden vurgula-
tin degisik sekillerde kolayhkla sunabilirim.
resent ideas and viewpoints in a very flexible manner in order to give empha-

to avoid ambiguity.

2

isirn Dosyas:: Tescil No. 47.2003
vaae Portlolio: accredited model No. 47.2003
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~ YAZILI ANLATIM
WRITING

asik konularda iyi yapilandiriimis, rahat okunabilen rapor ve makalel-
zabilirim.
write well-structured and easily readable reports and articles on complex top-

gim aragtirmaya dayali bir konuda tam bir aciklama getiren rapor ya da
ple yazabilir, bunlarin icinde baskalarinin goérlslerini 6zetleyebilir,
tilh bilgi ve diistinceleri degerlendirebilirim.

pport or and essay | can give a complete account of a topic based on research
p carried out, make a summary of the opinions of others, and give and evaluate
led information and facts.

Ben
Me

- Ogretmenim

Teacher

190

Hedeflerim
My Objectives |

s$UmU nedenleriyle destekleyen iyi yapilandirlmis bir makale ya da
elestirisi yazabilirim. o
write a well-structured review ol a paper or a project giving reasons for my opin-

kitap, mizik, tiyatro, edebiyat, radyo, televizyon gibi kiltirel etkinlik-
ilgili elestiri yazilari yazabilirim.

write a critical review of cultural events (film, book, music, theatre, literature,
, TV).

isel metinlerin ya da edebi eserlerin ézetlerini yazabilirim.
write summaries of factual texts and literary works.

yimlerimi herhangi bir yazin tiiriinde agik ve akici bir (slupla yazabilir-

write narratives about experiences in a clear, fluent style appropriate to the

Y

asvury, talep, yetkililere, (islere ya da musterilere dneri gibi uygun tarz-
2lirgin ve iyi gelistirilmis mektuplar yazabilirim.

write clear, well-structured complex letters in an appropriate style, for example
plication or request, an offer to authorities, superiors or commercial clients.

I olarak hiciv, kinaye, niikte kullanarak bir mektup ya da elektronik
1 yazabilirim., )
tter or an e-mail | can express myself in a consciously ironical, ambiguous and

’
rous way. .

ligim Dosyasi: Tescil No, 47.2003
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' UCUNCU BOLUM
PART THREE

DOSYA
DOSSIER

Bu dosya, konustugunuz yabanci dil(ler)e ait belgeleri icermek-
tedir. Ogrendiginiz hedef dildeki ilerlemelerinizi gdstermesi

acisindan yararldir.

This DOSSIER holds the documents related to the foreign
language(s) you are learning. It will help you to retlect on your progress in

the target language (s).

Gecmis deneyimleri hatirlamak;

Bu dosyayi olusturduktan bir siire sonra notlari tekrar okumak,
o andaki 6nemini yorumlamaya ¢alismak ve bu distlinceyi aile-
nize, arkadaslariniza, 6gretmenlerinize ve igverenlerinize aktar-
mak ilging olacaktir.

Thinking over p'ast experiences;

Some time after completing the DOSSIER it will be interesting to read the
notes again, try to interpret the importance they had at a particular
moment and convey the product of this reflection to family, friends,

teachers and employers!’

=3

L

isim Dosyast: Tescil No. 47.2003
= mmem DAaraline acrcreditad madal Na A7 20073
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Dosyanizda;

® Sertifikalarinizi
® Sinavlarinizi
® Yazilarinizi
@ Makalelerinizi
® Siirlerinizi
| ® Kartpostallarinizi
® Proje raporlarinizi
® Odevlerinizi
© Grup calismalarinizi
@ Mektuplarinizi
® Digerlerini .. saklaya-

bilirsiniz. Zaman zaman dosyanizi giincelleyebilirsiniz.

In your dossier, you can keep the folldwing items listed below;
© Certificates

®© Exams

Essays

Articles

Poems

Postcards

Final reports of projects

Homework

Group work

Letters
OUNETS oot You can update your dossier from

time to time.

Geligim Dosyasi: Tescil No. 47.2003
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IS European Language Portfolio
Belgeler:
Documents:
Adi : ' Tarih - Ek Numaras
. Type of material Date Document n

* Belgelerinizi by bélime kaydedip dosya sonuna ekleyin. '

Avrupa Dil Gelisim Dosyast: Tescil No. 47.2003
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The Turkish European Language Portfolio Junior Model Used in the Present
Study
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Dosya sahibinin yas grubu: 9-14

This portfolio belongs to age group: 9-14 ' .
P 10 belong ge group Fotograf

5
|
r
P

|
|

Photo

Adlm:................ [ N N N J ..Soyadlm:.ﬂl..'...... o0 0 e O..'..............
My name My surname

Dogum Tarihim:........./.."......./....C......
My date of birth giin (day) ay (month) yil (year)

Dogum Yeri:......................O..'..../.........l.....'O...............C...........
Place of birth sehir (city) | iilke (country)

Okulumun Adl:......Q‘........................0‘..................’O.......‘.........
Name of my school
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BIRINCI KISIM
PART ONE

DIL PASAPORTU
Language Passport

Benimikenusabildigimidilles

The languages which I can speak

ANADILME

MY MOTHER TONGUE:
Ingflizee @ngisn O er cillers

t er languages)

man@’a (Gé,rman) O
POMSIEE Frenck) T eeereeerrreeeens 0

Yalbane: Dill Ofrendigim Yerler:

Places where I learn foreign languages

Devam ettigim ilkégretim okulu:
Primary School which I attend

Devam etigim yabanci dil kurslan:
Foreign language courses which I attend

Diger yerler:
Other places




PASAPORT
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1.sNiF

OKUL KASES!
SCHOOL STAMP

2.SINIF

OKUL KASESI

3.SINIF

OKUL KASESI
SCHOOL STAMP

eacher names

D1:
1

Sretmenlerin adlan:

SCHOOL STAMP

'D3:
L3

(D4:
j -

DHGEE QILIET ....ceoveeeereeerreeveresseisiensssssssasssscsssasssssssss st ssasasssasssssasanssan st tasasasasasstncssssbsnssatensasssanasssasesseasens

Dther languages

)jrenmeye baglama tarifi:

Date of starting to learn

................................
....................................................................................




M
ASAPORT

FICIAL
ASSPORT

4 SINIF
Grade4

5.SINIF
Grade5

OKUL KASES!
SCHOOL
STAMP

OKUL KASESI
SCHOOL
STAMP

6.SINIF
Grade6

7.SINIF
Grade7

8.SINIF
Grade$8

OKUL KASESI
SCHOOL
STAMP

OKUL KASESI
SCHOOL
STAMP

OKUL KASESI
SCHOOQOL
STAMP

KUL:
HOOL

JRES:
IDRESS

LKE:
UNTRY

NIF:

tASS

OGRETMEN
ADLARI:

ACHER NAMES

EM:
1

199
Kisaltma:

Abbreviation

1.Yabanci
Dil= YD1
1% Foreign
Language=
FL1

2.Yabanci
Dil=YD2

2™ Foreign
Language=
FL2

3.Yabanct
Dil= YD3

3", Foreign
Language=
FL3

4 Yabanci
Di=YD4

4%, Foreign
Language=
F14
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Dil Gelisim Dosyas ile ne yapihr?
What is the language porifolio used for?

Sizin ¢abalarninizin izini sirdiirmeR icin;
(To keep track of your effort)

Burada hangi durumda oldujunuzu bilmek, ojrendiginiz dillerle neler yapabileceginizi,
daha 6nce neler bildijfinizi ve daha neler 6jrenmeniz gereRtijini anlamak igin;

(To know your situation, to understand what you are capable of doing with the
languages learned, to determine what you know and what else you need to learn.)

Ogrenmeye ne Radar devam etmeR istedijinizi daha iyi anfamak igin;
(To clearly understand how much you want to continue learning.)

Eger okul yada ssmif degistirirseniz yeni jretmenlerinize durumunuzu gostermeR icin;
(If you change schools or classes,to display your learning situation to your new teachers)

Baska dil gelisim dosyalarm hazirlamay: jrenmeR jgin. Avrupa ve diinyada iy 6ulh6zﬁnel§,
seyahat edebilmeR, dil 6jreniminize devam etmeR, derslerinizin formasyonunu daha iyi
segebilmek icin faydal olacaktar.

(To learn how to prepare other language portfolios. To be able to find a job in Europe
and in other countries, to be able to travel, to continue your education, and to be able to
better select your type of language lessons.)
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Yelilere: Mektup

ayin Veliler,

pcugunuzun itkdgretim okulu grencisi olmas:
Ldeniyle, ona 6zel olarak hazirlanan “BENIm
DiL GELISIM DOSYAM” adli dosya
nulacaktir.

dosyanin kullanimi gocugunuza Ggretmeni
indan anlatilacaktir ancak velisi olarak
izlerden istedigimiz bu dosyaya Gnem
dstermeniz ve gocugunuza bu dosyanin ne
Idugu ve nasil kullanmasi gerektigini daha iyi
ciklamamizdir.

dosya bir okul kitabi yada defteri
egildir, iginde ders notlam olmayacaktir.
tatiksel  veriler veya arastirmalar igin
llanilacak bir anket de degildir.

dosya ¢ocugunuz icin uluslararasinda

ecerli olan bir yabanei dil karnesidir. Bu
osya gocugunuzun Avrupa ve Diinyada
ullamlan diger yabanci dilleri ve kiltirleri
animasinda yol gdstericidir. Cocugunuzun
abanc: dil Ggrenme siirecinde yasadig
2ndiseler, sarf ettigi cabalar ve geligmeler
bu dosyada kayrtiidir.

Dosyanin zenginlestirilmesinde ¢ocugunuza
yardimei olunuz. Ona edinmis oldugu yabanci
dil sertifikalar ve belgeleri bu dosyada
saklamasina yardimei olunuz. Ayni zamanda
bu dosyada gocugunuzun kesfettigi diger
dillerin kiltirlerine ait fotograflar, resimler,
brogirier v.s. konmalidir.

Bu dosya daha dnce onu ilging ve kullanigh
bulan binlerce Avrupali gocuk tarafindan
kullanildi.  Dosya genislediginde, cocugunuz
kendi yas grubuna uygun olan diger dosyalarm
kullanacaktir. Bu dosyalar onu yurt dist
seyahatlerinde ve yabanci arkadas edinme
sireclerinde yardime: olacaktir. Daha
sonralari, bu dosya sayesinde kendisine daha
iyi is imkanlari sunulacaktir ¢linkd artik
ginimiizde ¢ogu igverenler birkag yabanc: dil
bilen kigileri tercih etmektedir.

Lettey to-Parventy

Dear Parents,

Since your child is a primary school student,
s/he will be provided with a specially
designed document called "MY FIRST
LANGUAGE PORTFOLIO".

How the document is to be used will be
explained by her/his teacher but as a parent
what is expected of you is to show
importance to this document and to explain
more clearly to your child about what the
document is and how it is to be used.

This document is not a schoolbook or
exercise book, it does not entail lesson
marks. It is not a questionnaire to be used
for statistical data and research.

This document is an internationally accepted
foreign language report.  This document
guides your child in the learning of languages
and cultures belonging to Europe and the
other countries in the World. This document
keeps track of your child's progress,
anxiety, and effort in the foreign language
learning progress.

Help your child in making this document
richer. Support your child in the
preservation of her/his foreign language
certificates in this document. At the same
time, your child should keep photographs,
pictures, brochures etc. related to other
cultures in this document.

This document has been used by thousands
of European children who have found it
interesting and useful. When the portfolio
is full, your child will use the other
portfolios adapted to her/his age. This
document will help your child on journeys
abroad and in the process of making friends
with foreigners. Later, due to this portfolio
your child will have better job opportunities
because employers now prefer people who
know a few foreign languages.
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en bir yada daha fazla dili anlarim: @ @
 can understand one or more languages

adece saz'ﬁ olarak:....--..I--I--II.I.l.I.I.-.---.---.--I-Il-..llI.l.l--I.Il.....'..ll.ll.ll-..

nly orally

Eadece yazl" olarak:l.-l---liﬂ-ll-.-Ill...l'--lllIIIIIIIIIIII.IIIIII-IIIIIIIIIIIIIIIIIIIIIIIIII-
Dnly in writing

“em sazlﬁ hem de yazll‘ o'arak:IIIII.II---IIIIIIIIIIl.l'lllllll.ll...'l..'.l-lllllllllIll
Both orally and in writing

ve ayr'ca (Anda]so)= NI LI I T ISR RS E TR SR LR LR LR 0 0 RAT AR LR R R e hdtld )]

soz'“ °|arak lletiSimde blllllndllgllm kl§ller----n-.-"-----------n-----.-..-u------
People I communicate with orally

vallll Olarak “etiﬁimde b“lundugum ki§ilenIll.lllllllllllllllllllll.'l'lllll!lllllll
>eople I communicate with in written form

Hem s6zli hem de yazili olarak iletisimde bulundugum kisgiler:..........
People I communicate with both orally and in written form
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SEMBOLLER SYMBOLS
® YAPAMIYORUM (I CAN’T)

© YAPABILIYORUM (I CAN)

TALIMAT: .
Sevgili ¢ocuklar “6grenci siitununda” Ingilizce olarak

iyapabildiginizin yanna giilen yiiz ¢izin @
|
Eger yapamiyorsaniz, fizgiin yiiz ve yapmay1 bu hedefi bagarmay1

amacladiginiz tarihi yazin. ®
Instructions:
Dear children in the ‘student column® draw a smiling face next to the

item which you can do. @
If you cannot do what the item says then draw a sad face and write the

date you aim to acheive this goal. @

203



2

A ZERO
_KENDINI
DEGERLENDIRME

SELF-ASSESSMENT

ngili cocuklar “6grenci siitununda” Ingilizce
Harak yapabildiginizin yanna giilen yiiz ¢izin.

ear children in the ‘student column’ draw a
hiling face next to the item which you can do.

©

er yapamiyorsaniz, iizgiin yiiz ve yapmay1 bu
pdefi basarmay amagladiginz tarihi yazin.

®

you cannot do what the item says then draw a sad
ce and write the date you aim to acheive this goal.

Tarih:
Date:

Ogrenci
Student

Tarih:
Date:

ﬁgretmen
Teacher

Amagladigim
Tarih:
Date aimed:

hgilizce selamlagabiliyorum.

can perform greetings in English.

hoilizce kendim hakkinda bilgi verebiliyorum.

can give information about myself in English.

ngilizce emir ciimleleri kurabilirim, séylenenleri
ierine getirebilirim.

|

can form imperatives in English and be able to do
vhat is said.

ngilizce sahis zamirlerini sdyleyebilirim.

can say the personal pronouns in English.

ngilizce yas sorabilirim, yasumi soyleyebilirim.

can ask someone how old they are and I can tell
1y age.

}asit emir ciimleleri kurabilirim.

can form simple imperative sentences.

ngilizce sumf egyalarimi tamitabilirim.

‘can describe the objects in the classroom.
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|lg1hzce ‘vardir’ kahb ile ilgili ciimle
rablllyorum
English I can make sentences beginning with
ere is’.

hgilizce aylar: sdyleyebilirim.

can say the months in English.

gilizce bir seyin‘nerede’ oldugunu sorabilirim.

h English I can ask ‘where’ something is.

ngilizce ‘veya’ ile ilgili sorular sorabilirim.

n English 1 can ask questions with ‘or’.

gilizce 10 renk soyleyebilirim.

can say the names of ten colors.

ngilizce  insanlan tammmlayan sifatlan
Oyleyebilirim.

can say adjectives describing people.

ngilizce ‘Kag tane” kahbi ile soru ciimlesi
curabilirim.

n English I can make sentences using *how many’.

ngilizee ‘yapabilmek’ ile ilgili ciimleler
curabilirim.

_can make sentences using ‘able to’.

ngilizce 15 tane meslek ismi biliyorum.

n English I know 15 job names.

ngilizce ailemi tamtabilirim.

-can describe my family in English.

ngilizce ‘genis zaman’ ile ilgili ciimleler
curabilirim.

n English I can make sentences in the ‘simple
resent tense’.

ngilizce simf arkadaslanmla basxt diyaloglar
mrablhyorum
n English I can engage in simple dialogues with my
lassmates.

10
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filizee Atatiirk’iin ailesini tanitabilirim.

anlish I can describe Atatiirk’s family.

pilizee giysi ¢esitlerini sOyleyebilirim.

Fnglish I can say different types of clothing.

bilizce haftanin giinlerini soyleyebilirim.

English I can say the days of the week.

ilizce saati sorabiliyorum.

English I can ask the time.

ilizce hava durumunu sorabiliyorum.

English I can ask about the weather.

gilizce bir nesnenin kime ait oldugunu
rabilirim.

English I can ask to whom an object belongs.

gilizce evimizin boliimlerini soyleyebilirim.

' English I can say the sections of our house.

Eilizce okulumun béliimlerini sdyleyebilirim.

 English I can say the parts of my school.

igilizce viicudumuzun béliimlerini
yleyebilirim.

| English I can say the parts of our body.

igilizce  ‘simdiki  zaman® ile ciimleler
nrabiliyorum
. English I can make sentences in the ‘present

k]

1Se .

1gilizce ‘ne zaman’, ‘nerede’, ‘ne’, ve ‘kim’ ile
rili ciimleler kurabilirim.
. English I can make sentences with ‘when’,
vhere’, ‘what’, and ‘who’.

apabildigim geyleri Ingilizce ‘I can’ ile
aslayarak soyleyebilirim.
1 English I can say the things that I can do by

arting with ‘I can’.

11
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ilizce sahip oldugum seyleri séyleyebilirim.

English I can say the things which I own.

ilizce birinin nereli oldugunu syleyebilirim.

English I can say where a person is from.

gilizce yiize kadar onar onar sayabilirim.

English I can count up to one hundred in tens.

12
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N

Ayl

EMBOLLER SYMBOLS
,® YAPAMIYORUM (I CAN’T)

e s
S

i .
© YAPABILIYORUM (I CAN)

TALIMAT:

KENDINi DEGERLENDIRME CiZELGESINDEKI HER
TANIMIN SONUNDA BU iKi SEMBOLU GORECEKSINIZ.
HER TANIMIN SONUNDA SiZiN iCIN UYGUN OLAN
SADECE BiR SEMBOLI BOYA KALEMLERINIZ ILE

BOYAYINIZ.

Instructions:

You will see the two symbols after every description in the self-
assessment grid. With your coloring pencils, color only one of the
symbols that is appropriate for you after each description.

13
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INCEDIGIM ZAMAN YAPABILDIKLERIM...
hen I listen I can...

oda yayinlanan Rysa parcalan an[ayaﬁi[irim@ ©

n understand the short texts broadcast on the radio

vizyonda yaynlanan Kisa parcalars anlayabilirim ® ©

n understand the short texts broadcast on television

[dan, tatilden, ejlencelerden soz eden birisini anlayabilirim ® @

understand someone speaking of school, the holidays and entertainments

ricd...
0...

it bir Ronugmayt, Risa bir hikayeyi anlayabilirim ® ©

n understand a simple talk, a simple story
Kisiyle ilyili bir yerle iyifi tansmlan anlayabitiim @ ©
an understand descriptions of a place and of a person

risinin sevdiji veya sevmedigi bir seyi anlattiji zaman anfayabilirim ® ©

an understand when someone speaks of something that s/he likes or doesn’t like

yrica...
(so...

[fzsit talimatlan anlayabilirim ® ©

can understand simple directions

1sa bir diyalojun yada hikayenin Ronusunu anlayabilirim ® ©

an understand the theme of a short dialogue or story

turdujum cevreyle, tamdigim insanlarla, yaptijim islere ilgili sorulan an&zyaﬁiﬁﬁm@ ©
ple I know and the work that 1

can understand questions about the environment where I live, peo

14
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ONUSTUGUM ZAMAN YAPABILDIKLERIM. .
hen I speak] can...

ir deneyimi, hikayeyi, fifmi, Kisaca anlatabilirim ® ©
an briefly explain an experience, a story, and a film

vdijimi veya sevmedigimi soyleyebilir ve sebebini anlatabilinim@® ©

can say what I like and dislike, and I can explain the reasons why

ir oyunu, bir yemeR tarifini, bir nesnenin yapilisini, bir yolu anlatabilirim ® ©

can explain, a game, a recipe, how to make an object, a road description

yrica...
Iso...

atilde ve evde yaptiklarimi anlatabilirim ® ©
can explain what I did at home or in the holidays

irisine arkadaglarims veya ailemi anlatabilirim ® ©

can explain my friends or my family to someone

evdijimi veya sevmedigimi soyleyebilir, Girisinden sevdijim bir seyi isteyebilirim ® ©

can tell whether I like something or not, I can ask someone for something that I like

yrica...
glso...
:
bir sey isteyebilir, bir sey yapmay isteyebilir, rica etmeyi bilirim ® O

l . . .
( can ask for something, to do something, to request something -

soru sorabilirim, sozciklerin nasil soylendigini sorabilirim, oturdugum cevreden, tamdigim

Kisilerden soz edebilirim @ @

can ask questions, I can ask how fo pronounce words, I can speak of my environment and of the
eople that I know
sorulara cevap verebilirim, kim oldugumu soyleyebilirim, anlamadyum soyleyebiir, birisine tekyar
etmesini soyleyebilirim ® ©

I can answer questions, tell who I am, I can state that I did not understand, I can ask someone 10
repeat

15
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KUDUVGUM ZAMAN YAPABILDIKLERIM...

hen I read I can....

a bir hikayeyi anlayabilirim ® ©

an understand a short story

cuklar igin resimli bir hikayeyi veya resimli bir albiimii oRuyabilirim ® ©

an read a picture storybook or pictured album for children

Kadasimdan gelen bir meKgubu okuyabilirim (onun duygulanin, dileRlerini, haberlerini,
teklerini anlayabilirim) ® ©

an read a letter coming from a friend (I can understand her/his feelings, wishes, news,
cessities)

and

ir metinde (yemeR listesi, gezi tarifesi, duyuru... ) aradijim bulabilirim ® ©

can find what I am looking for in a text (menu, trqvel fares, announcement)

ir Rartpostaly, Kisa meRtubu, Risa mesaji anlayabilirim ® ©

can understand a postcard, a short letter, a short message

1sa bir hikayenin Ronusunu anfayabilinim ® ©

‘can understand the theme of a short story
Eynca...
l Iso...

fak iglorin tariflerini, mutfaf tarifferini anlayabilirim ® ©

can understand the directions of small jobs, kitchen recipies

esimlerdeki altyazilan, Rarikatiirlerdeki yazilar: anlayabilirim ® ©

can understand the subtitles of pictures, the writings on cartoons

ozciikleri ve Risa ifadeleri (televizyonda, afislerde, gazetelerde...) an&zjalii[ifim@ ©

can understand words and short phrases (on television, posters, newspapers)

16




212

AZDIGIM ZAMAN YAPABILDIKLERIM. ..
hen I write I can...

ul gazetesi igin Kisa bir metin , sergi igin Kysa bir metin yazabilinim ® ©
an write a short text for the school newspaper, a short text for a display '

ir oyunu, yemeR tarifini, bir nesnenin yapilisint yazarak, agiklayabilirim ® ©

can explain in writing a game, a recipie, how to make an object

rkadasima mekgup yazabilirim, basimdan gegenleri anlatabilir, haber verebilirim, cevap

azaﬁﬁﬁm@ @

can write a letter to my friend, tell her/him about my experiences, give news, a can write a reply

artpostal, dojum giinii Rartz... yazaﬁiﬁﬁm@ ©
can write a postcard, birthday card.....

irisine davet meRtubu yada tegeRRiir etmeR igin Rart yaza6i[in'm® ©

can write a letter of invitation or a card of appreciation
debilirim

an answer to an invitation or recommendation, I can

tesekRir edebilirim, bir daveti veya bir oneriye cevap yazabilir, bunlan Rabulyada et e

Llcan write a thank you note to someone,
Fxpress whether I accept them or not

Aynica...

Also...

satn alinacak, toplanacak, yapilacak seylerin listesint yazabilirim ® O
I can write a list of the things which are to be bought, collected, or done

Riigik bir Rarta adimi, dojum tarikimi, uyrugumau, adresimi yazabilirim ® ©

on a small card I can write my name, birthday, nationality, address

Kisa ifadeleri yeniden yazaﬁi[irim@ ©

I can rewrite short phrases

17




213

IKiNCI KISIM
PART TWO

iL BIYVOGRAFISI
anguage Biography

[ Biyografisi ojrenmis oldujjunuz yabanci dillerin bir rapor nitelijfini tagir. Burada
ir yabanci dili nasil; nerede, ne zaman ve nigin ajrendijjinizi belirten Rayit formlar
ulunmaktadir. Bu biyografi sizin Killtirler arast deneyimlerinizi yansitir, dil
jrenme ihtiyaglanmizi ve amaglanmizy degerlendirmenizde refiberlik ederek sizin

jjrenmis oldujunuz her yabanc: dildeki yeterfififfinizigostent. Dil Biyografinize resmi

|
Veya resmi ofmayan Gjretim Kurumlannda edinmis oldujunuz tecritbeleri ve

ge[z;tmﬁgmzz yabanci dil becerilerini de dosyamizin bu kisminda ifade edebilirsiniz.

}

ﬂ?ie Language Biography is a report of the foreign languages you learned. Here there
Flre records of where, fiow, when, and why you learned the foreign language. This
iography reflects your intercultural experiences and it also shows your competence in
ke language by guiding you in evaluating your lhn:guage learming needs and goals. In
the language biography section of your document you can state your formal and
informal institutional experiences and the language learning skills yoit developed.

18




214

?il Biyografisi ii¢ boliimden olusur:

Ben konusurum,
ben anlarim, ben
tanirim

Bu kisimda 6grenmis oldugunuz
yabanci dilde gelistirdiginiz en
onemli dil becerilerin hangileri
oldugunu yaziyorsunuz.

Benim bildigim
yabanci diller ve
kiiltiirler.

| Gezilerim ve
|Irtibatlarim

Bu kisimda sizin icin en onemli
olan dil 6grenme ve kiiltiirler
aras1 deneyimleri
tanimliyorsunuz.

Benim yabanci
dilleri 6grenme
bicimlerim

Bu kisimda tercih ettiginiz
yabanci dili 6grenme
bicimlerini tanimhiyorsunuz.

anguage Biography is composed of three sections:

|l speak, 1 In this section you write down the
understand, I most important language skills
recognize that you developed.

'\ The foreign Here you state your most

languages and
cultures I know. My
travels and contacts

important language learning and
intercultural experiences.

|My styles of
‘|learning foreign
languages

Here you state your preferences of
your foreign language learning
styles.

19
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BEN KOWU.)S'URU.‘M, BEN ANLARIM, BEN TANIRIM...
I speak, I understand, I recognize

nim konugabildigim dil
e language which I can speak is

.

)

ﬁca bu dilde de konusabilirim
g’an also speak in the language

h dilleri konustugum Kisiler.............
he people with whom I speak the languages are

en bir yada daha fazla dili anlarm.
can understand one or more languages

E(Ilyece s6zlii olarak. vesressorerssssrrns
in speaking

adece yazih olarak.........cccevvrvvsvenee.
nly in writing

lem s6zlii hem de yazih olarak.
oth speaking and writing

en diger dillerdeki yazilar da taninm :
also recognize the writings of other languages:

e ayrnca:
nd also:

20
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circle a happy face@, I your answer is ‘no’ make the circle a sad face @

BENIM BILDIGIM YABANCI DILLER VE KULTURLER
THE FOREIGN LANGUAGES AND CULTURES I KNOW

in icin dogru olan cevabin kutucugundaki bos diareyi doldurunuz. Eger cevabiniz ‘evet’

daireyi giilen yiiz yapin @, eger cevabiniz ‘hayir’ ise daireyi iizgiin yiiz yapin @

in the circle provided in the box for the anwser which is the right one for you. If your answer is ‘yes’ make

EVET
YES

HAYIR
NO

1im yabanci uyruklu ebeveynlerim var.
lve parents of another nationality.

}
tim yabana iilkelerde yasayan ailemiz, akrabalarnnmiz veya
adaslarimiz var.

have a family, relatives or friends that live in other countries.

farkh kiiltiirlerin yemeklerini yeriz (6rn. pizza, hot dog, turta).
eat food of different origins (eg. Pizza, hot dog, tarts).

---------------------------------------------------------------------------

2 diger iilkelerin ¢izgi filmlerini, televizyon yayinlarini, filmlerini
kitaplarmi taniyoruz.

: recognize the cartoons, television broadcasts, films and books of
er countries.

im diger iilkelere ait nesnelerimiz, fotograflarimiz, kitaplarimiz
video kasetlerimiz var.

> have objects, photographs, books and videocassettes belonging to
er countries.

2 diger ilkelere ait hikayeleri, sarkalan ve tekerlemeleri
lyornz.

> know stories, songs, and tongue twisters of other languages.

O 10 |0 00|00
O 10 1O [OO[00O
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P ayrica:
hd also:

pn diger iilkelere ait filmleri, videolan ve danslan izlemeyi
verim.
e watching the films, videos, and dances of other countries.

|

[l L T Y Y Y P R T I TP TY Y YT LT Y PY T

en diger iilkelere ait miizik ve sarkilarn dinlemeyi severim.
like listening to the music and songs of other countries.

---------

rn. turistik brosiir, pul, yapistirma, kart postal v.s.)
ike collecting the objects of other countries (e.g. tourist brochures,
amps, stickers, postcards etc.)

E: diger iilkelere ait nesnelerin koleksiyonunu yapmayi severim

e aynca:
ind also:

iger iilkelere ait sporlan severim.
like the sports of other countries.

iger iilkelerin oyunlarim severim.
like the games of other countries.

biger iilkelere ait yiyecekleri severim.
like the food of other countries.

e ayrica:
\nd also:

OO0 10100 OO0

ellellellellelieliellele
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tls)ancl iilkelere yalniz, ailemle, yada grup halinde geziler yaptim.
isited other countries alone, with my family, or in groups.

|
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Peg ....... tesreeneseennnnanns ‘

sa siireli olarak :6rn................
[ a short period : for e.g.

mn siireli olarak:6rn

r a long period : for e.g.

pquency of visits: for e.g.

r
\

e ayrica:
nd also:

isisel olarak yada simifimizia birlikte yabancilarla haberlegirim.
orrespond with foreigners on my own or by class.

n

re.g.

ektupla:érn

letter : for e.g.

ksla :6rn

fax : for e.g.

ektronik postayla :6rn
e-mail : for e.g.

ternet goriintiilii haberlesmeyle:6rn
7 web-camera: for e.g.

23
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Listening to English cassettes

219

This activity is from Teaching How to Learn Learning Strategies in-ESL, by Ken Willing 1989)
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UCUNCU KISIM
PART THREE

e Burada benim yabanc: dilde yaptigim cesitli
calismalar var!!!!

e The various works, which I have done in the foreign language,
are here!!!!

25
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e Dosyana neler koymak istedigine sen karar
vereceksin.

\
l o You choose what goes into your dossier.
P - »

o Baskalarina gostermek ve saklamak istedigin
calismalar: koy.

e Put in things, which you’d like to keep and show to others.

o Dosyana eklemeler yapabilir veya icindekileri
5 istedigin zaman degistirebilirsin.

e Add to your dossier or change items when you like.

26
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4. SINIF INGILiZCE DERS KONULARI
ingilizce selamlagabilirim.

Ingilizce sahis Zamirlerini sdyleyebilirim.

Ingilizce yas sbrabih’rim, yasmm soyleyebilirim.

Basit emir ctimleleri kurabilirim.

ingilizce smif egyalarim tanitabilirim.

Ingilizce 10 renk soyleyebilirim.

ingilizce 20’ye kadar sayabilirim.

Ingilizce saatin kag¢ oldugunu sorabilir ve sdyleyebilirim.
ingilizce ‘Kag tane’ kahbi ile soru ctimlesi kurabilirim.
ingilizce ailemi tanitabilirim.

ingilizce Atatiirk’in ailesini tamtabilirim.

ingilizce elbise isimlerini sdyleyebilirim.

ingilizce haftanm giinlerini soyleyebilirim.

ingilizce bir nesnenin kime ait oldugunu sorabilirim.
ingilizce evimizin bdliimlerini sGyleyebilirim.

ingilizce okulumun bélimlerini sdyleyebilirim.
ingilizce viicudumuzun bolimlerini soyleyebilirim.
Ingilizce neréde sorusunu sifatlarla sorabilirim.
ingilizce sahip oldugum seyleri sdyleyebilirim.

Yapabildigim seyleri Ingilizce 1 can’ ile baglayarak
sOyleyebilirim.
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GRADE 4 ENGLISH COURSE TOPICS

I can perform greetings in English.

I can say the personal pronouns in English.

I can ask éomeone how old they are and I can tell my age.
I can form simplé imperative sentences.

I can describe the objects in the classroom.

I can tell the names of ten colors.

In English I can count to twenty.

In English I can make sentences using ‘how many’.
I can describe my family in Eng]ish.

In English I can describe Atatiirk’s family.

In English I can tell different types of cléthing.

In English I can say the days of the week.

In English I can ask to whom an object belongs.

In English I can tell the sections of our housé.

In English I can tell the parts of my school.

In English I can tell the parts of our body.

In English I can tell the things which I own.

In English I can tell the things that I can do with ‘T can’.

In English I can ask the time and also tell what the time is.

In English I can ask where things are by using adjectives.

28
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5.SINIF INGILIZCE DERS KONULARI
ingilizce selamlasabiliyorum.
ingilizce kendim hakkinda bilgi verebiliyorum.
ingilizce emir chmleleri kurabilirim, soylenenleri yerine
getirebilirim.
Ingilizce ‘vardir’ kalibs ile ilgili cimle kurabiliyorum.
ingilizce aylar1 syleyebilirim.
ingilizce bir seyin‘nerede’ oldugunu sorabilirim.
ingilizce ‘veya’ ile ilgili sorular sorabilirim.
ingilizce insanlar: tammlayan sifatlar: soyleyebilirim.
ingilizce ‘yapabilmek’ ile ilgili cimleler kurabilirim.
Ingilizce 15 tane meslek ismi bi]iyorum. |
ingilizce ‘genis zaman’ ile ilgili cimleler kurabilirim.
ingilizce smif arkadaglarimla basit diyaloglar kurabiliyorum.
ingilizce saati sorabilir ve sdyleyebilirim.
ingilizce hava durumunu sorabiliyorum.
ingjlizce ‘simdiki zaman’ ile ctimleler kurabiliyorum.

ingilizce ‘when’, ‘where’, ‘what’, ve ‘Wwho’ ile ilgili ctumleler
kurabilirim

ingilizce birinin nereli oldugunu soyleyebilirim.

ingilizce ylize kadar onar onar sayabilirim.
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GRADE 5 ENGLISH COURSE TOPICS
I can perform greetings in English.
In English I can give information about myself.

I can form imperatives in English and be able to do what is
said.

In English I can make sentences with ‘there is’.

I can tell the months in English.

In English I can ask ‘where’ something is.

In English I can ask questions with ‘or’.

I can tell adjectives describing people.

I can make sentences using ‘able to’.

I know 15 occupatioris in English.

In English I can make sentences in the ‘simple present tense’.

In English I can engage in simple dialogues with my
classmates.

In English I can ask the time and also tell what the time is.
In English 1 can ask how the weather is.
In English T can make sentences in the ‘present tense’.

In English I can make sentences with ‘when’, ‘where’, ‘what’,
and ‘who’.

In English I can say where a person is from.

In English I can count up to one hundred by tens.
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LISTIRILECEK OLAN DiL BECERILERININ TAKIBI
KEEPING TRACK OF THE LANGUAGE SKILLS THAT ARE TO BE

DEVELOPED
rih veya Hedefler / Gelisecek olan dil Dosyanin i¢cine konulacak proje
a- becerileri . - .
te or week [Aims/Language skills to be Project to be put into the Dossier
{ developed

T T T
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Ogrenme Cizelgesi

Learning Log

E:gili cocuklar, ingilizce bilgilerinizin gelismesi icin her hafta sonu bu
frenme cizelgesini doldurun. Her hafta icin, kendiniz bir tarih atarak
jagndaki ciimle baglangiclarini yazin ve ciimleleri kendiniz tamamlayin. Bu
zelgeleri Dil Geligim Dosyanizin ‘Dosya’ kisminda saklayin.

ar children, fill in this learning log every weekend so that your knowledge of
glish will develop. Write a date for every week and then write the prompts
low and complete the sentences. Keep these learning logs in the ‘Dossier’
ction of your European Language Portfolio.

H:
ate

e Bu hafta ingilizce bilgimi ilerletmek i¢in caligtifym konular....
| This week the topics, which I studied to further my knowledge of English,
are....

|

|

|

l  Bu haftaki ingilizce dersinden dgrendiklerim....

| In my English lesson this week I learned....

|

e Bu hafta ingilizce’de iyi 6grenemedigim konular.... |
The topics I did not learn so well in this week’s English lesson are....

e Bu haftaki ingilizce bilgimi ilerletmek icin yardim almam gereken
konular....
In order to improve my English for this week I need help for the following
topics....

o Bu hafta 6grendigim ingilizce bilgileri unutmamak i¢in gunlar

yapacagim:
In order to not forget what I learned in English this week, I am going to do
the following:
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The European Language Portfolio Teacher’s Guide
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tuwropean Language Portfolio-
My First Language Portfolio-

CONTENTS PAGE
1 My First Language POrtfolio-............ooeweeeeeeeeeeeeeeeee, 3
2 What is a EuwropeawvLanguage P 7o SO 3
3 All versions of the Portfolio-respect a basic division into-three
PAHTS ..ottt 4
4 Using thePortfolion. .........c.oocoieeieiiiieeeeeeeee e 5
5 Contentyofthe Portfolio-........................ R, |



231

1 My First Language Portfolio-

Ay part of the Comumon Ewropean Framework for Language
Learn&rmg/aznd/mOrdertomake/_‘ language learning
more meaningful, the Council of Ewrope has proposed that
Zearneryshould/be/able/to-budd/up  personal languages
portfolio:

The Europeaw Language Portfolio- way developed and pioted by
the Modern Languages Division of the Council of Ewrope;
Strasbourg; from 1998 until 2000. It was launched on a pan-
Europearv level during the Euwropean Year of Languages 2001 as
o tool to- support the development of plurilingualism and
pluriculturalism

The purpose of My First Language Portfolio- is to- attempt to-pilot
i Turkishv primary schooly o junior versiow of the Euwropean
Language Povtfolio

The aimv of My First Language Portfolio- is to- record a child’s

experiences of languages other than Turkish, where Turkish is
the child’s mother tongue.

2 What iy o Europearw Language Portfolio?

It iy o docwment in which those who- are learning or have
learned o language - whether at school or outside school -
cawv records their language leawrning and cultuwral

The Portfolio- iy addressed to-and is the property of the learner.
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3 AL versiony of the Portfolio- respect a basic division
into-three parts: |

* Llanguage Passport
The Passport sectionprovides an overview of the
individual's proficiency v different languages at o given
point invtime; the overview iy defined in termy of skills and,
ﬂwcmmmwrefermce/le/velymthe/CommowEwopm
Framework; it recovds formal qualifications and descriles
onwpawtiod and specific competence; it allows for self-
assessment, Teacher assessment and assessment by
requires that information entered inthe Passport states on
what basis; when and by whom the assessment was carrieds
out. To-facilitate pan-Europear recognitionw and mobility
the Council of Ewrope for ELPy promotes o standard,
presentaliow of a Passport Sumwmary for adults:.

* language Biography
The Language Biography facilitates the leainer's
irwolvement inplanning, reflecting upon and assessing his
or her learning procesy and progress; it encourages the
learner to- state what he/she can do-ineach language and
to-include informatiow on linguistic and cultwral
condexly; il iy ovganised to-promote pluwrilingualismw i.e. the
development of competencies inv v nuumber of languages.

o Dossier
The Dossier offers the leauner the opportunity to- select
materiady to- document and lustrate achievementy or
experiences recorded iw the Language Biography or

- Passport.
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4 Using the Portfolic
Who showld fill in the Portfolio?

* Thechddren, assisted if necessary by the teacher, should Il
in the Portfolio:

* After each student receives the Portfolio; teachers should
wmmmmmmmywwmw
experiences.

* Teachery must also- discuss the language experiences at
home or oul of school learning and contucts with speakers
of-other ‘

* The Portfolio iy an on-going record of achievementy
childrenw may filll in their Portfolios whenever it iy
or semesler.

5 Contenty of the Portfolio

Language P ovt

T%@mageywh«’dvI caw speak
Places where I learn foreign languages
Passport

What iy the language portfolio- used for
Letter to-parenty

I speak and comprehend
Self-assessment checklist -A Zevo-
Self-assessment checklist -A 1

Language Biography ’
o I speak, I understand; I recognige
o Theforeignwlanguages and cultures I know.
o My travelsy and contacty
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My Dossier

Takewfromthe children's Portfolio-

o The various works, which I have done in the Joreign language, are
herelll!
You choose what goes into your dossier.

o Put in things, which you’d like to keep and show to others.

e Add to your dossier or change items when you like.
¥

Inw addition to-the childrenw's work, this section containg;

GRADE 4 ENGLISH COURSE TOPICS

GRADE 5 ENGLISH COURSE TOPICS

KEEPING TRACK OF THE SKILLS THAT ARE TO BE DEVELOPED
LEARNING LOG
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‘Cachet de I'école

Cachet de I'école

cole :

\dresse :

|

ays
lasse :
om des professeurs :

1:
2

tres langues :

puis :

T T T T
e -

PORTFOLIO EUROPEEN DES LANGUES ————-

portfolio, pour quoi faire ?

our garder la trace de tes efforts;

our savoir ol iu en es, ce que fu es capable de faire
e reste d faire pour aller plus loin;

our mieux savoir comment tu as envie de continuer;

our apprendre  faire d'autres portfolios. Ils te seront bientdt
ormation, pour voyager, te faire des amis, continuer 3 app

our le montrer 3 tes nouveaux professeurs, si tu changes d’école ou de classe;
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rendre, trouver du travail dans I'Europe et dans le monde,

avec les langues que tu étudies, ce que tu sais déja et ce quil

co“%_"d Je m appelle :

ta photo Nom i.......
Prtnom | L S
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Nous avons des parents ou des amis qui ne
sont pas de la méme nationalité que moi.

Nous avons de la famille ou des amis qui
vivent dans d'autres pays.

Nous consommons des plals de différentes
origines (ex : couscous, pailla, bortsch...)

- .

Mes contacks avee d'avtres Langues et d'avkres cutbures

fles goiits

Nous connaissons des BD, des dessins ani-
mes, des émissions de télévision, des films,
des livres d'autres pays.,

Paime voir des films, des vidéos, des
danses d'autres pays.

J'alme écouter de la musique, des chansons
d'autres pays.

Nous avons des objets, des photos, des
livres, des vidéos d'autres pays.

Jaine faire des collections d'objets de pays
étrangers (dépliants touristiques, auto-col-
lants, cartes postales...).

Nous connaissons des hisloires, des chan-
sons, des comptines d'autres pays.

e parle.......... RSN . “r"“r"i

e parle aussi. “ l"g i"l

PVCC..eiriniiaiiinn, v rerrrerereee e, S |

e comprends une ou plusieurs langues 1
Foral seulement.......ovvcveevecurrivonnnne.. !
I"écrit seutement.. i
loral et & Uécrit...

[ peux reconnaitre d’autres écrilures : 1

J'aime des sports venant d'autres pays. E

Mes voyages et mes échanges

Je peux citer des personnes célébres (chan-
teurs, sportifs, acteurs...) d'autres pays.

Jai fait un ou des séjours A l'étranger, seul,
avec ma famille ou avec des groupes,

Je peux situer d’autres pays sur une carte et i
dire les langues gu'on y parle, |

........................................... |

Je connais le drapeau, la monnaie, les monu- |
ments célébres, les fétes de plusicurs pays. }V 1

Et aussi :

Je corresponds, individuellement ou avec la
classe, avec des étrangers,

par le

Et aussi :




APPENDIX F

Mon Premier Portfolio Livret d’Utilisation
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Livret d'ubilisation

Francis Debyser - Christine Tagliante

Portfolio destiné aux apprenants du niveau primaire
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PRESENTATION DU PORTFOLI O ENFANTS

Qlestce ag'm portfotio 7
W ¢
# Le portfolio a une fonction d’information

Un portfolio est un document personnalisé, propriété de 'apprenant, qui témoigne de son
itinéraire d’apprentissage, de ses efforts, de ses acquisitions, de ses dipldmes mais aussi
de ses expériences personnelles et de ses réalisations.

% Le portfolio a une fonction pédagogique

La tenue & jour d'un portfolio aide lapprenant & participer de facon consciente et active
a son apprentissage et a valoriser tout ce qui contribue & U'enrichir et a le diversifier. Cette
démarche Paide a gérer lui-mé&me le processus d’acquisition ou de formation dans lequel
il est engagé et & I'orienter au mieux de ses motivations et de ses besoins. Elle s’inscrit
dans une stratégie d’apprentissage visant & développer 'autonomie de I'apprenant.

Qlest-ce qu'vn portfolio des Langues 7
A linitiative du Conseil de I'Europe, différents projets de portfolios de compétences en
langues étrangéres ont été réalisés et expérimentés en Europe pendant les années 1998-

1999 et 1999-2000.

Ces portfolios documentent les compétences en langues étrangéres (enseignements suivis,

certifications), les expériences interculturelles (contacts, séjours, voyages), et les expé-
riences personnelles de leurs détenteurs,

La plupart de ces portfolios sont destinés & des apprenants adolescents et adultes. Dans
ce cas, surtout lorsqu'il s'agit d’adultes, ceux-ci peuvent concevoir leur portfolio dans la
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. ammans

perspective d’une utilisation professionnelle, par exemple en vue de la recherche d'un
emploi ou du choix de formations complémentaires.

«Mon premier portfolio des langues» s’adresse & des enfants et a comme objectif princi-
pal de les initier & cette démarche tout en tenant compte de la spécificité de leur classe
d’age.

En plus de ses fonctions pédagogiques et d’'information, ce portfolio a une fonction édu-

cative: il est destiné & valoriser le plurilinguisme, & en favoriser le développement chez

tous les apprenants dés le début de leur scolarité, et il sert & le faire savoir.

# Le public cible

«Mon premier portfolio des langues» s'adresse a des enfants engagés dans I'apprentissa-
ge des langues étrangéres.

Plus précisément cet outil a été congu pour des enfants de la fin de la scolarité primaire,
c’est-a-dire pour des enfants de 8 & 11 ans.

Avant 8 ans, la constitution, la tenue 2 jour et la conservation d’un portfolio méme sim-
plifié sont difficilement compatibles avec le jeune age des éléves, au-dela de onze-douze
ans, il semble préférable d'utiliser d’autres outils adaptés a la maturité des pré-adolescents
du collége (méme si certains enseignants du secondaire premier degré nous ont fait part
de leur intérét pour le portfolio que nous proposons pour le primaire).

La diversité des programmes de langues congus pour Penseignement primaire en France et
en Europe est extréme puisque ceux-ci vont d’enseignements bilingues proprement dits a

des programmes de simple sensibilisation. La maquette du portfolio proposée vise a

prendre en compte cette diversité.

Specificitt du portfolio desting aux enfants

V'objectif de Mon premier portfolio des langues est de familiariser les apprenants les plus
jeunes 2 la démarche éducative proposée par les portfolios de compétences. Ce portfolio
peut &tre, en effet, un réel instrument de motivation & 'apprentissage des langues étran-
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géres et 3 la découverte des autres cultures. Il peut aussi aider les appre]anté gbrendre
conscience de leurs potentialités et & formuler leurs projets.

Il a donc été nécessaire de concevoir un outil spécifique, adapté au développement cogni-
tif et affectif des enfants, aussi bien dans sa présentation matérielle que dans le langage
utilisé.

i Mon premier portfolio des langues présente les caractéristiques suivantes :

1) Il intégre Uinterculturel et concilie le compte rendu d’apprentissage d’une langue étran-
gére particulidre et la sensibilisation générale aux langues et aux cultures étrangéres (DOS-
SIER des pages 2 et 3, intitulé «Mes contacts avec d’autres langues et d’autres cultures»).

Dans la trés grande majorité des cas, les enfants ne sont en contact en milieu scolaire
guavec une seule premiére langue. Cependant les rubriques des pages 2 et 3 permettent

de faire apparaitre la variété, voire la richesse, des compétences linguistiques et culturelles

extra-scolaires telles que les langues d’origine et les langues régionales ; le plateau cen-
tral de la BIOGRAPHIE permet également de faire apparaitre ces compétences, au méme
titre que pour les langues apprises a l'école.

2) le portfolio est conforme & l'esprit des récents travaux du Conseil de PEurope dont il
respecte les recommandations : '

e les achelles de niveaux ont été établies en proposant des taches communicatives
concrétes de difficulté croissante. Ces tiches requiérent les capacités décrites aux niveaux
A1 et A2 de la «Grille pour 'auto-évaluation» du Portfolio européen des langues. (Etude
de faisabilité, Strasbourg, 1996), elle-méme échelonnée & partir du Cadre de référence’. La
grille complate se trouve en annexe. Certaines de ces taches peuvent appartenir au début
du niveau B1, les enfants pouvant les réaliser & I'aide des outils linguistiques dont ils dis-
posent.

e Nous avons été obligés de récrire les descripteurs de la «Grille pour 'auto-évaluationy,
de facon a les rendre compréhensibles par des enfants.

1. Cadre européen commun de référence, les éditions Didier 2001.

4
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C'est aprés plusieurs essais infructueux, que nous avons décidé de traduire les descriptifs
en tdches communicatives correspondant aux niveaux langagiers.

Un_exemple de cette démarche pour la capacité «production orale», Niveau At:

€. Référentiel d’origine du «Cadre européen commun de référence»,
niveau A1 : PARLER

«Je peux communiquer de fagon simple & condition que P'interlocuteur soit
prét & répéter ou a reformuler plus lentement et @ m'aider a formuler ce
que j’essaie de dire. Je peux poser des questions simples sur des sujets
familiers ou qui correspondent a des besoins immédiats. Je peux répondre
3 ces mémes questions.

Je peux utiliser des expressions et des phrases simples pour décrire mon
lieu d’habitation et les gens que je connais.»

@, Adaptation CIEP, avant-derniére version, niveau A1 : PARLER

Je peux parler un peu avec quelqu'un qui me parle lentement et qui répé-
te quand je ne comprends pas. Je peux demander de répéter, demander
«comment ¢a se dit», poser des questions et répondre a des questions.
Je peux demander quelque chose, remercier.

Je peux dire qui je suis, saluer, dire comment je m'appelle, ce que je fais.
Je peux utiliser des phrases simples pour parler des gens que je connais,
de mes amis, de ma famille, de ’endroit ol jhabite, de mes jeux.

Dans cette version, «!'interlocuteur» est devenu «quelqu’un» ; nous avons ajouté «je peux
demander de répéter», qu’il nous a semblé essentiel d'introduire au tout début de I'ap-
prentissage. Nous avons supprimé «simples» dans des «questions et des réponses
simples», car il est difficile pour un enfant de savoir si une question ou une réponse est
«simple» ou complexe... '

@, Version proposée pour le portfolio : QUAND JE PARLE, je peux..
Répondre a des questions, dire qui je suis, dire que je ne comprends pas,
demander de répéter. .
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Poser des questions, demander comment on dit, parler de endroit oG
j’habite, des gens que je connais.
Demander quelque chose ou demander de faire quelque chose, remercier.

Les. descripteurs du référentiel d’origine ont été formulés en taches communicatives.
Le méme travail a été réalisé pour chacun des trois niveaux des quatre capacités (produc-
tion et réceptions orales et écrites).

e Trois types d’informations sont présentes : une partie «PASSEPORT», une partie «BIO-
GRAPHIE LANGAGIERE ET AUTO-EVALUATION» et une partie «DOSSIER». On trouvera ci-
aprés les consignes relatives a la constitution de ce «DOSSIER»;

3) la partie «PASSEPORT» est réduite au minimum, limitée & la mention de la ou des
langues étudiées a 'école et au volume de I'enseignement suivi (en durée et en nombre
d’heures);

4) la présentation est aussi plaisante et ludique que possible: le plateau d’auto-évalua-
tion rappelle un plateau de jeu connu. apprenant y fait avancer, grace & des gommettes
de couleur, le marquage de ses acquisitions et de ses progrés;

5) les descripteurs de compétences ont été rédigés non pas en termes de connaissances
linguistiques (par exemple grammaticales ou lexicales), mais en termes de capacités com-
municatives ou de taches langagiéres concrétes,

e

e léger, afin que sa manipulation soit facile et que ce matériel n'alourdisse pas davanta-

ge le cartable de I'écolier;
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"o agréable, et méme ludique, d’oll la présentation sous forme d’un plateau de jeu et Puti-~

lisation de gommettes de couleur;

» robuste, ce qui explique le support cartonné : tous les professeurs connaissent la diffi-
culté qu'ont les éléves (méme au collége) a tonserver en bon état les classeurs ou les
cahiers de textes utilisés tout au long d’une année. Le choix a donc été fait d’un support
de pages dures;

Le rBle du professeur

Comme les autres portfolios, le portfolio «enfants»s appartient a 'apprenant. Toutefois, les
enfants utilisateurs ayant entre 8 et 11 ans, il ne pourra étre progressivement rempli, tenu
a jour et conservé en bon état qu'avec 'aide du professeur. Nous suggérons qu'au moins
une séance par trimestre soit consacrée & sa mise a jour. La tenue du portfolio s'inscrira
ainsi naturellement dans la démarche pédagogique souhaitée qui est d’associer l'appre-
nant & la gestion consciente de son apprentissage.

Il est souhaitable que les portfolios soient conservés dans la classe pendant I'année,
méme si lenfant est invité 3 le montrer & ses parents et a leur en expliquer l'usage.

Le professeur rend son portfolio @ chaque éléve a la fin de l'année.

" Le réle du professeur est également d'aider chaque éléve a s’auto-évaluer correctement.

Rappelons enfin que le portfolio ne doit en aucun cas se transformer en un instrument de
contréle, de notation ou de sélection, et que le caractére privé de toutes les indications ou
documents personnels que l'éléve aura pu y falre figurer (tant dans la partie consacrée
aux expériences interculturelles que dans son dossier), doit étre rigoureusement respecté.

La seule dérogation & ce principe sera la possibilité d’utiliser la partie <PASSEPORT» et le
plateau de la «BIOGRAPHIE» illustrant les compétences langagiéres acquises, pour une
orientation de I'éléve dans sa scolarité ultérieure vers des classes ou des groupes de

N
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niveau correspondant mieux a ses acquis. Le portfolio peut notamment aider 3 ceti{erﬂn-
tation lors d’un changement d’établissement et plus particuliérement lors du passage du
primaire dans le secondaire.

Le rdle des parents

Les parents peuvent jouer un rdle actif pour aider les enfants & remplir les pages du DOSSIER.
Le professeur encouragera les enfants a interroger leurs familles sur les thémes mentionnés.

Dans la mesure du possible, une séance d'information des parents sur la démarche péda-
gogique nouvelle qu'induit Uutilisation du portfolio est souhaitable en début d’année sco-
laire.

A noter que le portfolio peut jouer un rdle positif de lien entre institution scolaire et les
familles d’origine multiculturelles.

Une «Lettre aux parents» est intégrée en annexe a ce livret. Elle doit &tre signée soit par
I'institution solt par 'enseignant, puis photocopiée et distribuée aux parents d’éléves. Son
objectif est de sensibiliser les parents a la démarche du Portfolio et de leur expliquer Iin-
térét et les avantages d’une telle démarche.
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DESCRIPTION ET PROPOSITIONS D UTILISATION
DU PORTFOLIO ENFANTS

Deseription

Le portfolio se présente sous forme d'un document cartonné de 42 cm de c6té, dépliable.
Il se compose de :

* une page de couverture;

e un DOSSIER : deux pages consacrées aux expériences et connaissances interculturelles;
e un PASSEPORT;

¢ une BIOGRAPHIE LANGAGIERE : plateau central destiné a I'auto-évaluation.

# La page de couverture

L’éléve se contente d'inscrire son nom et son prénom, de coller sa photo et d’ap-
poser sa sighature.

& Lae D?tSSIER (par exemple un classeur de type courant), constituera un élément
part.

Il sera divisé en cing sections et illustrera, par des documents personnels, les expériences
et les connaissances interculturelles et linguistiques. Les quatre premiéres sections du
DOSSIER correspondent chacune & P'une des rubriques suivantes :

.- Ma famille et mes amis : elle concerne I'environnement familial et son ouverture
sur d’autres cultures (parents, amis, voisins).

- Je parle, je comprends, je connais : elle permet d'illustrer non seulement les com-
pétences linguistiques extra-scolaires de 'enfant mais aussi les connaissances diverses qui
témoignent de sa curiosité pour d’autres pays.
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- Mes golits : cette rubrique compléte la précédente. Elle illustre non seulement les
connaissances, mais aussi les go(its et les motivations de 'enfant.

- Mes voyages et mes échanges : cette rubrique porte a la fois sur les expériences
réelles de voyages et d’échanges faits dans le cadre familial ou scolaire et sur les échanges
a distance (de la simple correspondance scolaire au courrier électronique).

La cinquidme section correspond aux compétences linguistiques (travaux, lettres, poésies,
fiches d’auto-évaluation, etc.)

-

Chacune des quatre premiéres rubriques propose un certain nombre d’items, en moyenne

6 par rubrique, formulés sous forme d’exemples concrets.

En face de ces items un carré de neuf cases permet a 'enfant de marquer d’une croix sa
réponse positive. Si, en fin de trimestre, I'éléve coche une case, cela signifie qu'il a eu ou
vécu une expérience nouvelle dont il souhaite garder la trace. Ce carré de neuf cases est
prévu pour une utilisation du portfolio pendant trois ans avec une mise a jour trimestriel-
le (soit 9 mises & jour). ' '
Lorsque |'éléve a coché une case, on l'encourage @ mettre dans son dossier un document

de son choix correspondant a la rubrique concernée (photographies, documents authen-

tiques ou photocopiés, illustrations diverses, souvenirs, etc.).
Un bref espace de lignes pointillées lui donne la possibilité de préciser ou d’ajouter
quelques détails.

Nota : périodiquement les éléves sont amenés a enrichir leur dossier et, éventuellement,
a remplacer certains documents par d’autres. Certains de ces documents peuvent avoir un
caractére strictement personnel et une valeur de souvenir. Plus encore que le support dur
du portfolio, le dossier reste la stricte propriété de V'éléve et c’est a lui de décider s'il sou-
haite ou non le faire voir ou le communiquer a autrui. Si cette condition est respectée, la
mise en commun de certains documents des dossiers dans un groupe classe peut &tre
d'une grande richesse pédagogique et méme s'inscrire dans un projet d’exposition ou
d’échange.

S s e et e A
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% LE PASSEPORT

Cette page comprend :

e les objectifs du portfolio «Le portfolio pour quoi faire ?». Les cing points doivent &tre
expliqués et commentés avec la classe lors de la premiére présentation du portfolio.

¢ des indications de caractére administratif sur les études suivies par I'éléve. Cette partie
doit &tre complétée par le professeur.

L

La partie «<PASSEPORT» des portfolios destinés & des apprenants plus dgés consigne les

examens, certifications et dipldmes obtenus. Dans «Mon premier portfolio des langues»,
il 'y a pas lieu d’indiquer autre chose que la ou les langues étudiées ainsi que les rythmes
et le volume des enseignements.

4% La BIOGRAPHIE LANGAGIERE (pages centrales)

Sur le plateau central, I'éléve estime lui-m&me ses compétences (seul ou avec l'aide du
professeur, voir ci-dessous «L’aide a I'auto-évaluation»). Il réfléchit sur ce qu'il est capable
de faire dans les langues qu'il connait ou qu'il étudie, dans les quatre capacités classiques
: écouter, parler, lire, écrire.

A chaque angle du plateau, chacune de ces quatre capacités est représentée par un
itinéraire progressif, rappelant le jeu de marelle, qui part d’un angle du plateau vers le
centre.

Chaque «marelle» comprend neuf cases qui exemplifient les progrés de la compé-
tence communicative, allant de ses tous débuts a une compétence de communication qui
définit le niveau de fin d’école primaire.

Les taches décrites dans ces «marelles» sont ordonnées de fagcon concentrique (de
Pextérieur vers le centre) suivant une progression correspondant a une complexification
croissante de la compétence linguistique requise.

Les neuf tdches décrites pour chague marelle correspondent aux niveaux A1 et A2
du Cadre de référence du Conseil de 'Europe.

11
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La terminologie des échelles de niveau du Conseil de P'Europe a été adaptée de facon &

ce que les descripteurs du Cadre de référence soient compréhensibles par les enfants,
Chaque descripteur a donné lieu @ une reformulation sous forme de tdche communicative
a réaliser.

Attention : ces tiches et leurs descripteurs ne constituent pas un référentiel canonique a
respecter dans un programme d’enseignement. Elles n'ont pour but que d’illustrer & titre
d’exemple des paliers d’acquisition de la compétence communicative. C'est pour cela qu'a
chaque niveau figure une case vide dans laquelle I'éléve peut inscrire une autre activité
langagiére qu'il se juge capable de réaliser : telle est la fonction des cases vides «/e peux
aussm.

Sur les cdtés du plateau sont indiquées quatre taches qui impliquent P'interaction
entre les capacités :
' e &couter - parler
e parler - lire
® lire - écrire
e écrire - écouter

Cette configuration ne permet pas de faire figurer les taches impliquant les Interac-
tions «écouter - lire (compréhension orale et écrite)», par exemple : comprendre un film
sous-titré; et «parler - écrire», par exemple : dicter en épelant. Dans la réalité des échanges
entre deux personnes, ces deux derniéres interactions sont beaucoup plus rares que les
quatre précédentes.

L'aide & Uavto-€valuation

Estimer ses propres compétences pour la premiére fois de sa vie est une tache difficile &
mener, autant pour un adulte que pour un enfant.

Il est donc souhaitable de préparer l'élave & Pauto-évaluation que lui propose le plateau |
du portfolio.




Selon la compétence visée et en fonction du niveau, le professeur pourra soit poser des
questions a l'éléve («Est-ce que tu penses que tu es capable de décrire ta famille ?», «Est-
ce qu'a ton avis, tu peux, sans te tromper, écrire une liste de choses a acheter ?», etc.),

soit lui proposer des fiches d’auto-évaluation de la compétence visée. Des exemples de-

fiches sont disponibles en annexe.

Lutilisation des fiches d’auto-évaluation comporte de nombreux avantages. Ces fiches per-
mettent entre autres :

¢ de faire réfléchir I'enfant sur des critéres concrets (Par exemple, pour la compé-
tence «Savoir décrire sa famille», 'éléve pourra s’interroger sur «je suis capable de décri-
re ma mére», ou sur «je peux parler du métier de ma soeur», ou encore sur «je peux dire
olt habitent mes grands-parents»);

* de garder une trace de la réflexion de I'enfant sur ses compétences. Cela permet,
en fonction de 'emplacement des croix («Je peux le faire sans difficulté» ou «je commence
seulement & pouvoir le faire»), de lui faire comprendre qu'il s’est sous-estimé ou surestimé;

e de répéter cette activité a des dates différentes pour faire prendre conscience a
I'éléve de ses progrés.

On le voit, ce type de réflexion est formateur. On peut réellement parler ici d’évaluation
«participative», car elle ne cherche pas a noter la performance de I’éléve mais a l’lnformer
sur ce qu'il sait faire et sur ce qui lui reste @ apprendre pour savoir faire.

La vérification des résultats de I'auto-évaluation peut prendre la forme d’un jeu de rdles ou
d’une simulation de la tdche communicative sur laquelle I’éléve est amené & se prononcer.

Le marquage des progrés

Le marquage des progrés et des acquisitions est effectué par I'éléve a 'aide de gommettes
de couleurs.

On utilisera une couleur différente pour chaque langue étudiée a I'école ou pratiquée a
extérieur. Mon premier portfolio permet de visualiser, en paralléle, les compétences de
l'éléve dans quatre langues différentes.
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Apr}; aQoifréomplé}é sa fiche d"éﬁto-évaqm—ation, et aprés vérification par le profeséédr de
la maitrise de cette compétence, I'éléve colle une gommette en face de la case ol figure
la tache évaluée.

i Exemple au niveau A1 (premiére année)

Aprés utilisation de la fiche d’auto-évaluation, ou aprés discussion avec le professeur, puis
vérification plus formelle & l'aide d’un exercice, I'éléve, si sa compétence est prouvée, peut
coller, & cHté de la case de la marelle concernée, une gommette de couleur. La couleur sera
différente pour chacune des langues qu'il pratique ou apprend.

Sur cet exemple, 'éléve a prouvé sa compétence & parler de I'endroit oli il habite et des
gens qu'il connalt en deux langues différentes,

{hgpatse 16 pasie,
jo PRASL oo
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# Répartition des gommettes
Suivant I'importance donnée 3 telle ou telle capacité, la répartition des gommettes visua-
lisant les acquisitions sera différente. Il est évident qu'un éléve suivant un enseignement
essentiellement centré sur l'oral (compréhension et production) pourra placer davantage
de gommettes correspondant & ces capacités que dans les marelles concernant 'écrit.

En revanche, un enseignement plus intensif, de type bilingue, a de fortes chances de faire
apparaitre une répartition plus équilibrée.

# Rythme des séances consacrées au portfolio

Le role du portfolio n'est pas de se substituer aux activités d’apprentissage mais de les
accompagner.

Nous suggérons deux séances de présentation du portfolio aux apprenants : une séance
pour expliquer utilisation du plateau de la BIOGRAPHIE LANGAGIERE, une autre séance
pour la composition du DOSSIER «Mes contacts avec d’autres langues et d’autres cul-
tures». Ces séances ont pour but de familiariser les éléves avec le portfolio et de répondre
a leurs interrogations et a leurs questions.

Par la suite une a deux séances par trimestre seront suffisantes, pour ['auto-évaluation et
pour la tenue du dossier. Un espacement de ces séances est souhaitable pour que les
éléves puissent prendre conscience de leurs progrés.
Les séances de mise a jour du portfolio gagneront a étre faites en petits groupes de tra-
vail, favorisant ainsi les discussions entre les éléves.

#:Utilisation du portfolio pour Papprentissage du frangais langue étrangére

Pour des apprenants frangais engagés dans un apprentissage précoce de I'anglais ou de
Pallemand, les consignes du portfolio, rédigées de fagon aussi simpte que possible, ne
posent guére de probléme de compréhension.

En revanche, pour les éléves étrangers apprenant le francais, et, & plus forte raison, dans
la situation ol le francais ne serait ni la langue maternelle ni la l[angue cible, les consignes
devront impérativement &tre traduites dans la langue des apprenants.

1
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Maltrise de (a compEtence :
€ CRIRE UNE PETITE LETTRE AMICALE  Niveaw Al+

Je suis capable de :

oooooooooooooooooooooooooooooooooooooooooooooooooooooooo

LANGUE 1

LANGUE 2

LANGUE3

©

©

®

©

©

®

© ©

®

1. écrire quelques mots pour m’adresser a
la personne a qui j’écris.

2. faire une phrase pour donner de
mes nouvelles.

3. faire une phrase pour demander
des nouvelles.

4. faire une phrase pour dire le temps
qu'il fait,

5. faire une phrase pour expliquer ce que
je vais faire dimanche prochain.

6. faire une phrase pour prendre congé.
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Malhrise de ta compEience :

COMPLENDLE UNE HISTOIRE COULKTE  Aiveav Al+

Je suis capable de :

ooooooooooooooooooooooooooooooooooooooooooooooooooooooo

LANGUE 1

LANGUE 2

LANGUE3

©

©

®

©

@)

®

©

©

® .

1. repérer tous les personnages.

2. repérer les lieux ol Ihistoire se passe.

3. repérer I'"époque ol I'histoire
se déroule.

4. repérer ce qui arrive aux personnages.

5. raconter cette histoire a quelqu’un.

6. dire si I'histoire me plaft.

19
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Maltrise de La compEience |

PARLER DE MA FAMILLE  Alveav Al+

Je suis capable de :

-------------------------------------------------------

LANGUE 1

LANGUE 2

LANGUE3

©

©

®

©

@

®

©

parents ou quelqu’'un de ma famille.

1. décrire mon pére, ma mére, mes grands-

© ©

2. dire si j’ai des fréres ou des sceurs,
leurs noms, leurs ages, ce qu'ils font.

3. parler du métier que fait quelqu’un
de ma famille.

4. parler des godts de guelqu'un
de ma famille.

5. dire ol habitent les membres
de - ma famille,

20
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F,

€ COUTER

--------------------------------------------------------

Maltrise de (o competence ;
EXPLIQUER UN JeEv

Je suis capable de :

Niveau AL+
LANGUE 1 LANGLUE 2 LANGUE 3
© 606 ®

1. donner les régles du jeu
(qui commence, combien de joueurs,

a quel moment on gagne...)

qui fait quoi, combien de temps ¢a dure,

® O ®

©§;®

2. expliquer comment on commence le
jeu.

3. expliquer le déroulement du jeu.

4. dire ce qu’on n'a pas le droit de faire.

5. expliquer autrement si on ne me
comprend pas.

21
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je peux comprendre des mots familiers et
des expressions trés courantes au sujet de
mol-méme, de ma famlile et de l'environne-
ment concret et Immédiat, si les gens parlent
lentement et distinctement.

Je peux comprendre des expressions et un
vocabulaire trés fréquent relatifs & ce qui
me concerne de trds prés (par ex. moi-
méme, ma famille, les achats, l'environne-
ment proche, le travall). Je peux salsir t'es-
sentiel d'annonces et de messages simples
et clalrs,

Je peux comprendre les points essentiels
guand un langage clalr et standard est utili-
sé et s'l s'agit de sujets familiers concer-
nant le travail, 'école, les loisirs, etc. Je
peux comprendre 'essentie! de nombreuses
émisslons de radio ou de télévislon sur l'ac.
tualité ou sur des sujets qui m'intéressent &
titre personnel ou professionnél si I'on parle
d'une fagon relativement lente et distincte.

Je peux comprendre des noms famillers, des
mots ainsl que des phrases trés simples,
par exemple dans des annonces, des
affiches ou des catalogues,

Je peux live des textes courts trés-simples,
Je peux trouver une Information particuliére
prévisible dans des documents courants
comme les petites publicités, les prospec-
tus, les menus et les horaires et je peux
comprendre des lettres personnelies
courtes et simples.

Je peux comprendre des textes rédigés
essentiellement dans une langue -courante
ou relative @ mon travall. Je peux com-
prendre la description d'événements, |'ex-
pression de sentiments et de souhaits dans

des lettres personnelles.

Je peux communiquer, de fagon simple, a
condition que l'interlocuteur soit disposé a
répéter ou 2 reformuler ses phrases plus
‘lentement et @ m'alder & formuler ce que
j'essaie de dire. Je peux poser des questions
_simples sur des sujets famliliers ou sur ce
dont J'al Immédiatement besoin, alnsl que
répondre 2 de telles questions.

Je peux communlquer lors de taches simples
et habituelles ne demandant qu'un échange
d'Informations simple et dlrect sur des
sujets -et des activités familiers, Je peux
avolr des échanges trés brefs méme si, en
régle générale, je ne comprends pas assez
pour poursuivre une conversation.

Je peux faire face 2 la majorité des sltua-
tions que 1'on peut rencontrer au cours d'un
voyage dans un pays oll la langue est par-
l€e. Je peux prendre part sans préparation a
une conversation sur des sujets familiers ou
d'intérét personnel qul concernent la vie
quotidienne (par exemple famille, loisirs,
travail, voyage et actualité).

Je peux utillser des expressions et des
phrases simples pour décrire mon lieu d'ha-
bitatlon et les gens que je connals.

Je peux utiliser une sérle de phrases ou
d'expressions pour décrire en termes
simples ma famille et d'autres gens, mes
conditions de vie, ma formation et mon acti-
vité professionnelle actuelle ou récente.

Je peux m'exprimer de maniére simple pour
raconter des expériences et des événe-
ments, mes réves, mes espoirs ou mes
buts. Je peux bridvement donner les raisons
et les explications de mes opinions ou pro-
Jets. Je peux raconter une histoire ou 'n-
trigue d‘un livre ou d'un film et exprimer
mes réactions,

Je peux é&crire une courte carte postale
simple, par exemple de vacances. Je peux
porter des détalls personnels dans un ques-
tionnaire, Inscrire par exemple mon nom,
ma nationallté et mon adresse sur une fiche
d'hbtel.

Je peux écrire des notes et messages
simples et courts, Je peux écrire’ une lettre
personnelle trés simple, par ex. de remer-
clements.

Je peux &crire un texte simple et cohérent
sur des sujets familiers ou qui m'intéres-
sent personnellement. Je peux écrire des
lettres personnelles pour décrire des expé-
riences et des Impressions,
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Je peux comprendre des conférences et des
discours assez longs et méme sulvre une
argumentation complexe sl le sujet m‘en est
relativement familier. Je peux comprendre la
plupart des émissions de télévision sur I'ac-
tualité et les Informations, Je peux com-
prendre la plupart des films en langue stan-
dard.

je peux comprendre un long discours méme
s'il n'est pas clairement structuré et que les
articulations sont seulement Implicites, Je
peux comprendre les &missions de télévi-
slon et les films sans trop d'effort.

—

Je n'al aucune difficulté 2 comprendre le lan-
gage oral, que ce soit dans les conditions
du direct ou dans les médias et quand on
parle vite, @ condition d'avoilr du temps
pour me familiariser avec un accent particu-
lier.

Je peux lire des articles et des rapports sur
des questions contemporaines dans les-
quels les auteurs adoptent une attitude par-
ticullére ou un certain point de vue. Je peux
comprendre un texte littéraire contemporain
en prose,

Je peux comprendre des textes factuels ou
littéraires longs et complexes et en appré-
cler les différences de style, Je peux com-
prendre des articles spécialisés et de
longues Instructions technigites méme lors-
qu'ils ne sont pas en relation avec mon
domaine.

Je peux-lire sans effort tout type de texte,
méme abstrait ou complexe quant au fond
ou 2 la forme, par exemple un manuel, un
article spéclalisé ou une ceuvre littéraire,

Je peux communiquer avec un degré de
spontanéité et d'alsance qul rende possible
une interaction normale avec un locuteur
natif. Je peux particlper activement a une
conversation dans des situations familiéres,
présenter et défendre mes oplinlons.

Je peux m'exprimer spontanément et cou-
ramment sans trop apparemment devolr
chercher mes mots. Je peux utiliser la langue
de maniére souple et efficace pour des rela-
tlons soclales ou professionnelles. Je peux
exprimer mes Idées et opinlons et ller mes
interventions & celles de mes interlocuteurs.

Je peux participer sans effort & toute conver-
sation ou discussion et je suis aussi trés 3
l'alse avec les expressions idiomatiques et
les tournures courantes. Je peux m'exprimer
couramment et exprimer avec précision de
fines nuances de sens, En cas de difficulté,
je peux faire marche arriére pour y remédier
avec assez d'habileté et pour que cela
passe presque inapergu,

Je peux m'exprimer de fagon claire et
détaillée sur une grande gamme de sujets
relatifs 3 mes centres d'intérét. Je peux
développer un point de vue sur un sujet
d'actualité et expliquer les avantages et les
Inconvénients de différentes possibilités.

Je peux présenter des descriptions claires et
détaillées de sujets complexes, en intégrant
des thémes qul leur sont liés, en dévelop-
pant certains points et en terminant mon
intervention de fagon appropriée,

Je peux présenter une description ou une
argumentation claire et flulde dans un style
adapté au contexte, construire une présen-
tation de fagon logique et aider mon audi-
teur & remarquer et & se rappeler les points
importants.

Je peux écrire des-textes clairs et détaillés
sur une grande gamme de sujets relatlfs a
mes Intéréts, Je peux €crire un essal ou un
rapport en transmettant une information ou
en exposant des ralsons pour ou contre une
opinion donnée, Je peux écrire des lettres
qui mettent en valeur le sens que j'attribue
personnellement aux événements et aux
expériences.

Je peux m'exprimer dans un texte clair et
blen structuré et développer mon point de
vue, Je peux écrire sur des sujets complexes
dans une lettre, un essal ou un rapport, en
soullgnant les points que je Juge impor-
tants. Je peux adopter un style adapté au
destinataire.

Je peux &crire un texte clalr, flulde et stylls-
tiguement adapté aux circonstances. Je
peux rédiger des lettres, rapports ou
articles complexes, avec une construction
clalre permettant au lecteur d'en saisir et
de mémoriser les points Importants, Je
peux résumer et critiquer par écrit un
ouvrage professionnel ou une ceuvre litté-
raire.

'y
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APPENDIX G
Twelve Week Program of ELP Junior Model Implementation



Weekly program of ELP Junior Model Implementation

LESSON

META-

TASK AIM LEARNING RESOURCE
NO. MANAGEMENT COGNITIVE '
SKILLS AWARENESS
1 Students fillinthe | For learners to have Insight mto one’s Questionnaire
first half of the an understanding of own learning style
leamner autonomy their own language
questionnaire learning
Teacher introduces | Familiarise students How to use the ELP | ELP
ELP and distributes | with the importance as resource for lang.
an ELP to each ofthe ELP and its learning
student. usage.
3
2 Students fill in the For learners to have Insight into one’s Questionnaire
second half of an understanding of own learning style
learner autonomy their own language
questionnaire leamning
Students fill in their | Students’ reflecton | Monitoring the ELP Passport
personal detailsin | where and how they | leaming
pp-1,2,and 3 of the |have learned
ELP languages
Teacher explains | Students learn how ELP Dossier
what learning logs | to monitor their
are and how they weekly progress in
will be used the English course
Teacher pins on the | For learners to be
classroom wall the | aware of their short
poster which states | term-goals.
ali of the objectives
to be met during the
semester.
Students are Students Evaluating the ELP Dossier
assigned to fill in systemisation of the | process '
thetr first leaming | self-assessment
log for the previous | Process
week
3 Students fill in sel | To update Defining long-term ELP Passport
assessment checklist | monitoring of the objectives
A Zero language learning Evaluating the
achieved product
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Students are freeto | To guide students | Defining shori-term | How to use different | ELP Dossier
select the topic for | from teacher- objectives learning
their ﬁrst we_ek]y dependant learning Defining and environments and
Dosster-project towards learner selecting TeSOUrCces
work { independency approp gate
i materials

Teacher gives To help the student | Evaluating the ELP Dossier
feedback on to develop self- process
leamning logs. assessment skills.
Students are To encourage Evaluating the ELP Dossier
assignedtofillina |students to reflect product
selfyeport form for | on their own
their Dossier-project | learning
work.
Teacher administers | Students evaluate Questionnaire
CoE anchor their attitudes
questions set 1 towards the ELP
In groups of four . {To promote a Co-operative ELP Dossier
students show each | collaborative and learning strategies
other their projects. | sharing classroom. '
New vocabulary is
identified and taught
to each other.

To facilitate peer

teaching.
Teacher and Tomake students | Evaluating the ELP Dossier
students discuss the | aware of their own | product
criteria for assessing | strengths and
the project—work. | weaknesses.
In pairs students To promote peer Evaluating the ELP Dossier
assess one another’s | correction product
project
Teacher gives To help the student | Evaluating the ELP Dossier
feedback on to develop self- process
learning logs. assessment skills.
Various topicsare | Defining the Defining the place | How to use different | ELP Dossier
discussed for the objective and and time of learning. | learning
weekly project; the | sharing the environments and
topic, which the responsibility of Defining shori-term | resources
majority of the class | learning through objectives. '
selects, is assigned. | project work.
Students fillin“I | Tomakestudents | Monitoring learning ELP Biography
speak, I understand, |aware of their
I recognize” linguistic skills.
checklist. ;
In pairs students To promote peer Evaluating the ELP Dosster
assess one another’s | correction product

project
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In turns every To promote peer Evaluating the ELP Dossier
student holds up the | correction product
best project int his
portfolio and the
class assesses it.
Teacher gives To help the student | Evaluating the ELP Dossier
feedback on to develop self- process
leamning logs. assessment skills. '
Varioustopicsare | Defining the Defining the place | How to use different | ELP Dossier
discussed for the objective and and time of learning. | learning
weekly project; the | sharing the environments and
topic, which the responsibility of Defining short-term | Fesources
majority of the class | learning through obj ectives
selects, is assigned. | project work.
Students fill in “The { Students critical How to use different | ELP Bidgraphy
Foreign Languages I | thinking of leaming
Know” checklist intercultural environments and
experiences resources
Teacher collects the | Students critically ELP Dossier
project-work of this { think about self-
week with the self- | assessment and
report forms. (The | teacher assessment.
researcher will
evaluate the work
and give feedback to
the students) ‘
Teacher gives To help the student | Evaluating the ELP Dossier
feedback on to develop self- process
learning logs. assessment skills.
Various topics are | Defining the Defining theplace | How to use different | ELP Dossier
discussed for the objective and and time of leamning. | learning
weekly project; the | sharing the environments and
topic, which the responsibility of resources
majority of the class | learning through Defining short-term
selects, is assigned. | project work. objectives.
Teacher gives To help the student | Evaluating the
feedback on to develop self process
learning logs. assessment skills.
In pairs students To promote peer Evaluating the ELP Dossier
assess one another’s | correction product
roject
Various topics are | Defining the Defining the place | How to use different | ELP Dossier
discussed for the objective and and time of learning. | learning '
weekly project; the | sharing the environments and
topic, which the responsibility of Defining short-term | fesources
majority of the class | leamning through objectives.
selects, is assigned. | project work.
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-administer CoE Students evaluate Questionnaire
anchor questions their attitudes
set2 towards the ELP
8 Teacher gives To help the student | Evaluating the ELP Dossier
feedback on -| to develop self- process
learning logs. assessment skills. ,
In pairs students To promote peer Evaluating the ELP Dossier
assess one another’s | correction product
roject
Students fill inthe | To promote students | Evaluating the ELP Biography
“My Travels and reflection of process
Contacts” checklist | mformal
institutional
experiences
Various topics are | Defining the Defining the place | How to use different | ELP Dossier
discussed for the objective and and time of learning. | leaming
weekly project, the | sharing the environments and
topic which the responsibility of Defining short-term | resources
majority ofithe learning through objectives
class selects is project work.
assigned.
0 Teacher gives To help the student | Evaluating the ELP Dossier
feedback on to develop self- process
learning logs. assessment skills.
In groups student To promote a Co-operative
conduct an activity | collaborative and learning strategies
based on speaking | sharing classroom. '
Students fillin a Self-assessment in Insight into ones ELP Dossier
self-report form group work own learning style
based on the
speaking activity
In pairs students To promote peer Evaluating the ELP Dossier
assess one another’s | correction product
roject
Various topicsare | Defining the Defining the place | How to use different | ELP Dossier
discussed for the objective and and time of learning. | leamning
weekly project, the | sharing the environments and
topic which the responsibility of Defining short-term | resources
majority of the learning through objectives
class selects is project work.
assigned.
10 | Teacher gives To help the student - | Evaluating the ELP Dossier
feedback on to develop self- process
learning logs. assessment skills.
Students listen to Students enjoy Using different ELP Dossier
Englishsongsand | themselves and hear learning resources -
answer questions on | the music of the
worksheet target culture.
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In pairs students To promote peer Evaluating the ELP Dossier
assess one another’s | correction and product
project constructive
feedback to one
_ another.
Various topics are | Defining the Defining the place | How to use different | ELP Dossier
discussed for the objective and and time of learning. | learning : :
weekly project, the | sharing the : environments and
topic which the responsibility of Defining short-term | resources
majority of the learning through objectives
class selects is project work.
assigned.
11 [Studentsupdate .| Toupdate Defining long-term ELP Passport
self-assessment monitoring of the objectives
checklist A Zero language leaming
and Al achieved Evaluating the
product
Students select the | Studentsreflecton | Evaluating the ELP Dossier
best project work in { their work product
their portfolios and
display it to the Evaluating the
class process
Students fill inthe | For learners to have Insight into one’s Questionnaire
first half of the an understanding of own learning style
learner autonomy their own language
questionnaire after using the ELP
‘ in language learning .
12 |-Administer second Insight into one’s Questionnaire
half leamer own learning style
autonomy
uestiormaire
-Administer CoE Students evaluate Questionnaire
anchor questions their attitudes
set 3 towards the ELP
Discussion on the Students evaluate
overall evaluation of | the period and
ELP-oriented instrument of
instruction. treatment.
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2% OGRENCIANKETI \=
STUDENT QUESTIONNAIRE
Ad1 Soyad:r (Name Surname):
Dkul(School):
Siif (Class): :
Cinsiyet (Gender): Kiz (Female) | | Erkek (Male) | |

Sevgili cocuklar, bu anket formu sizlerin Ingilizce 6greniminiz ile ilgili davramslarmizin arastiriimas:
imaciyla size verilmigti. UNUTMAYIN bu anket sizin dil 6grenimdeki bagarimizi en yiiksek seviyeye
astrmak i¢in hazirlanmstir.

ear children, this questionnaire is given to you so that your behaviour in learning English can be
nvestigated. DO NOT FORGET this questionnaire is prepared so that your language learning can be
nore successful. .
titfen asagidaki maddeleri ¢cok cok iyi diisiiniin, sonra size uygun gelen sadece bir segenege ait bos
futuya ¢arpi (X) koyarak isaretleyin, ve liitfen higbir maddeyi cevapsiz birakmayn.

Please think very very carefully about the items, then put a cross (X) in the box appropriate for you,
ind please do not leave any items unanswered.

L .

S=Her Zaman Dogru S=Always True
4=Cogu Zaman Dogru 4=Mostly True
3=Bazen Dogru 3=Sometimes True
}2=Nadiren Dogru 2= Rarely True
1=Hicbir Zaman Dogru Degil 1=Never True

| 514[3]2]1
1 |Ingilizce dgrenirken bildiklerimle yeni 6grendiklerim arasmnda iliskiler

kurmaya ¢ahsrm.

| When I am learning English I try to relate the new things I have learned to my
| former knowledge.

2 | Ingilizce yazilmus olan diger kitaplardan ve kaynaklardan kendi istegimle
faydalanirim. _

| L use other English books and resources on my own will.

3 |Ingilizce konusan bir insam duydugumda onu ¢ok dikkatli dinlemeye

| cahgmm.

| When I hear someone talking in English, 1 listen very carefully.

4 | Arkadaslarmla veya ailemle Ingilizce konugmak istiyorum.

I'want to talk in English with my family or friends.

5 | Basit Ingilizce ile yazilmis olan kitaplar kendi istegimle okurum.
It is my own preference to read English books written in basic English.

6 |Ingilizce 6grenirken kendi kendime grenebilecegim ahstirmalan severim.
While learning English, I like activities in which I can learn on my own.
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Ingilizce 6grenirken kendi kendime yeni seyler denemeyi severim.
I like trying new things while I am learning English.

Ingilizce bir konuyu 6gretmen anlatmazsa, onu 6grenemeyecegim diye
korkarim.

I am afraid that I wont learn a topic If the teacher doesn’t explain it in the
English class. .

Ingilizce’yi kendi kendime 6renmek zorunda kalmayl sevmem.
I don’t like learning Engltsh on my own.

Ingilizce dersinde 6grenemedigim konuyu tek baslma cahisarak 6grenebilirim.
If I cannot learn English in the classroom, I can learn working on my own.

Ingilizce 6grenirken 6gretmenimin yanimda olmas: beni rahatlatiyor.
1 feel confident when the teacher is beside me while I am learning English.

Ingilizce’yi sadece dgretmenin yardimyla dgrenebilirim.
I can learn English only with the help of my teacher.

Ingilizce grenmem i¢in 6retmenim bana her zaman yol gostermelidir.
My teacher always has to guide me in learning English.

il

Ingilizce grenirken dgretmenimin dilbilgisi kurallarim tekrarlayarak
anlatmasim isterim.
While learning English I would like my teacher to repeat grammatical rules.

Ogretmenim bize Ingilizce’deki her ayrmtiy: anlatinca sevinirim.
1 feel happy when my teacher explains every detail of English.

Gelecekte Ingilizce’yi tek basima/6gretmenim olmadan 6grenmeye devam
etmek isterim.

In the future, I would like to continue learning English on my own/without a
teacher.

Diger 6grencilerle ¢ahsabilecegim Ingilizce proje 6devlerinden hoglanirm.
In the English lesson I like projects where I can work with other students.

Ingilizce nin dil bilgisini kendi kendime/6gretmene gerek duymadan
Ogrenebilirim.
I can learn the English grammar on my own/without needing a teacher.

Ingilizce’deki sozciikleri 63renmek icin kendi yontemlerimi kullanm.
I use my own methods to learn vocabulary in English.

Ingilizce’deki sézciikleri sozliik karistirarak gelistirmeyi severim.
1 like learning English words by looking them up in a dictionary.

Sadece dgretmenim Ingilizce dil bilgisi kurallarim bana dgretebilir. Tek
basima 6grenemem.

Only my teacher can teach me the English grammar. I cannot learn on my
own.

Ogrenecegimiz sozciikleri 5gretmenin vermesini isterim.
I want the teacher to give us the words that we are to learn.
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Yabanc dil derslerimle ilgili kaset/video/CD’ leri smuf diginda kullanmak
isterim.

I'would like to use cassettes/ video/CD’s in the foreign language, ousidet of
the classroom.

Ingilizce okumay1 ve dinlemeyi ashnda sinif dismda yapmayi tercih ederim.
In fact 1 like to listen and read in English outside of the classroom.

Yabanci dil derslerim igin malzemeleri kendim se¢mek isterim.

I'would like to select the materials for my foreign language lessons.

Ingilizce dersinde neler yapilacag: konusunda sorumluluk paylasmak isterim.
I'would like to share the responsibility of deciding what to do in the English
lesson.

Ben Ingilizce’yi nasil en iyi sekilde 6grenebilecegimi bilirim.
I know how I can learn English the best.

Ingilizce dersindeki bir konuyu 6grenmemissem, sorumlusu benim.
If I haven’t learnt something in my English lesson, I am responsible for it.

Ingilizce dersinde retilecek konulari kendim belirlemek isterim. _
I'would like to choose the content of what is to be taught in the English lesson.

Yazilidan iyi bir not alinca, bir daha o ders konularim ¢alismam.
1 don’t study the topics after I get a good grade from my test.

Arkadaglanmm yabanci dilde benden daha iyi olduklarnm diigiiniiriim. Onlarin
seviyesine ulagsmak isterim.

I think my friends are better than me in the foreign language. I want to reach
their level of English.

Ingilizce derslerimle ilgili eksiklikleri nasil telafi edecegim konusunda
endiselenirim.

1 hesitate on the matter of compensating what I have missed in English
lessons.

Ingilizce’de iyi bir seviyeye gelecegime inantyorum.
1 believe that I will reach a good level in the English language.

Ingilizce’yi smav olacagmmz zaman gahisirm.
I study English when we are going to have a test.

ingilizce’yi kendi kendime cahsmea daha iyi ogrendigimi distntyorum.
I think that I learn English better when I work on my own.

Ingilizce dersini sadece dgretmenimin verdigi ddev icin galigrm.
1 only study for the English lesson when the teacher gives homework.

Ingilizce’yi yalmz ¢ahsmaktansa arkadaglarimla ¢ahgmak bana daha faydah
oluyor.

I find it more useful to work with my friends than working on my own for the
English lesson.

Ingilizce ahstirmalan sadece 6gretmenim not verecegi zaman ¢abgirm.
I do the English lesson activities only when my teacher is going to grade me.
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Ogretmenimin yazih smavlardan daha farkli smav tiirleri yapmasi hoguma
gider.
1 like it when my teacher gives us different test types, other than written tests.

Ogretmenimin Ingilizce dersi igin gok smav yapmasi hosuma gider.
I like it when my teacher does a lot of tests in our English lesson.

Ogrendigim yabanci dildeki fikralarm anlamaya ¢ahsrm.
1 try to understand the jokes and riddles of the foreign language.

Ogrendigim yabanc: dilin kiiltiiriinii de aragtrmm.
1 also investigate the culture of the foreign language I am learning.

Ogrendigim yabanci dilin atasozlerini ve deyimlerini de arastirmm.
I also investigate the idioms and sayings of the foreign language I am
learning.

Yurtdiginda yasamus olan insanlara, oradaki insanlarm yagam bicimleriyle
ilgili sorular sorarmm.

I ask people who have lived abroad about the lifestyles of the people living
there.

f
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APPENDIX 1

Council of Europe Learner Anchor Questions
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CoE Learner Anchor Questions —Set 1, Set 2, and Set 3.

SET 1: After the first week of the introduction of the ELP and the first self assessment

A. IL Does the ELP allow you to show what you can do in foreign languages?
Avrupa Dil Gelisim Dosyamiz yabanc: dilde neler yapabildigini gdsteriyor mu?

B. IL Does the ELP help you understand the learning objectives?
Avrupa Dil Gelisim Dosyamz yabanci dili §grenmedeki amaclarimzi anlamanizi
sagliyor mu?

C. IL Does the ELP help you assess your language skills?
Avrupa Dil Gelisim Dosyaniz dil becerilerini 6l¢gmenize yardim ediyor mu?

D. IL Do you find it useful to compare the teacher’s assessment of your language
competence with your own assessment?
Ogretmemn senin dil becerilerini 6l¢iiyor. Sen de kendi dil becerilerini dl¢iiyorsun.
Sence 0 gretmemn Olgiimiinii seninki ile kiyaslamak faydah olur mu? -

E. IL Should building up an ELP be part of regular class work?
Sence bir Avrupa Dil Gelisim Dosyast yabanci dil dersinde diizenli olarak
kullanilmali rm?

F. IL Do you like having an ELP?
Avrupa Dil Geligsim Dosyanizin olmas: hosunuza gitti mi?
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SET 2: After four weeks of ELP implementation.

A. 2L Does the ELP allow you to show what you can do in foreign languages?
Avrupa Dil Gelisim Dosyas: yabanci dilde neler yapabildiginizi gosteriyor mu?

B. 2L Has the ELP helped you to see progress in learning?
Avrupa Dil Geligim Dosyasi dil 6grenmedeki siirecinizi gormenizi saghyor mu?

C. 2L Did the ELP help you to self-assess your competence?
Avrupa Dil Gelisim Dosyasi dildeki kendi yeteneklerinizi kendi kendinize
degerlendirmenize yardime: oluyor mu?

D. 2L Did your teacher(s) agree with your self-assessment?
Avrupa Dil Gelisim Dosyamzdaki kisisel degerlendirmelerinizi Ogretmenleriniz
dogru buldu mu?
¥

E. 2L Should the ELP be part of regular class work?
Avrupa Dil Gelisim Dosyast diizenli simf ¢aligmalarmm bir pargast olmal mm?

F. 2L Do you like your ELP?
Avrupa Dil Gelisim Dosyamz sevdiniz mi?

G. 2L Has the portfolio helped you to learn better?
Dosya dili daha iyi 63renmenizi sagladi m?

H. 2L What do you like best about your ELP?
Avrupa Dil Gelisim Dosyanzin nesini en ¢ok seviyorsun?

L. 2L What do you like least about your elp?
Avrupa Dil Geligim Dosyanizin nesini en az seviyorsun?

l
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SET 3: In the 12th. Week of Experimentation

A. 3L Does the ELP allow you to show what you can do in foreign languages?
Avrupa Dil Gelisim Dosyast sizin yabanci dillerde neler yapabileceginizi
gdsteriyor mu?

B. 3L Does the ELP help you see progress in learning?
Avrupa Dil Geligim Dosyasi sizin 6grenmede slirecinizi gosteriyor mu?

C. 3L Does the ELP help you assess your competence?
Avrupa Dil Gelisim Dosyas: size dil becerilerinizi dlgmeniz igin yardimci oluyor
mu?

D. 3L Does the ELP stimulate you to participate more fully in the language learning
process?
Avrupa Dil Gelisim Dosyast dil 6grenme siirecine daha etkin bir sekild
katilmaniz'i¢in sizi etkiliyor mu? ,

E. 3L Do you feel that the ELP puts more responsibility on you as learner?
Avrupa Dil Gelisim Dosyas: size bir dgrenci olarak daha fazla sorumluluk

yiikledigini diigtinliyor musun?

F. 3L Do you like added responsibility for your own learning?
Kendi 6greniminiz igin daha fazla sorumluluk eklenmesini seviyor musun?

G. 3L Do you think the time spent on keeping your ELP was time well spent?
Sence Avrupa Dil Gelisim Dosyasm tutmak igin harcadigm siire iyi bir sey i¢in
harcanmus siire midir?

H. 3L Do you think all learners should be encouraged to keep an ELP?
Sence tiim O@renciler bir Avrupa Dil Geligim Dosyasma sahip olmak i¢in tesvik
editmeli mi?

L. 3L What do you like best about your ELP?
Avrupa Dil Gelisim Dosyasmm nesini en ¢ok sevdin?

J. 3L What do you like least about your ELP?
Avrupa Dil Gelisim Dosyasinmn fiesini en az sevdin?
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