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Coursebooks are substantial components of English lessons for
facilitating learning. However, cultural differences may require a
course material to be adapted to meet students’ needs, interests
and wants. This qualitative action research study aimed to
improve an English language teaching process at a rural school
in a socioeconomically deprived area. The required data were
gathered through semi-structured teacher interviews, semi-
structured student interviews, teacher memos, class discussion
teacher reflections, open-ended student questionnaires. The
findings of the study indicated that regional challenges affect the
language learning process in rural areas negatively and this
regional divide makes it difficult for students to keep up with the
centralized content. When the materials are adapted in
accordance with the students’ needs and profile, and regional
conditions, it is possible for students to reach the learning goals.
The data also show that the adapted materials contribute to
meaningful learning, enthusiasm among students, engagement
towards the English and increase retention.
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Introduction

Sociocultural factors in language lessons outline success in rural regions (Kyriacou & Zhu,
2008; Lamb, 2012; Miller, 1988); thus, it is important to strive for foreign language education
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which addresses rural students’ and communities’ needs and interests for foreign language
learning (Alptekin & Tatar, 2011). Students studying in a village school may have different
needs than urban students which may require different approaches to education (Sarpkaya &
Dal, 2020). When there is a mismatch between the coursebook content and students’ cultural
background, effective teaching becomes an issue (Cakiroglu & Cakiroglu, 2003; Green et al,
2006), as relying on only the centralized materials cannot embrace cultural diversities (Ciftci &
Cin, 2017). Therefore, English language teachers sometimes feel the need to adapt the course
materials to the sociocultural background of the students (Aksoy, 2008; Ciftci & Cin 2017;
Kizilaslan, 2012) and prefer to use extra materials and visuals they choose (Kazazoglu, 2010).
They have to adapt or create materials to meet students’ needs and integrate the curriculum
with the real world and cultural elements outside (Tosta, 2001).

Teachers who know the community in which they work, and the community’s way of life can
better understand students’ needs and expectations (Baser, 2008). Regional knowledge can be
used as an agent for promoting pre-defined objectives and language skills as the teacher
transforms the content and classroom activities to make them more meaningful and related to
students’ context and lives (Azano, 2011). Therefore, teachers need to be aware of rural
challenges and plan the instructional process accordingly (Azano, 2011; Koru & Akesson, 2011;
Moll, Amanti et al., 1992). If the instructional material is not relevant to students’ particular
culture and lifestyles, teachers should rearrange the learning materials to foster student
motivation, participation, and meaningful learning (Pardo & Téllez, 2009). Meaningful learning
occurs when learners build the new knowledge onto existing knowledge, process and use it
while solving a problem (Mayer, 2002). This also highlights the role of material adaptation in
creating or promoting a meaningful and pleasant learning environment (Pardo & Téllez, 2009).
By doing that material adaptation increases participation in ELT classes and overdependency
of coursebooks (Rathert & Cabaroglu, 2021).

Previous research shows that material adaptation appears as a necessary step in the
instructional process in second language teaching and coursebooks are inescapably adapted
for different reasons (Alptekin, 1984; Hyde, 1994; Sarigdz, 2019; Kara, 2019; Tomlinson, 2016).
For example, coursebook dialogues can be considered as being not compatible with pre-
defined objectives and student profile (Stizer, 2007) or sometimes centralized coursebooks may
not be suitable for the student profile and readiness (Kozikoglu & Senemoglu, 2018). Some
other reasons for material adaptation might be institutional aims for language learning and
students’ needs (inal, 2006), the need to raise students’ cultural awareness (Simsek, 2017), the
need for providing a meaningful context for the language learning in general and/or
vocabulary learning specifically, and providing more authentic materials (Kara, 2019).
Moreover, teachers may need various types of activities, in addition to coursebook content to
increase students’ interests and to help them build self-confidence, improve higher order
thinking skills, and show better participation (Acar, 2013; Merter, 2006). Cultural elements
referred in the coursebook might be another reason for material adaptation, teachers may want
to rearrange the content of the course material in line with the cultural characteristics of the
location they work (Bayyurt, 2006; inal, 2006).

Studies also have shown that local culture elements can contribute to the meaningfulness
of the lesson (Bayyurt, 2006; Shin et al., 2011) and can make the lesson more appealing (Acar,
2013; Duman, 2018). While global coursebooks are more authentic and sufficient in terms of
cultural content (Simsek & Diindar, 2018) teachers believe it is difficult to transfer some themes
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across cultures and when the coursebooks heavily rely on the culture of the target language, it
is difficult to use them effectively during the lesson (Kayapinar, 2009) and they find
the dominant presence of US or UK culture limiting (Baltaci & Tanis, 2018). However, studies
also highlight that locally produced coursebooks may provide a monocultural representation
of the home culture, which is deemed to be insufficient by the experts in terms of proving
students with the necessary cultural diversity for effective language teaching (Cortazzi & Jin,
1999; Cakir, 2010; Celik & Erbay, 2013, Erturk, 2013; Kayaoglu, 2011; Simsek & Diindar, 2018;
Toprakgl & Ozaydinl, 2021) and sometimes fail to represent even only the local culture in a
meaningful way (Istkk, 2011). Coursebook evaluations point out that intercultural
representations should be integrated more (Cakir, 2021). In that sense, ELT coursebooks are
considered to be insufficient to facilitate intercultural awareness and represent Turkish culture
in a very limited way (Hatipoglu, 2018; Isik, 2011; Solhi et al., 2020; Tekir & Arikan, 2007) and
they sometimes fail to meet the expectations for opportunities of localization to cross the
cultural gap (Isik, 2011; Isik, 2018; Solhi et al., 2020). Studies conducted in Turkey about the ELT
coursebooks at different levels highlighted that majority of the language teachers found the
coursebooks used for English language teaching as insufficient in many respects (Erttirk, 2013;
Dilger, 2016; Kayapinar, 2009; Kayaoglu, 2011; Simsek & Duindar, 2018; Tekir & Arikan, 2007;).
Tomlinson (2012) also highlights the need for more empirical material adaptation studies
evaluating the materials from different perspectives taking into students’ perspectives, taking
action and also evaluating their own attempt critically as well.

In this study context, a sociocultural gap mentioned above was observed. Students were not
familiar with some sociocultural concepts in the coursebook and had difficulty in terms of
feeling the need to learn English and being able to follow the lessons. Therefore, based on the
above-mentioned problems and the need for more empirical studies (Tomlinson, 2012), the
present action research study aimed to investigate students’ and teachers’ perception about
the English language coursebook used for the 8" grade students at a rural public school in
terms of its cultural content, adopt and/or adapt the necessary materials, and finally present
students’ and teacher’s perceptions of the re-designed materials. In line with this purpose, the
research questions of the study are defined below:

1. How do students and English teachers in a socioeconomically deprived rural area
perceive and interpret the content and activities of their English textbooks in terms of
their social and cultural background?

2. To what extent did the adapted materials provide opportunities for meaningful
learning?

Method

This qualitative action research study aimed to improve English language teaching at a rural
school in a socioeconomically deprived area. Action research can be carried out by educators
to improve their practices and students’ learning (Efron & Ravid, 2013). As it helps teachers
understand specific problems and issues related to their classrooms, supports their reflective
practices, and encourages them to take the responsibility of their work (Burns, 2010). Hence
this study aimed to improve instructional practice and student learning through trying to solve
a defined problem by the teacher researcher (Sikula, 1996), it employed action research design.
In line with the description of Chech and Schutt (2011), in the present action research study,
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the researcher had a specific action and attempted to make a positive change in the situation.
Action research is not limited to any one approach; qualitative, quantitative, and mixed
research methods can be used; however, qualitative research methods may be more
appropriate to describe the particular situation from various angles and obtain deeper data
because it is limited to a specific region (Craig, 2009). Since the current study is limited to a
specific school, the researcher describes the research environment from a wide perspective,
participate in the study area, and has the chance to observe naturally occurring events, human
interactions and relations, action research design is thought to be appropriate.

This study is conducted at a village school in Sanhurfa, which is a city in the South-East part
of Turkey. The school is 145 kilometers far away from the city center and it is a secondary
school in which 5th, 6th, 7th, and 8th grade students receive education. There are 560 students,
21 teachers, and 14 classrooms in the school. It is a public school and follows English language
teaching curriculum of the Ministry of National Education. There are around 50 students in 5%
and 6" grades, 40 students in 7*" grades and 35 students in 8" grades classrooms. Technical
facilities are not sufficient at the school. There are not computers, projectors, and speakers in
each classroom. There is a multi-purpose room in the school including 30 seats, a whiteboard,
and a projector. The room can be used by all the teachers if they need to use a projector. Yet,
teachers must bring their own computer and speakers. About a quarter of the students live in
the village where the school is located, and the rest come to the school from different villages
by bus on daily basis. All the students have crowded families. They have at least five siblings
and some of them live with their relatives such as grandparents, uncles, etc. Nearly all the
students live in houses with at most two rooms. They work as seasonal workers, and they attend
the school towards the end of October and leave at the end of April so as to go to different
cities and work in fields even though the academic year normally starts in September and ends
in June in Turkey. They rarely go to town center and some of them have not been to Sanliurfa
city center so far.

Participants of the Study

Convenience sampling method is used to determine participants and the present research
was conducted with three eight grade classes the teacher researcher works with. There were
67 students in total; however, since some students work in different rural jobs, as taking care
of animals/fields, absenteeism happens quite often. Therefore, total number of participants
changed between 50-67 during the lessons.

Apart from the students, two other English teachers also participated in the study. Both
teachers graduated from English language teaching departments and chosen for the study
because they are familiar with the research context. One of them has been working for four
years at the school and has been living in the village. And she is teaching sixth graders. The
other teacher has been working for two years in the area and staying at the town center. And
she is teaching fifth graders.

Data Sources
Qualitative data collection tools were utilized to gather broad and detailed data related to
the research questions (Merriam, 2009). As this research aims to understand students’ and

teachers’ perspective in a socioeconomically deprived rural area about the content and
activities of their English textbooks and about the adapted materials, qualitative techniques are
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believed to be more appropriate to examine the particular research context from different
perspectives and gain deeper data (Craig, 2009). Student feedback forms, whole class
discussion teacher researcher reflections, semi-structured student interviews, semi-structured
teacher interviews, and teacher researcher memos were used to collect data. Data gathering
instruments were prepared by the researcher and revised by three experts in the field. After
the revisions suggested by the domain experts, such as writing the questions in student
interview protocol in a simpler way and using shorter expressions and/or changing the order
of some questions to have a top-down approach in teacher interview protocol. Table 1 shows
the data collection tools in the study. Table 2 shows the triangulation of the data source.

Table 1. Data Collection Instruments

The researcher Students English Teachers
Teacher Researcher Memos Student Feedback Semi-Structured

Forms Interviews
Whole Class Discussion Semi-Structured Interviews

Teacher Researcher Reflective Memos

Table 2. Data Triangulation Matrix

Research Questions Data Sources
1 2 3

1. How do students and English teachers in

a socioeconomically deprived rural area  Semi-structured Semi-structured
perceive and interpret the content and studentinterviews teacher interviews
activities of their English textbooks in terms

of their social and cultural background

2. To what extent the adapted materials Student feedback Whole class Weekly

provided opportunities for meaningful form discussion teacher teacher

learning? researcher researcher
reflective memos memos

Role of the Researcher

The literature has shown that the role of the researcher in action research can be varied;
however, the main role of the action researcher is to take responsibility for a workable action
and to encourage further research accordingly (O'Brien, 1998). In this study the teacher
researcher has been teaching in the research area for four years as an English language teacher.
In this research context she tried to understand students’ and teachers’ perceptions, determine
if there is any mismatch, or unfamiliar elements due to the students’ backgrounds and,
question how to adapt the materials so that they would be useful in this situation. The role of
the researcher in the study is therefore two-fold, being both a practitioner and a researcher.

Implementation

After receiving the required approvals from Middle East Technical University ethics
committee and Sanliurfa Provincial Directorate for National Education, the researcher and two
other English teachers at the school separately identified the concepts/activities given in the
8™ grade English coursebook which they believe to be difficult to use in the classroom because
of the students’ sociocultural background based on their experiences in the rural school. They
analyzed the book in terms of its appropriateness for students’ language proficiency, the
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context of the school/area, the organization and presentation of the content in relation to
students’ socioeconomic background (McDonough & Shaw, 1993). After all the teachers
reviewed all the units in the book and determined the concepts/activities individually, they
came together and discussed them as group and reached an agreement on the
concepts/activities that require adaptation. After the teachers reached an agreement about the
possible ways to adapt the materials, the teacher researcher adapted materials accordingly and
in line with the outcomes determined by Turkish MoNE. Three material adaptation experts were
consulted for the appropriateness of the adapted materials.

The adapted materials were implemented for seven weeks, and student feedback forms and
teacher memos were collected. After implementing each lesson plan, the teacher distributed
open-ended students feedback forms to understand students’ perceptions related to adapted
activities and then guided whole class discussions about the activities used. Right after each
whole class discussions, the teacher researcher wrote reflective memos. Interview questions
and student feedback form were designed after an intensive literature review and three experts’
opinions were solicited.

Trustworthiness

According to Lincoln and Guba (1985) there are different ways to ensure credibility such as
prolonged engagement, persistent observation, triangulation, and referential adequacy
materials. In accordance with that, this action research study utilized triangulation to increase
conformability and used variety of data sources. As Stringer (2007) asserts, the researcher
becomes an active observer if s/he keeps notes of everything in the research area. Therefore,
teacher researcher paid attention to take detailed notes during every suitable time and utilized
persistent observation as a technique. As the teacher researcher was also working at the same
school the study took place, this warranted her prolonged time in the field. Transferability in
trustworthiness refers to the applicability of the study to other similar contexts (Stringer, 2007).
This study aimed to meet transferability with detailed context description, detailed explanation
of research phases, data collection tools, adapted materials, and results. Dependability is
another concept to ensure trustworthiness in action research and it is yielded by using reliable
and valid data collection tools (Golafshani, 2003). To ensure that experts such as curriculum
and instruction experts, English Language Teaching experts, and experienced English Language
teachers were consulted during the development of the tools used in the study.

Data Analysis

Reflexive thematic analysis was used to analyze the data. Reflexive thematic analysis is the
conceptualization of data encoded in semantic or latent ways with meaning-based patterns.
Coding can be utilized in two ways which are "inductive or bottom-up” and “deductive or top-
down”. Inductive coding can be used if there is no predetermined pattern to follow and the
ideas are generated as analyzing the data set. In the current study all the data were coded by
using inductive approach (Braun & Clarke, 2014). Unlike the codebook or code framework
approach, in the reflexive thematic approach, coding is an open and iterative process and is
not fixed at the beginning of the analysis process (Clarke et al., 2015). The important thing is
to gain a deeper familiarity with the data and internalize it to tell the story better (Braun &
Clarke, 2019).

The coding procedure followed the six-phase framework defined by Braun and Clarke
(2006); (1) first step to get familiar with the data, all the data sets were read and re-read; (2)
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then every single line was coded without having pre-set codes to generate initial codes; (3) in
the third step, the researcher searched for themes and codes were organized into broader
themes; (4) then codes were reviewed, modified and improved for a better representation of
the data; (5) next the themes were defined theme, main themes or sub-themes were
determined, thematic maps for the related questions were designed, (6) Lastly, the analysis was
reported and written up.

Familiarizing m===) | Generating initial m====p | Searching for

with the data codes themes
Producing the | __ | Defining and 4 | REViewing themes
report naming themes

Figure 1. Six Phase of Thematic Analysis (The figure was created in accordance with the article entitled
as Using Thematic Analysis in Psychology by Braun and Clarke (2006)).

Results

Perceptions about the Cultural Content of English Coursebook

The data containing the perceptions about the cultural content of the book were gathered
through semi-structured student and teacher interviews. First of all, the data obtained from
teachers’ interviews were represented under the themes of regional challenges, the impact of
sociocultural incongruity and professional demands. As for student interviews, the themes were
defined as course-content related perceptions and cultural perceptions.

Teachers’ Perceptions

Regional challenges: This theme was about the mismatch between the intended use of the
course content and actual classroom use of it in the study context that is experienced by
teachers due to regional conditions. During the interviews, the teachers stated that the basis
of a sociocultural incompatibility between the coursebook content and the students was due
to the regional conditions.

Because the social opportunities of the students here are already limited... thus they
have never seen the concepts given in the book such as bowling, billiards, or the types
of food as salami, sausage, mild cream cheese, sandwich.... Now, of course, if the school
were in the center, the students could go to the market with their family, see these
foods, or go to the mall. But unfortunately, there is no such possibility here. Therefore,
the book can be challenging for students.

Teachers stated that another difficulty experienced in the region was technological
deficiencies. For them, technological devices such as projectors, computers or smart boards
were not available in the school. On the other hand, infrastructural conditions of the village
also affected the teaching process.
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Or because our technological possibilities are very limited, | cannot use the essential
technology ... Well... for example, when | want to teach listening, | use my own Bluetooth
speaker, but when its charge is over, | cannot use it again if there is no electricity. | have
to postpone. Or | want to show a video about an activity in the book, but we don't have
a projection. | mean, not in every classroom... Well... there is one portable projector, but
| can't get it whenever | want. For example, there are very good activities in Vitamin at
EBA. If we had a smart board, or at least a projection, we could do better lessons in
classrooms.

Another factor that teachers considered under the regional challenges was students
readiness level in the area. The teachers stated that there were students who were illiterate at
all levels and the students did not have some essential knowledge about the language
structures that they should have learned in the previous years, and this situation affected the
students' learning.

So unfortunately, our students' readiness level is low. For example, | ask the 5th graders
whether they had an English teacher in the primary school or not, half of them have been
taught by their classroom teachers and half have never been taught English before. There
are also those who are illiterate. So unfortunately, there are not suitable conditions to be
successful.

The teachers also emphasized the influence of the learning environment in this region on
students’ attitudes. They mentioned that students were not very enthusiastic about the lessons
and most of them do not consider English as important for their future career as they believe
that they would not be practicing professions requiring any knowledge of English.

Very few students are not biased towards English lessons. There are some who says
you're teaching us a new culture, etc. but many say that they are not interested, it is a
sin. For example, when they see a foreign scientist, they say, "Isn't it a sin to learn these
things?” Many think they won't need English in the future.

Impact of sociocultural incongruity: When teachers’ general perceptions were analyzed
through semi-structured interviews, it was revealed that they thought that there was a cultural
mismatch between rural students’ sociocultural backgrounds and cultural activities in English
textbooks and they did not know many of the concepts covered in the textbook in their mother
tongue either.

Of course, the social life in these villages is different than those given in the book... So,
when | say tennis court, children's theater, or fitness, gym, etc., the word itself is foreign
to children. He doesn't know what it is like so he cannot understand when we teach him
the English equivalent. His social life is taking sheep to graze, working in the fields and
working at the small grocery store in the village, but the lives in the book are not like
that. For example, | am telling about city buildings in the 6's (6™ grade). Is there a
government building in this village so the children understand what | am talking about?
or a shopping mall?

They explained that this cultural mismatch made English learning difficult because students
had difficulty in understanding the unfamiliar concepts which remained abstract in their minds.
The students found the activities that they did not see in the village as different, meaningless
or absurd and they showed resistance to learning the concepts or vocabulary.
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As | said before, when something is meaningless to them, indeed concepts that they
are not familiar with may seem meaningless, they immediately say 'this is absurd’ or so.
So, it's like they're building a wall.

Professional demands: Under this theme, teachers expressed the extra responsibilities they
had due to the regional conditions while teaching. They expressed that cultural mismatch could
be more demanding for them such that their workload increased since they had to make up
for the mismatch.

In other words, their cultural background is insufficient. Well... When this is the case, |
teach children the concepts first. For example, what a museum, shopping mall, cafe,
cinema is like... | have to teach them first so that they can understand. For example, the
children did not know about the amusement park toys at the amusement park activity
and | had them watch their videos one by one.

To prevent this (students’ building invisible walls that keep them from learning new
concepts) from happening, | try to give examples from their lives or from this village,
because | waste too much time otherwise... | get tired too.

Moreover, the teachers expressed that they had to put more effort to handle the
incongruence and increase students’ learning. They stated that they would not have to do that
if they worked in a city center; however, working in a village required putting extra effort
necessarily.

For example, in the Yummy Breakfast unit, | bought the salami, sausage, croissant from
the market beforehand and had a breakfast activity, so, | think students can understand
better. But this puts more responsibility on the teacher. | think village teachers have to
work harder in this sense. Because we are trying to provide a quality education with few
opportunities. We're preparing children here for the high school exam. Obviously, we
try to make up for these impossibilities in a place where the student cannot even go to
the stationery and buy as many test books as /she wants.

But unfortunately, we have to follow the centralized schedule. When we follow the
schedule exactly, it can be a bit vague to the students. That's why | always have to
consider a different method or activity. Otherwise, it's like lecturing to the wall.

Student Perceptions

When students’ interviews were analyzed to see how they perceived cultural concepts in the
English coursebook, the data were categorized under two major themes which were course
content-related perceptions and cultural perceptions.

Course-content related perceptions: This theme described students' perceptions about the
grammatical structure, vocabulary, and text difficulty in the English textbook. During the
interviews, the students explained their perceptions related to course procedure, vocabulary
items, reading passages and visuals. Nearly all of the students stated that vocabulary items
could be difficult for them, and this situation negatively affected their learnings.

Teacher, English is a bit complicated because the meanings and spellings are read
separately.

... don't understand long reading passages... because | don't know the vocabulary.
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You know, there are very long words, | have a hard time understanding them.

Moreover, students stated that the visuals given in the book were not enough to understand
the concepts and they sometimes needed more visuals to understand especially unfamiliar
concepts. Their comments highlighted the need for supporting students’ learning process with
visuals as the concepts were mostly new to them.

... I don't understand some places when | don't see it, it would be better to see a picture.

For example, teacher... there are different dishes, cakes.... how should | know if there
are not pictures?

Their comments suggested that the book assumed students knew some concepts and did
not provide visuals for all the concepts and vocabulary that students did not know. Therefore,
according to their perceptions, vocabulary was difficult, and they required more visual support
to learn the target language.

Cultural perceptions: Second theme in terms of representing students’ perceptions was
about how they saw the cultural content represented in the book. Students in general thought
that cultural content was most of the time unfamiliar to them and they stated that they were
deprived of some cultural activities and opportunities in their village compared to the life
represented in the book.

... They say that they hang out with their friends, they drink coffee... We don't do these
sorts of things. When | go home, | do housework for my mother.

There are not such beautiful things here... Well, teacher, | have never seen a theater or
a cinema.

Students’ comments showed that they compared their own lives with the life the book
presents, and they observed that they lacked these experiences and opportunities in their
environment. This realization also led to a feeling of dissatisfaction. When students talked
about their sociocultural deprivations, nearly all of them stated that they were disadvantageous
in comparison with those children who had access to various cultural activities because they
did not have sociocultural opportunities to experience those activities in the village.

Their school is more advanced than our school. For example, they have a laboratory,
and they can go to the laboratory. They do more activities in the gym...

They don’t have a village like this one...I haven't seen one. The places where they live
are better.

Opportunities for Meaningful Learning Provided by Adapted Materials

The second question of the present study was about students and the teacher’s perceptions
about the adapted materials. Relevant data were gathered through open-ended questionnaires
from students, the teacher’s class discussion reflections and teacher memos.

The Perceptions of the Teacher Researcher

Based on the analysis of whole class discussion reflection memos and teacher memos, two
main themes were defined as adapted materials enabled internalization and meaningful
learning.
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Internalization: This theme was about the teacher researcher’'s opinions about how the
adapted activities helped students internalize the new language input. Internalization was
seemed to be achieved through promoting familiarity, providing relatedness and retention. In
relation to the data, it was observed that as students got familiar with the concepts that they
did not see in the rural area before, they could construct new semantic connections between
the input and their previous schemata.

This was a mango cake recipe activity and there was a reading paragraph. There was not
a visual of mango. Before we started to read the reading passage, | showed some mango
pictures and asked them what fruit is similar to mango. Some of them said it looked like
a peach, some said it was like a persimmon and some others said its skin looked like a
pomegranate. One of the students said that “I imagined a totally different shape, |
thought it was green and long; however, it was orange and round.” Then, they tasted a
piece of mango. So, they got familiarized with the unfamiliar cultural item. After they
tasted it, some of them said that it was very different, but some said it was similar to
apricot. Then we continued with reading the paragraph (Teacher memo-December,
2019).

Based on the recalled data, it was seen that since the adapted activities include local culture
elements, students could relate the new language input to their own lives. It was observed that
as students made a connection between their lives and course subject, they were more willing
to learn the subject.

...I asked what they liked or did not like about the activities. When | asked students
about what was good in the lesson, which activity they liked today, they gave different
answers. Most of them said that they liked worksheet activity. When | asked the reasons
of it, they said that some of the pictures were related to their lives in the village such as
working in fields, collecting cotton, swimming in a river, playing with wheelbarrow etc.
and they also added that it was very good to learn some vocabulary related to village
life (Class discussion reflections-November, 2019.)

Data showed that, students were also able to recall the vocabulary they had learnt in the
previous weeks easily. The memos reflected the teacher researcher’s notes about how she
noticed students seemed to remember and try to use the target vocabulary which was not
common before the application of the adapted materials.

The word pudding was mentioned in the materials that | adapted in the previous lesson,
and the students got familiarized for the first time. In this lesson, after reading the
mango cake recipe, some of the students asked, "is there such a thing as mango
pudding?". This was a very important question because the students had seen the
pudding for the first time in the previous lesson, and in this lesson, it was the first time
they saw the mango. They worked on the concepts they had just learned, remembered,
and commented on them, and | was very happy (Teacher memo-December, 2019).

Provided meaningful learning: This theme indicated that the adapted activities helped
students learn the unfamiliar concepts meaningfully instead of rote memorization. Meaningful
learning was achieved through increasing enthusiasm, increasing engagement, raising
curiosity, and authentic learning. First of all, it was stated that the activities increased students’
enthusiasm towards the course. The analysis revealed that they became enthusiastic to do the
activities when the material was meaningful to the students.
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In the original activity, going to an amusement park was given as a free time activity
which can be done with friends. To familiarize the students with amusement parks, |
showed the video of Vialand (an amusement park in istanbul). They expressed that they
had a lot of fun even watching this video and could not imagine the reality. The
language input became meaningful to them otherwise they wouldn’t be enthusiastic if
they did not understand what the activity was about and they would only memorize the
Turkish meaning of the word “amusement park” (Teacher memo-November, 2019).

The adapted activities were prepared in such a way that they include some sociocultural
background knowledge which would be necessary to understand the activity. If students did
not know a concept given in the activity, they could not do the activity such as a speaking or
writing activity. After the adapted materials, it was seen that students could participate more
because they had the necessary input to share their feelings, made comments or arose interest
to the subject. After students could gather the necessary background knowledge, the teacher
researcher noted that students’ participation and engagement with the course had increased.

However, in the adapted version they created a smartphone application in groups for a
specific purpose such as learning a foreign language, preparing a workout program etc.
Students could actively participate to the activity because before the activity |
introduced them a smart phone application for learning a foreign language. They
worked in groups of three or four. All of them discussed through a smartphone
application. It was impossible to do the original activity because it would not be
meaningful. However, with this adapted version of the activity, all the students could
participate willingly because it only required students’ imagination. | gave them 10
minutes to do the activity and the groups presented their work to the class. | think the
activity was much more communicative (Teacher Memo-February, 2020).

The data revealed that students wanted to learn more about new language input, and they
were willing to express their own ideas using the new language structure. In other words, the
adapted activities raised students’ curiosity towards foreign language usage.

The students asked the English meanings of other words that came to their mind about
music. In this way, their vocabulary also increases. They kept saying, “What does a note
mean in English?” "My teacher, how can | say my voice is beautiful in English?”. The
students had a biased attitude towards learning English before. For example, they were
rejecting to learn some vocabulary to use in their social life. However, after adapting
the activities, their desire to learn some vocabulary seemed to have increased (Class
discussion reflection-December, 2019).

In relation to the data from teacher memos and class discussion reflections, the adapted
materials were seemed to contribute to authentic learning. Authentic learning was achieved
through using authentic materials (e.g. concert ticket, mango fruit, play dough, Dualingo),
student-led group works, reflection of the real-world contexts (inclusion of local culture
elements), and creation of a product (producing a smart phone application). Reflection of real-
world contexts appeared as another way to achieve authentic learning. The adapted activities
were prepared as part of the real world outside the school. The data below showed that how
the teacher researcher inserted local culture elements while adapting the activities to make the
course context more authentic.
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The activity was about some free time activities which are performed with friends. The free
time activities given in the book did not reflect the activities that rural students do with their
friends. The original activities include some concepts such as throwing a slumber party;
however, | added some rural activities such as riding a donkey and swimming in the river so
as to make the content more authentic (Teacher memo-November, 2019).

Most of the students stated that “music videos were very exciting because we felt like we
were in a music program”. Some students expressed that they had not seen any program in
a large screen, and they said that they felt like that were in the music program called “"O Ses
Tarkiye” (The Voice). | think that students could understand what the activity meant by
saying “music band, rock concert, culture and convention center”. | realized that the
concepts were more meaningful after the students learnt about them and got excited (Class
discussion reflection-December, 2019).

The Perceptions of Students

Based on the open-ended questionnaire analysis, it can be said that students were content
with the adapted activities in general. Majority of them stated that “everything was good”.
When they were specifically asked about what they learnt in the activities, the learners wrote
that they familiarized with some new concepts and vocabulary. The students also expressed
what was new to them in the studied lesson. Regarding this, students stated that "I learnt what
a concert ticket looks like...how a concert can be...| learned to call eggs as omelet”. In a different
unit, students expressed that “I learnt what a gym and a swimming pool can look like".

Moreover, they stated that they liked the visuals used in the adapted activities. Some of
them wrote that “the pictures in the worksheet were good...| liked the theater scene that we
watched...| liked the amusement park video”. Another positive perception of the adapted
materials was the use of realia. Many students stated that they liked the realia used in the
activity. For example, students indicated that “I liked that the teacher brought a real mango...|
liked making different foods using play dough”. Furthermore, the students reported that they
liked the cultural relevance. For example, they stated that “I liked the picture of people working
in the fields...". Some of the students stated that they liked the activities because they were
enjoyable “the activity was very enjoyable, | liked that".

The students also expressed that they were not content with the allocated time for the tasks
and some stated that "we played with the play dough for a short time”. Similarly, some
expressed that “it would be better if we could play more”. In a different unit, students expressed
insufficient time of the activity by stating “it would be better if the concert activity would take
longer”. Some of them stated that the activity would be better if there were not technical
problems. When there were some technical problems with the speakers, the volume of the
videos became low, and students expressed their dissatisfaction related to the technical
problem and stated that “the volume was not sufficient...it would be better if the volume was
high”. Some of the students expressed that they did not like the reading passage and stated
that “1 did not like reading”. Only, few of the students did not like the activities and found them
boring. They mentioned that “the activity was boring”.

The students also made suggestions to improve the activities. Although many of the
students liked the cultural relevance in the activities, few of them stated that they would like to
see more cultural relevance. These students mentioned that “it would be better if the music
was sevko (a traditional dance music) ...| would like to listen to sevko”. Another improvement
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area mentioned by the students was about the numbers of the visuals used. Although some
students stated that they liked the visuals, some others needed more visuals to better
understand the input; “it would be better if we could watch different types of theater, it would
be better if we could see more videos related to amusement parks”. Lastly, few students
mentioned that they prefer the activities to be implemented in Turkish; “it would be better if
the activities were in Turkish.”

Discussion, Conclusion, and Implications

This action research study aimed increase the effectiveness of English language course at a
rural school. The findings of the study indicated that regional challenges affect the learning
process negatively and this regional divide makes it difficult for students to keep up with the
centralized content. When the materials adapted according to the students’ needs, profile, and
regional conditions, it is possible for students to reach the learning goals.

One of the most important findings of this study was about the limiting effect of the several
factors of rural areas, such as sociocultural/socioeconomic deprivations, low readiness level of
the students and technological limitations which is in line with the related literature (Aksoy,
2008; Cakiroglu & Cakiroglu, 2003; Ciftci & Cin, 2017; Kizilaslan, 2012; Yildiz, 2020). Teachers
mentioned that the regional context creates socio economic disadvantages for the students.
Village schools in Turkey have limited social and economic opportunities unlike urban schools,
and therefore these schools have some unique needs (Cakiroglu & Cakiroglu, 2003). These
limited opportunities in village schools adversely affect quality education and students’
academic success (Aksoy, 2008). For teachers, these limitations are worsened with the students’
low readiness level for English language course. Students’ data also support this as they
expressed that they were having difficulties with vocabulary and grammar which were
supposed to be appropriated for their level. As they were lacking in prerequisite knowledge,
they found vocabulary and grammar activities more difficult than their own level; however, the
units cover the vocabulary items and grammar structures which belong to the previous years.
The literature also points out that rural students have lower readiness level in contrast to their
peers in urban schools (Cift¢i & Cin, 2017; Kizilaslan, 2012). For example, Guvendir (2017)
reveals a similar finding in his study stating that one of the prominent reasons of rural students’
having difficulty in English is about students’ low readiness level and lacking necessary
prerequisite knowledge required by their grade. In this context, students’ working as seasonal
workers and therefore their frequent absenteeism might have caused their low readiness.

Another point that teachers mentioned is lack of technological opportunities at their school.
They expressed that they cannot integrate technology in the lessons because of frequent
power cuts, lack of the internet, inadequate projector, and speakers. This result is commonly
mentioned in national and international studies about the education in the rural area
(Applegate, 2008; Baki & Butliner, 2009; Gokce et al., 2017; Glvendir, 2017; Taneri & Engin-
Demir, 2011; Yildiz, 2020). If teachers could reach technological devices as an information
source more easily and had less technological problems, they might have helped students to
become more familiar with many sociocultural elements that the students were unfamiliar with.

Teachers also believe that there are some sociocultural discrepancies between students’
sociocultural background and the content of the book activities caused by regional conditions.
As a result of that, new language input may not make sense to the students like the students
studying in urban areas. Rural students hardly travel outside their town, they lack some
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opportunities to develop themselves socio culturally; therefore, there might exist a
sociocultural mismatch between their lives and the coursebook content (Aslan, 2013; Babacan,
2007) as sometimes centralized education systems may ignore different lifestyles and
sociocultural backgrounds which alter depending on geographical characteristics of a country
(Kizilaslan, 2012). Under these circumstances it is not possible for students to make sense of
the new language input if their sociocultural background is not sufficient to understand them
(Kiroglu, 2008; Oztiirk, 2015). Analysis also showed that teachers had to put extra effort to
overcome the negative effects of these sociocultural mismatches and other regional challenges
such as technological deficiencies. Various studies show that quality education and instruction
mostly depend on teachers’ effort in rural schools (Givendir, 2017; Ozdes, 2012; Yilmaz & Izgar,
2009), teachers need to adapt the content in accordance with students’ needs and local culture
(Gakir, 2010).

According to the data retrieved through whole class discussion teacher reflections and
teacher memos, the adapted materials helped students internalize the language input by
increasing students’ familiarity with the unknown vocabulary and concepts, by providing
relatedness and retention. In that sense, students’, and teacher’s data present corresponding
results to indicate that the adopted materials worked as planned. Similarly, Duarte and Escobar
(2008) reported that in their study where they adopted the course materials taking students’
proficiency level, sociocultural background, and interests into account, students showed
tendency towards the local adapted materials and mentioned that adapted materials seemed
more familiar. In the study of Roe (2008) it was revealed that it was beneficial for students to
include the texts including items about their own culture in the curriculum in terms of their
self-confidence and motivation. In this study, students’ data were similar with the result in that
one of the points that they liked about adapted activities was cultural relevance. Altin and
Saracaloglu (2018) also reported that integrating culture to the instructional materials can
contribute to students’ vocabulary knowledge and that cultural relevance is important for
students’ attitudes towards learning English. Students’ data analysis results were compatible
with the teachers’ data in that student participants expressed that they feel deprived of some
opportunities, and they do not have access to experience some cultural activities in the rural
area. In accordance with the analysis of teachers and student interviews this leads to low
motivation as well. In that sense, using familiar content, local culture elements in the instruction
process can increase student motivations and academic success (Alptekin, 1993/2006; Gardner,
1985; Huang et al., 2017; McKay, 2002).

The data also showed that the adapted materials contributed to meaningful learning,
increased enthusiasm among students, engagement towards the English and increased
retention. As long as students find the context meaningful, they can develop an enthusiasm
for learning (Sullo, 2009). For a language learning experience to be meaningful, students should
be willing to relate newly learnt knowledge to already existing ones and the task should also
make sense to them. Meaningful learning also increases retention of the newly learned
knowledge (Brown, 2000).

Another result of the current study which contributed to meaningful learning was that the
adapted materials helped to create an authentic learning experience. In the design process, the
teacher adapted the activities initiating real life experiences, local culture relevance, using real
and concrete materials, and increasing collaboration with group works. Authentic learning
environment was attractive for the students as well. Guo (2012), Giler and Buyukkarci (2020),
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Unver (2017), Peacock (1997), Varmis-Kilic (2011) have also observed the positive effects of
authentic materials on students’ interest and ability in learning English.

With reference to the results of this study, some implications can be summarized as follows.
First, teachers are of paramount importance in terms of adapting the materials and bridging
the gap between the centralized content and students’ sociocultural background. Therefore, it
seems sound to say that they should be prepared to meet the challenges of teaching in rural
and remote areas and material adaptation. It would be helpful for them if they could become
familiar with the challenges of the rural classrooms in their preservice education. To reduce
teacher exhaustion there could be units under the MONE, working together with the teachers
to guide and support the material adaptation process of in-service teachers. In-service teachers
should renew their knowledge through in-service trainings about material adaptation. The
content of the books should be evaluated regularly and revised by the experts working in
collaboration with teachers teaching in rural areas. Furthermore, building a reliable feedback
system among the practitioner teachers, authors, program developers at MONE could be
helpful to identify the deficits in teaching at rural regions of the country. There are many
problems that teachers face in the rural areas but identifying them is half the battle in that
sense. Therefore, the need for more empirical studies and action research conducted by
practitioner teachers cannot be neglected. There could be platforms where teachers can share
their experiences, effective strategies they used, adapted materials, and so on.

For future research, succeeding studies could be conducted for different levels, with
different books and in different parts of the country, so different factors affecting rural
education could be handled. Moreover, quasi-experimental or experimental research designs
could be employed in that integrating different design types can describe different aspects of
the context. Quality instruments that capture students’ and teachers’ perceptions regarding
the books used and regarding the effects of the studies could facilitate teaching and learning
process in rural areas.

This study has several limitations. First, the students work as seasonal workers and that is
why they cannot come to school until November, and they leave towards the end of April.
Although five units are to be covered per semester key to the curriculum, the researcher could
cover three units per semester and therefore, only five units were chosen to be adapted in
total. Hence, the researcher had to start implementing the adapted lesson plans and materials
two months later than it should be. Other limitation is about technology use. Nearly all the
lesson plans require using the projector for visuals and videos. However, in the village, power
failure occurs frequently, and the projector cannot be used. At those times, the teacher used
her computer to show them the videos and students gathered around the computer screen.
One another limitation is about researcher bias. Since the teacher developed the lesson plans
herself and employed the student interviews, there can be bias in the data gathering procedure.
To minimize the effect, the students were reminded that they were not going to gain any bonus
points or being penalized for their answers. Another limitation of the current study appears as
a result of nature of action research design such that the findings cannot be generalized to
larger populations. According to Yildinm and Simsek (2016) unlike quantitative designs,
qualitative research designs are deprived of generalizability but provide in-depth description
of a particular situation.

34



International Journal of Curriculum and Instructional Studies, 12(1), 2022, 19-42 Kirmizi Ayyildiz & Akkus Cakir

References

Acar, M. (2013). Yerel kiiltiire ait 6geler iceren ingilizce metinlerinin égrencilerin Ingilizce okuma
becerileri lizerinde etkisi (Unpublished master’s thesis). Ege University Institute of Social
Sciences, izmir-Turkey.

Aksoy, N. (2008). Multigrade schooling in Turkey: an overview. International Journal of
Educational Development, 28(2), 218-228.

Alptekin, C., & Tatar, S. (2011). Research on foreign language teaching and learning in Turkey
(2005-2009). Language Teaching, 44(3), 328-353.

Alptekin, C. (1993). Target-language culture in EFL materials. ELT journal, 47(2), 136-143.

Alptekin, C. (2006). Cultural familiarity in inferential and literal comprehension in L2 reading.
System, 34(4), 494-508.

Alptekin, M. (1984). The question of culture: EFL teaching in non-English- speaking countries.
ELT journal, 38(1), 14-20.

Altin, M., & Saracaloglu, A. S. (2018). Effect of reading comprehension instruction enriched with
cultural materials on English learning. Cogent Education, 5(1), 1475589.

Applegate, P. J. (2008). The qualities that differentiate high-achieving and low-achieving high-
poverty rural high schools: A transformative mixed methods study. The University of
Oklahoma. (Doctoral dissertation). Retrieved from ProQuest Dissertations and Thesis. (UMI
No. 3304447).

Aslan, F. (2013). Levels of awareness and points of view to nature for adolescents according to
urban and rural areas: Case of Malatya province, Turkey. Journal of Food, Agriculture and
Environment, 11, 795-800.

Azano, A. (2011). The possibility of place: One teacher’s use of place-based instruction for
English students in a rural high school. Journal of Research in Rural Education, 26(10), 1-12.

Babacan, H. (2007). Education and Social Cohesion. Cambridge University Press.
Baki, A, & Biitiiner, S. O. (2009). Kirsal kesimdeki bir ilkégretim okulunda proje yiriitme
stirecinden yansimalar. ilkogretim Online, 8(1), 2-14.

Baltaci, H. S., & Tanis, S. (2018). The place of culture in EFL Classes: Perceptions and challenges
of pre-service and in-service English teachers. International Journal of LanguageEducation
and Teaching, 6(2), 260-272.

Baser, Z. (2008). First year of English teaching in a rural context: A qualitative study at an
elementary school in Turkey (Unpublished master’s thesis) The Graduate School of Social
Sciences. Middle East Technical University, Ankara-Turkey.

Bayyurt, Y. (2006). Non-native English language teachers’ perspective on culture in English as
a Foreign Language classrooms. Teacher Development, 10(2), 233-247.

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research In
Psychology, 3(2), 77-101.

Braun, V., & Clarke, V. (2014). What can “thematic analysis” offer health and wellbeing
researchers? International Journal of Qualitative Studies on Health and Well-Being, 9(1),
26152,

Braun, V., & Clarke, V. (2019). Reflecting on reflexive thematic analysis. Qualitative Research in
Sport, Exercise and Health, 11(4), 589- 597.

35



International Journal of Curriculum and Instructional Studies, 12(1), 2022, 19-42 Kirmizi Ayyildiz & Akkus Cakir

Brown, H. D. (2000). Principles of language learning and teaching. New York: Longman.

Burns, A. (2010). Doing action research in English language teaching: A guide for practitioners.
New York, NY: Routledge.

Clarke, V., Braun, V. and Hayfield, N. (2015). Thematic analysis. In: Smith, J.A., Ed., Qualitative
psychology: A practical guide to research methods, SAGE Publications, London, 222-248.

Check, J., & Schutt, R. K. (2011). Research methods in education. Sage Publications.

Cortazzi, M., & Jin, L. (1999). Bridges to learning: Metaphors of teaching, learning and language.
Researching and Applying Metaphor, 149, 176.

Craig, D. V. (2009). Action research essentials (Vol. 11). John Wiley & Sons.

Gakir, E. C. (2021). An evaluation of the "upswing English" textbook from the sociolinguistic
perspective. Pesa Uluslararast Sosyal Arastirmalar Dergisi, 7(1), 63-75.

Cakir, I. (2010). Yazma becerisinin kazanilmasi yabanci dil dgretiminde neden zordur? Erciyes
Universitesi Sosyal Bilimler Enstittisii Dergisi, 1(28), 1-12.

Cakiroglu, E. & Cakiroglu, J. (2003). Reflections on teacher education in Turkey. European
Journal of Teacher Education, 26(2), 253-264.

Gelik, S., & Erbay, S. (2013). Cultural perspectives of Turkish ELT coursebooks: Do standardized
teaching texts incorporate intercultural features?. Education & Science, 38(167). 336-351.

Ciftci, S. K. & Cin, F. M. (2017). What Matters for Rural Teachers and Communities? Educational
Challenges in Rural Turkey. Compare: A Journal of Comparative and International Education.
48(5). 686-701. Retrieved from in 30.05.2020
https://doi.org/10.1080/03057925.2017.1340150.

Efron, S. E., & Ravid, R. (2019). Action research in education: A practical guide. Guilford
Publications.

Ertlrk, H. (2013). An EFL coursebook evaluation: Unique 6, teachers' and students' perspectives,
(Unpublished Master's thesis) Necmettin Erbakan University, Konya-Turkey.
Duarte, S. A, & Escobar, L. A. (2008). Using adapted material and its impact on university
students' motivation. Profile Issues in Teachers Professional Development, (9), 63-88.

Duman, B. (2018). Self-assessments of the prospective teachers about the teaching materials
they have designed. World Journal of Education, 8(6), 165-175.

Diilger, O. (2016). Evaluation of EFL coursebooks taught in Turkey based on teachers’
views. Journal of Advances in English Language Teaching, 4(1), 1-11.

Gardner, R. C., & Lalonde, R. N. (1985). Second Language Acquisition: A Social Psychological
Perspective. Paper presented at the annual convention of the American Psychological
Association, Los Angeles, CA.

Golafshani, N. (2003). Understanding reliability and validity in qualitative research. The
qualitative report, 8(4), 597-607.

Gokge, N., Kaya, E., Aktas, S. G., & Kantar, Y. M. (2017). Regional research of classroom needs
in secondary schools in Turkey. Journal of Enterprise Resource Planning Studies, 2017 (2017),
1-9. doi:10.5171/2017.661323.

Guo, S. (2012). Using authentic materials for extensive reading to promote English
proficiency. English Language Teaching, 5(8), 196-206.

36


https://doi.org/10.1080/03057925.2017.1340150

International Journal of Curriculum and Instructional Studies, 12(1), 2022, 19-42 Kirmizi Ayyildiz & Akkus Cakir

Green, A. Preston, J., & Janmaat, J. (2006). Education, equality and social cohesion: A
comparative analysis. Springer.

Gller, S. G., & Buyukkarci, K. (2020). The effect of integrating authentic captioned videos on
learning collocation and content comprehension in foreign language context. i-Manager's
Journal of Educational Technology, 17(2), 30-54.

Glivendir, E. (2017). Goreve yeni baslayan ingilizce dgretmenlerinin karsilastiklari sorunlar.
Dumluptnar Universitesi Sosyal Bilimler Dergisi, (51), 74-94.

Hatipoglu C. (2018). Kdiltirler arasi iletisiminde hitap sekilleri: Yabanci dil olarak ingilizce
kitaplari bizi nereye goturir?, 6. Ulusal Yabanct Dil Egitimi Kurultay, Isparta, Turkiye,17-19.

Huang, Y. M., Shadiev, R, Sun, A, Hwang, W. Y., & Liu, T. Y. (2017). A study of the cognitive
diffusion model: facilitating students’ high level cognitive processes with authentic support.
Educational Technology Research and Development, 65(3), 505-531.

Hyde, M. (1994). The teaching of English in Morocco: The place of culture, ELT Journal, (48)4,
295-305.

Isik, A. (2011). Language education and ELT materials in Turkey from the path dependence
perspective. Hacettepe Universitesi Egitim Fakiiltesi Dergisi, 40(40), 256-266.

Istk, A. (2018). Do English teaching materials foster foreign language education
affectively? Journal of Education and Learning, 7(1), 272-280.

inal, B. (2006). Coursebook selection process and some of the most important criteria to be
taken into consideration in foreign language teaching. Cankaya University Journal of Arts
and Sciences, 1(5), 19-29.

Kara, S. (2019). Pre-service teachers’ coursebook evaluation and adaptation: An evaluation of
9th grade English coursebook. inénii Universitesi Egitim Fakiiltesi Dergisi, 20(2), 564-577.

Kazazogluy, S. (2010). ingiliz dili egitimi bélimlerinde gérev yapan ingilizce 6gretmenlerinin ders
kitabi kullanimina iliskin tercihleri. Dil Dergisi, (148), 53-66.

Kayaoglu, M. N. (2011). A critical appraisal of the language textbook. Journal of Kursehir
Education Faculty, 12(4), 341-356.

Kayapinar, U. (2009). Coursebook evaluation by English teachers. inénii Universitesi Egitim
Fakiiltesi Dergisi, 10(1), 69-78.

Kizilaslan, 1. (2012). Teaching in rural Turkey: Pre-service teacher perspectives. European Journal
of Teacher Education, 35(2): 243-254.

Kiroglu, K. (2008). Yeni itlkégretim programlart (1-5. Siniflar) (2. bs.). Ankara: Pegem A.

Koru, S. & Akesson, J. (2011). Turkey's English deficit. Economic Policy Research Foundation of
Turkey. Retrieved from http://www.tepav.org.tr/upload/files/1324458212-
1.Turkey s English Deficit.pdf. on 05.01.2021.

Kozikoglu, I, & Senemoglu, N. (2018). Meslege yeni baslayan 6gretmenlerin karsilastiklari
glglukler: Nitel bir coziimleme. Egitimde Nitel Arastirmalar Dergisi - Journal of Qualitative
Research in Education, 6(3), 341-371. doi:10.14689/issn.2148-2624.1.6c3s16m.

Kyriacou, C., & Zhu, D. (2008). Shanghai pupils’ motivation towards learning English and the
perceived influence of important others. Educational Studies, 34(2), 97-104.

Lamb, M. (2012). A self system perspective on young adolescents’ motivation to learn English
in urban and rural settings. Language learning, 62(4), 997-1023.

37


http://www.tepav.org.tr/upload/files/1324458212-%201.Turkey_s_English_Deficit.pdf
http://www.tepav.org.tr/upload/files/1324458212-%201.Turkey_s_English_Deficit.pdf

International Journal of Curriculum and Instructional Studies, 12(1), 2022, 19-42 Kirmizi Ayyildiz & Akkus Cakir

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. Beverly Hills, Calif: Sage.
Mayer, R. E. (2002). Rote versus meaningful learning. Theory into practice, 41(4), 226-232.

Mcdonough, J.,, Shaw, C. (1993). Materials and methods in ELT: A Teacher's Guide, Oxford:
Blackwell.

McKay, S. L. (2002). Teaching English as an international language: Rethinking goals and
perspectives. NY: OUP, 142-146.

Merriam, S. B. (2009). Qualitative research: A guide to design and implementation (3rd ed). San
Francisco, CA: Jossey-Bass.

Merter, S. (2006). Development of resource material for teaching English vocabulary
(Unpublished master’s thesis). Uludag University Graduate School of Social Sciences. Bursa-
Turkey.

Miller, B.A. (1988). Teacher preparation for rural schools. Portland: Northwest Regional

Educational Laboratory.

Moll, L., Amanti, C., Neff, D. & Gonzalez, N. (1992). Funds of knowledge for teaching: Using a
qualitative approach to connect homes and classrooms. Theory into Practice, 31(2), 132-
141.

O'Brien, R. (1998). An overview of the methodological approach of action research. Retrieved
from: https://youthsextion.files.wordpress.com/2011/04/14action-research.pdf on
02.01.2021

Ozdes, D. (2012). Textbook evaluation in foreing language teaching: spot on, from students’ and
teachears’ perspectives. (Unpublished master’s thesis). Uludag University, Bursa-Turkey.

Oztiirk, M. (2015). Vocabulary growth of the advanced EFL learner. The Language Learning
Journal, 43(1), 94-109.

Pardo, A., & Téllez Téllez, M. F. (2009). ELT materials: The key to fostering effective teaching
and learning settings. Profile Issues in Teachers’ Professional Development, 11(2), 171-186.

Peacock, M. (1997). The effect of authentic materials on the motivation of EFL learners. ELT
Journal, 51(2), 144-156.

Rathert, S., & Cabaroglu, N. (2021). Teachers as slaves or masters to their coursebooks: An in-
depth study on two English language teachers’ coursebook utilization. Language Teaching
Research, 1-26, 13621688211036239.

Roe, J. (2008). Social inclusion: meeting the socio-emotional needs of children with vision
needs. British Journal of Visual Impairment, 26(2), 147-158.

Sarigdz, I. H. (2019). ELT teacher trainees’ encounters with syllabus design. International Journal
of Curriculum and Instruction, 17(1), 190- 196.

Sarpkaya, P. Y. & Dal, S. (2020). Transported education application: A case study. Uluslararast
Egitim Programlart ve Ogretim Calismalart Dergisi, 10(1), 83-118.

Shin, J., Eslami, Z. R., & Chen, W. C. (2011). Presentation of local and international culture in
current international English-language teaching textbooks. Language, Culture and
Curriculum, 24(3), 253-268.

Sikula, J. (1996). Handbook of research on teacher education. Macmillan Library Reference USA,
Simon & Schuster Macmillan, 1633 Broadway, New York, NY 10019.

38


https://youthsextion.files.wordpress.com/2011/04/14action-research.pdf

International Journal of Curriculum and Instructional Studies, 12(1), 2022, 19-42 Kirmizi Ayyildiz & Akkus Cakir

Solhi, M., Masri, M. S., Sahin, S., & Yilmaz, S.H. (2020). Evaluation of the English language
coursebooks used at the Turkish public elementary schools. Dil ve Dilbilimi Calismalart
Dergisi, 16(3), 1282-1308.

Stringer, E. T. (2007). Action research (3rd ed.). United States of America: Sage Publications, Inc.

Sullo, B. (2009). The motivated student: Unlocking the enthusiasm for learning. ASCD.

Stzer, H. S. S. (2007). Teacher knowledge on grammar teaching: A case study. Hacettepe
Universitesi Eitim Fakdiltesi Dergisi, 32(32), 255-265.

Simsek, M. R. (2017). Confronting culture in local and global English coursebooks: student
teachers’ preferences in materials adaptation. Journal of Theory and Practice in Education.
13(2), 277-300.

Simsek, M. R., & Duindar, E. (2018). Particularized checklists in materials evaluation: Developing
contextually relevant criteria for Turkish EFL classes. Dil ve Dilbilimi Calismalart
Dergisi, 14(3), 154-1809.

Taneri, P. O, & Engin-Demir, C. (2011). Quality of education in rural schools: A needs
assessment study (Ankara-Kalecik Sample). International Online Journal of Educational
Sciences, 3(1), 91-112.

Tekir, S., & Arikan, A. (2007). An analysis of English language teaching coursebooks by Turkish
writers: "Let's speak English 7" example. International Journal of Human Sciences, 4(2), 1-
18.

Tomlinson, B. (2012). Materials development for language learning and teaching. Language
teaching, 45(2), 143.

Tomlinson, B. (2016). The importance of materials development for language learning. In Issues
in materials development (pp. 1-9). Brill.

Toprakgl, N., & Ozaydinli, B. (2021). Textbooks in English language teaching in view of
globalisation, localisation and glocalisation. International Online Journal of Education and
Teaching, 8(2), 853-883.

Tosta, A. L. (2001). Laugh and learn: Thinking over the “funny teacher myth”. English Teaching
Forum, (39)1, 26-29.

Unver, M. M. (2017). The use of authentic materials with low-level learners of English. European
Journal of English Language Teaching, 2(1), 75-92.

Varmis Kilig, Z. (2011). The effect of authentic materials on 12th grade students’ attitudes and
motivation in EFL classes, (Unpublished master’s dissertation), Akdeniz University, Institute
of Social Sciences, Antalya-Turkey.

Yildinm, A, & Simsek, H. (2016). Sosyal bilimlerde nitel arastirma ydntemleri (10. Baski). Ankara:
Seckin Yayincilik.

Yildiz, C. D. (2020). Ideal classroom setting for English language teaching through the views of
English language teachers (a sample from Turkey). English Language Teaching, 13(3), 31-
44,

Yilmaz, E., & lzgar, H. (2009). Examination of primary school teachers' job satisfaction with
regards to organizational creativity within a school context. Elementary Education Online,
8(3), 943-951.

39



International Journal of Curriculum and Instructional Studies, 12(1), 2022, 19-42 Kirmizi Ayyildiz & Akkus Cakir

’ Uluslararasi Egitim Programlarn ve Ogretim Calismalan Dergisi
i 12 (7), 2022, 19-42

EPUUER www.ijocis.com

TURKCE GENiS OZET

Kirsal Ogrenciler Arasinda ingilizce Ogrenimini Tesvik Etmek icin Ders Kitabi
Etkinliklerinin Uyarlanmasi: Bir Eylem Arastirmasi

Giris

Dil derslerindeki sosyokultirel faktorler, kirsal topluluklardaki basaryi 6zetlemektedir
(Miller, 1988); bu nedenle kirsal kesimdeki 6grencilerin ve topluluklarin yabanci dil 6grenimine
olan ilgi ve ihtiyaglarina hitap eden yabanci dil egitimi igin caba gosterilmesi dnemlidir (Alptekin
ve Tatar, 2011). Ders kitabi icerigi ile 6grencilerin kultirel ge¢misi arasinda bir uyumsuzluk
oldugunda  yalnizca merkezi materyallere glvenmek kdlturel farkliliklar
kucaklayamayacagindan (Cakiroglu ve Cakiroglu, 2003; Green ve digerleri, 2006) etkili 6gretim
bir sorun haline gelir (Ciftci ve Cin, 2017). Bu nedenle ingilizce 6gretmenleri ders materyallerini
ogrencilerin sosyokdltirel altyapilarina uyarlama ihtiyaci hissetmekte (Aksoy, 2008; Ciftci ve Cin
2017; Kizilaslan, 2012) ve sectikleri ekstra materyal ve gorselleri kullanmayi tercih etmektedirler
(Kazazoglu, 2010).

Bu calisma kirsal bir devlet okulunda 8. siniflarda kullanilan ingilizce ders kitabinin kiiltirel
icerigi agisindan 6grenci ve 6gretmenlerin algilarini arastirmayi, gerekli materyalleri uyarlamayi,
ogretmenin ve 6grencilerin yeniden tasarlanan materyallere iliskin goruslerini ortaya koymayi
amagclamistir. Bu amag¢ dogrultusunda c¢alismanin arastirma sorularn asagidaki sekilde
belirlenmistir:

1. Sosyoekonomik olarak yoksun bir kirsal alandaki &égrenciler ve ingilizce 6gretmenleri,
ingilizce ders kitaplarinin icerigini ve etkinliklerini sosyal ve kiiltirel gecmisleri acisindan nasil
algilamakta ve yorumlamaktadir?

2. Uyarlanan materyaller ne dlctide anlamh 6grenme imkanlari saglamistir?
Yontem

Bu nitel eylem arastirmasi calismasi, sosyoekonomik agidan yoksun bir bélgede kirsal bir
okulda, 50-67 sekizinci sinif 6grencisi ve iki ingilizce 6gretmeni ile yirutilmustir. Veriler
6gretmen arastirmaci notlari, tim sinif tartismalar, 6gretmen arastirmaci yansitici notlar,
ogrenci donut formlari, 6grenciler ve 6gretmenler ile yapilan yari-yapilandirilmis goriismeler
ile toplanmistir. Verileri analiz etmek igin yansitici tematik analiz kullaniimistir.

Bulgular

Ogretmenlerle yapilan goriismelerden elde edilen veriler bolgesel zorluklar,
sosyokultirel uyumsuzlugun etkisi ve mesleki talepler temalari altinda temsil edilmistir.
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Ogretmenler, ders kitabi icerigi ile 6grenciler arasindaki sosyokdltiirel uyumsuzlugun temelinin
bélgesel kosullardan kaynaklandigini belirtmislerdir. Bolgedeki teknolojik yetersizlikler, kdylerin
altyapr kosullar, ogrencilerin hazirbulunusluk dizeyleri 6gretim surecini etkilemektedir.
Ogretmenler ayrica bu bélgedeki 6grenme ortaminin égrencilerin tutumlari Gzerindeki etkisini
vurgulamislardir. Ogrencilerin derslere cok hevesli olmadiklarini ve cogu ingilizce bilgisi
gerektiren meslekleri icra etmeyeceklerine inandiklarindan, gelecekteki kariyerleri icin
ingilizceyi énemli gérmediklerini belirtmislerdir. Ogretmenler kirsal kesimdeki &grencilerin
sosyokiiltiirel gecmisleri ile ingilizce ders kitaplarindaki kiiltirel etkinlikler arasinda kdiltiirel bir
uyumsuzluk oldugunu distnmektedir ve ders kitabinda yer alan kavramlarin bircogunu
dgrencilerin ana dillerinde de bilmedikleri belirtmislerdir. Bu kiiltirel uyumsuzlugun ingilizce
o6grenmeyi zorlastirdigini, ¢inki 6grencilerin yabanci olduklari ve zihinlerinde soyut kalan
kavramlari anlamakta zorlandiklarini agiklamislardir. Ogrenciler kdyde gérmedikleri etkinlikleri
farkli, anlamsiz ya da sagma bulmakta ve kavramlari ya da kelimeleri 6grenmeye direng
gostermektedirler. Ogretmenler bu durumun is yiiklerinin arttigin ifade etmislerdir.

Ogrenci goriismelerinde ise temalar ders icerigi ile ilgili algilar ve kiltirel algilar olarak
belirlenmistir. Ogrencilerin tamamina yakini kelimelerin kendileri icin zor oldugunu ve bu
durumun 6grenmelerini olumsuz etkiledigini belirtmistir. Ayrica 6grenciler kitapta verilen
gorsellerin kavramlari anlamak igin yeterli olmadigini ve 6zellikle yabanci kavramlari anlamak
icin bazen daha fazla gérsele ihtiyac duyduklarini belirtmislerdir. Ogrenciler genel olarak
kaltdrel icerigin kendilerine yabanci oldugunu belirtmislerdir.

Ogretmen arastirmacinin verilerinin analizi gelistirilen materyallerin 6grencilerin kirsal
alanda daha 6nce gormedikleri kavramlara iliskin bilgi edinmelerini ve dnceki semalari arasinda
yeni anlamsal baglantilar kurmalarini sagladigina isaret etmektedir. Ogrencilerin yasamlari ile
ders konusu arasinda baglanti kurduk¢a 6grencilerin konuyu 6grenmeye daha istekli olduklari
g6zlemlenmistir. Ayrica uyarlanan etkinliklerin 6grencilerin ezbere dayali bilgiler yerine yabanci
kavramlar anlamh bir sekilde &grenmelerine yardimc oldugunu goésterir.  Ogretmen
notlarindan ve sinif tartismalarindan sonra 6gretmenin yazdidi yansitici yazilardan elde edilen
verilere gore, uyarlanan materyallerin otantik 6grenmeye katki sagladigi gortlmdastur.

Ogrenci verilerinin analizine dayanarak dgrencilerin uyarlanan etkinliklerden genel olarak
memnun olduklarn sdylenebilir. Ayrica uyarlanan etkinliklerde kullanilan gorselleri
begendiklerini ve gorsellerin dgrenmelerini kolaylastirdigini belirtmislerdir.

Tartisma, Sonug ve Oneriler

Kirsal alanlarin sosyokiltiirel/sosyoekonomik yoksunluklar, égrencilerin hazirbulunusluk
dizeylerinin dusuk olmasi ve teknolojik sinirhliklar gibi cesitli faktorlerin sinirlayici etkisi
hakkindadir (Aksoy, 2008; Cakiroglu ve Cakiroglu, 2003; Ciftci ve Cin, 2017; Kizilaslan, 2012;
Yildiz, 2020). Koy okullarindaki bu kisitl imkanlar kaliteli egitimi ve 6grencilerin akademik
basarilarini olumsuz etkilemektedir (Aksoy, 2008). Ogrenciler 6n kosul bilgilerinden yoksun
olduklan icin kelime ve dil bilgisi etkinliklerini kendi seviyelerine gére daha zor bulmustur;
ancak Uniteler onceki yillara ait s6z varligi 6gelerini ve dilbilgisi yapilarini kapsamaktadir.
Ogretmenler ayrica 6grencilerin sosyokiiltiirel gegmisleri ile kitap etkinliklerinin icerigi arasinda
bolgesel kosullardan kaynaklanan bazi sosyokiiltiirel farkhliklar olduguna inanmaktadirlar.
Bazen merkezi egitim sistemleri bir llkenin cografi 6zelliklerine bagh olarak degisen farkl
yasam tarzlarini ve sosyokdiltlrel altyapilari tam yansitamamaktadir (Aslan, 2013; Babacan,
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2007), ogrencilerin yasamlari ile ders kitabi igerigi arasinda sosyokdlturel bir uyumsuzluk
olmaktadir (Kizilaslan, 2012).

Ogrencilerin yeterlilik diizeylerini, sosyokiiltiirel gecmislerini ve ilgi alanlarini géz éniinde
bulundurarak gelistirilen ders materyalleri 6grencilerin derse olan ilgilerini artirmis, dil
girdilerini i¢sellestirmelerine katki saglamistir. Bu bulgu alanyazinda yapilan diger ¢alismalar ile
benzerlik géstermektedir (Altin ve Saracaloglu, 2018; Duarte ve Escobar, 2008; Roe, 2008). Bu
anlamda 6gretim surecinde tanidik igeriklerin, yerel kaltir unsurlarinin kullanilmasi égrenci
motivasyonlarini ve akademik basariyi artirabilir (Alptekin, 1993/2006; Gardner, 1985; Huang ve
digerleri, 2017; McKay, 2002).

Ogretmenler, materyalleri uyarlamak ve merkezi icerik ile ©grencilerin sosyokiiltirel
altyapilan arasindaki boslugu kapatmak acisindan biyik 6nem tasimaktadir. Bu nedenle kirsal
ve uzak bolgelerde 6gretmenlik yapmanin ve materyal uyarlamanin zorluklarnini karsilamaya
hazirlikli olmalari gerektigini sdyleyebiliriz. Ogretmenlige baslamadan énce, 6gretmen egitimi
sirasinda kirsal siniflarin zorluklarina asina olmalari da onlar icin faydal olacaktir. Ogretmen
tikenmisligini ve yipranmasini azaltmak icin MEB binyesinde hizmet ici 6gretmenlerin
materyal uyarlama sureclerine rehberlik edecek ve destek verecek 6gretmenlerle birlikte calisan
birimler olusturulabilir. Hizmet i¢i 6gretmenler materyal uyarlama konusunda hizmet igi
egitimlerle gtncel tutulmalidir. Kitaplarin icerigi, kirsal kesimde &gretmenlik yapan
ogretmenlerle is birligi icinde calisan uzmanlar tarafindan duizenli olarak degerlendirilmeli ve
gozden gecirilmelidir. Ayrica, MEB'deki uygulayici 6gretmenler, yazarlar ve program
gelistiriciler arasinda bir geri bildirim sistemi olusturmak, Ulkenin kirsal kesimlerinde
dgretimdeki eksikliklerin belirlenmesine yardimci olabilir. Ogretmenlerin kirsal alanlarda
karsilastiklar pek ¢ok sorun vardir, ancak bunlan belirlemek savasin yarisidir, bu anlamda
arastirmaci  6gretmenler tarafindan ydritilen daha fazla deneysel calisma ve eylem
arastirmasina duyulan ihtiyac géz ardi edilemez. Ogretmenlerin deneyimlerini, kullandiklari
etkili stratejileri, uyarlanmis materyalleri paylasabilecekleri platformlarin kurulmasi etkili bir
uygulama olabilir.

Yapilabilecek yeni arastirmalar ile benzer bir calisma farkli seviyelerde, farkh kitaplarla ve
ulkenin farkh yerlerinde tekrarlanabilir. Kirsal egitimi etkileyen farkh faktorler incelenebilir.
Ayrica, yar deneysel/deneysel arastirma tasarimlari kullanilabilir. Farkh paydaslari iceren
orneklem buyudkltgu artinlmis mudahale calismalarina da ihtiyag duyuldugu dasinilmektedir.
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