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Abstract. Language learning is becoming increasingly important in the current field of
Intercultural communication. As a result, educators and experts face challenges in deciding which
teaching methods to use when teaching a second foreign language. To address this issue, it is crucial
to conduct new researches from theory to practice or from practice to theory, based on the
fundamental principles of the post-method pedagogy, the learning environment, learners’ needs, and
teacher’s professional competencies. Contrastive analysis is a method that provides instruction based
on the nature of the language while also addressing the needs of students in solving problems
encountered by Kazakh learners when studying Turkish as a foreign language. At this stage, the aim
of this study is to determine the significance of contrastive analysis within the post-method
framework. The research is based on a qualitative research design. Additionally, a semi-structured
interview form was used to achieve the study’s objective. The interviews involved 15 students
learning Turkish as a foreign language at the Faculty of Philology, Abai KazNPU. Data analysis was
conducted using content analysis based on the “code-category-theme” approach with the MaxQDA
24.4.0 program. The findings revealed that the method supports post-method strategies such as
minimizing perceptual mismatches, enhancing language awareness, activating intuitive heuristics,
integrating language skills, supporting learner autonomy, and raising cultural awareness, thereby
making the learning process effective, simple, and suited to learners’ needs. These results are
expected to be valuable for both theorists and practitioners in foreign language education during
curriculum development.
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Introduction

In the current information age, globalization has led countries to come together
and integrate on political, socioeconomic, and technological levels. Learning foreign
languages has become increasingly important for improving international
communication. The focus on teaching Turkish as a foreign language has gained
significance, especially as adapting to new information and communication
technologies (ICT), understanding different cultures, and fostering personal growth are
some of the key motivations for learning a foreign language in today’s rapidly evolving
world [1].

The post-method era in language pedagogy represents a shift in how language
teaching is approached and the teacher’s role, particularly in the context of teaching
languages like Turkish. The post-method condition is generally built on three key
pedagogic parameters: particularity, practicality, and possibility. These parameters are
focused to ensure that language instruction is tailored to a specific group of learners,
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taking into account their linguistic and sociocultural characteristics, and that the
teaching methods align with both the theory-practice relationship and the learner’s
identity [2]. In this context, when teaching Turkish as a foreign language, especially to
Kazakh learners, employing contrastive analysis based on similarities and differences
between languages is crucial for addressing these three pedagogic parameters.

Consequently, this study aims to evaluate the significance of the contrastive
analysis method (CA) in teaching Turkish as a foreign language within the framework
of the post-method condition.

Today, the Turkish language is taught in a variety of curricula at both domestic
and international institutions. Turkish is widely taught in numerous universities,
including Ahmet Yassawi University, Abai University, etc. under departments such as
foreign language, second foreign language, Turkology and Philology. If this situation
is handled successfully in political, economic, intellectual, and cultural domains, it is
believed that Turkish will become the common language of communication in the
Turkic world [3, p.50]. Taking all of this into account, Turkish language instruction for
Kazakh learners requires comparing linguistic and cultural aspects. Studies on Kazakh
students Durmus & Kiling [4], Kumsar & Kaplankiran, [5], and Simsek [6] found that
they made mistakes in linguistic structures such as phonetics, morphology, vocabulary,
and syntax while learning Turkish, influenced by the mother tongue and previous
languages. Kumsar and Kaplankiran [5, p.85] identified the following mistakes
produced by Kazakh students when learning Turkish: alphabet-related, false friends,
spelling order, pronunciation, suffix use, and sentence building. As a result of these
findings, Kazakh students’ Turkish linguistic proficiency falls short of expectations,
owing mostly to interlingual linguistic traits. These findings are consistent with several
academics' observations that pupils learning a foreign language at the basic level tend
to use their mother tongue/first language [7]. In light of these considerations,
researchers A¢ik [8], Durmus & Kiling [4], and Kurt [9] suggest that teaching Turkish
to Turkic learners should be examined separately, taking into account linguistic and
cultural similarities and differences. In this case, the contrastive analysis (CA) is
considered important.

Contrastive analysis (CA), which comes from the nature of behaviorist learning
theory, is a widely used method in fields such as Turkology, linguistics, second
language acquisition, and foreign language education. According to Gass and Selinker
[7], the CA involves identifying the similarities and differences between the mother
tongue and the second language in second/foreign language teaching. It also
encompasses the development of an education that addresses differences that may
cause learning difficulties. Recent studies by Byrd [10], Kissové [11], and Quarto [12]
on the effect of the CA in second/foreign language teaching have found that it is
effective in teaching grammatical structures and vocabulary in the target language, as
well as understanding the social distance between languages. This benefit may be
especially evident in languages and dialects from the same language family [13]. As a
result, while teaching Turkish as a foreign language, particularly at the basic level,
using the CA that does not overlook Kazakh learners' native language will facilitate
and accelerate the teaching-learning process.



When the CA is examined according to the conditions of post-method pedagogy,
it can be said that it meets the demands of the relevant period. According to
Kumaravadivelu [2], numerous factors influence the content and nature of language
learning and teaching, including teacher cognition, student perception, social needs,
local knowledge, cultural contexts, and institutional constraints. In the post-method
condition, three main dimensions are of great importance: the particularity parameter
refers to group and context sensitivity; the practicality parameter is the set of teachers'
skills to theorize their practice or to apply what they have theorized; and the last
possibility parameter is learners' identity construction by connecting with the socio-
political consciousness they bring to the classroom environment [2]. Therefore, failing
to address local demands and expectations within the context of post-method pedagogy,
which prioritizes local and regional requirements and shapes language teaching
appropriately, means neglecting learners’ experiences. Based on the three dimensions
indicated above Kumaravadivelu [2] developed large-scale strategies (maximize
learning opportunities, facilitate negotiated interaction, minimize perceptual
mismatches, activate intuitive heuristics, foster language awareness, contextualize
linguistic input, integrate language skills, promote learner autonomy, ensure social
relevance, raise cultural consciousness) that provide a general guide to foreign
language and teaching. He states that teachers can use these strategies to create specific,
situation-based, small-scale strategies to address needs [2, p.545]. In the strategies
mentioned, it is emphasized that grammar should be made an integral part of the
teaching process, eliminating the tendency not to teach grammar in foreign language
teaching. At this point, it is seen that an attempt is made to equate the grammatical
features of the language with its communicative features. Considering all these factors,
the CA will provide a conducive environment for teaching Turkish as a foreign
language, especially to Kazakh students. Given the similarities and differences between
Kazakh and Turkish, it is believed that this method can be beneficial in resolving the
issues experienced when teaching Turkish to Kazakh learners. Therefore, this study
aims to reveal the significance of the CA based on large-scale strategies of post-method
pedagogy in teaching Turkish as a foreign language. In addressing the research
question “What is the impact of utilizing the CA in teaching Turkish on the academic
performance of Kazakh students?” the study aims to provide insights into the following
sub-questions:

1. What are Kazakh students’ views on the effectiveness of CA in learning
Turkish grammar?

2. What are Kazakh students' views on the effectiveness of CA in learning
Turkish vocabulary?

3. What are the perceptions of Kazakh students regarding how the CA could
enhance the learning process?

4, What are Kazakh students' views on utilizing the CA to improve their
Turkish language skills?

5. How do Kazakh students approach the CA?

6. What are Kazakh students' views on the difference between utilizing the
CA and other methods of teaching Turkish?



7. What are Kazakh students' views on utilizing the CA to teach Turkish
linguacultural values?

8. How do Kazakh students evaluate their Turkish learning process using the
CA?

This study, which seeks answers to these research questions, is significant in
terms of applying the CA to teach Turkish as a foreign language, developing future
materials, a curriculum in this context, and creating a course design and outline.

Materials and methods

Research Design

In this study, a basic qualitative research design was used to investigate the effect
of the CA in teaching Turkish to Kazakh students from a qualitative perspective.
According to Merriam [14], the researcher seeks to comprehend the meaning of a
phenomenon observed by participants, as well as how people interpret their
experiences, construct their world, and assign meaning to their experiences. Within this
design scope, it is aimed to analyze the perspectives of Kazakh students using the CA
method. Thus, the meanings that Kazakh students added to the method by teaching
with the CA were revealed.

Participants

Purposive sampling was used to choose study participants for specific purposes.
The study involved 15 students learning Turkish as a foreign language at the basic level
at the Department of Oriental Philology and Translation, Institute of Philology, Abai
Kazakh National Pedagogical University. Demographic information of the participants
Is given in Table 1.

Table 1- Demographic Information Of Participants

Demographic f %
Information
Gender Female 14 93,3
Male 1 6,7
Age 18 3 20,0
19 10 66,7
20 2 13,3
21 - -
Education level bachelor 15 100
Native language Kazakh 15 100
Russian - -
Other languages

The table above shows that the majority of the participants are female students
(93,3 %). The average age of the participants is 19 years (66,7%). All participants are
at the undergraduate level and speak Kazakh as their native language (100%).

Data Tool and Its Reliability

The data for this study was collected using a semi-structured interview form. The
semi-structured interview form utilized in the study was developed using the
“standardized open-ended interview” approach. There are 8 questions in the semi-
structured interview form. During the preparation of the interview form, 7 experts were



consulted. Six experts specialize in Turkish Language Education, while one focuses on
Assessment and Evaluation. The interviews were conducted with 15 students who were
learning Turkish as a foreign language at the basic level in the above-mentioned
university and department. To ensure the reliability of the interview form, 7 experts
were consulted. The reliability of the interview items was calculated utilizing Miles
and Huberman's reliability formula. Table 2 shows the reliability rates for the semi-
structured interview form that was utilized as a data collection tool in this study.
Table 2 - Semi-Structured Interview Form Item Reliability Rates

It E E E E E E E Relia
ems x.1 X. 2 X. 3 X. 4 X.5 X. 6 X. 7 bility

It + + - + + - + 71,42
eml

It + + + + + - + 85,71
em 2

It + + + + + + + 100
em 3

It + + - + + - + 71,42
em4

It + + - + + + + 85,71
em5

It + + + + + + + 100
em 6

It + - + + + + + 85,71
em7

It + + - + + - + 71,42
em 8

Total 83,92

In Table 2 above, the reliability of the form items was found to be 83,92%.
Reliability calculations of 70% and above indicate that the research is reliable [15].
Accordingly, the form items were evaluated as “reliable”.

Qualitative Data Analysis

The research process consists of stages such as pre-experiment, experimental
procedure and post-experiment. In the pre-experiment phase of the research, before
determining the appropriate environment, achievements, course subject, and content,
the basic grammatical structures of Turkish and Kazakh were compared from an
educational perspective using the CA. After analyzing the grammatical structures of
Turkish and Kazakh and their corresponding difficulty levels, the study environment,
achievements, subject, and course content were evaluated. Then, learning activities
were created in line with the learning outcomes and teaching principles/strategies
determined in the development phase based on the CA. Then, the experimental
procedure was started. The experimental procedure was carried out once a week for 15
weeks. The interview technique was used with 15 students from the experimental group
to gather the views of Kazakh students on the CA.

The qualitative data analyses of the research were first subjected to ““content
analysis™ and then analyzed in terms of ““code, category” and “theme”. In this study,
firstly the data were coded and then the themes were determined. The codes were



grouped under different categories/themes according to their relevance. Then, all the
data were examined and the appropriateness of the classification was checked. Tables
and figures were created to increase clarity in the presentation of the findings. All steps
of data analysis were carried out using the MaxQDA 24.4.0 program. The code system
of the qualitative data collected from 15 students in the relevant program is shown in
the Figure 1 below.
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Figure 1 - Code System of Fifteen Students in MaxQDA Program
In presenting the analyses, statements from participants that could serve as
examples of codes were presented as direct quotes. Since the participants in the data
analysis were students, they were described as “S” and their sequence numbers were
given as “S1, S2, S3, S4, S5...59, S10, .... S13, S14, S15”.

Results and discussion

Findings for sub-question 1: “What are Kazakh students' views on the
effectiveness of CA in learning Turkish grammar?”’

To determine the general role of the CA in teaching Turkish as a foreign
language, Kazakh students were interviewed after the experiment. At this point, the
first question in the form, ““Do you think that the CA is effective in learning Turkish
grammar structures?”” considered Kazakh students' opinions. 15 students responded to
the interview question: 10 students (66,7%) stated that the CA was effective; 3 students
(20,0%) stated that it was ineffective; and 2 students (13,3%) were undecided. Detailed
information and code frequencies regarding these opinions are presented in the
hierarchical model in Figure 2.
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Figure 2 - Hierarchical Model “Codes-Subcodes” Related to Sub-Question 1
As seen in Figure 2, in the theme “The effectiveness of CA in learning
grammar™, there are 5 subcodes under the code “effective”, 1 subcode under the code
“ineffective”, and no code under the code “indecision”. Detailed information on the
frequencies and percentages of the relevant codes and subcodes is presented in Table 3
below.
Table 3 - Frequencies and Percentages of Codes in Sub-Question 1

Ne Code and Subcodes f %
1 Effective 10 66,7
1.1 Understand grammar easily 4 26,7
1.2. Be aware of self-learning 2 13,3
1.3 Due to the similarity of grammar structures 2 13,3
1.4. Be aware of grammatical errors 1 6,7
1.5. Reduction of grammatical errors when writing 1 6,7
2 Ineffective 3 20,0
2.1. Difficult to understand 3 20,0
3 Indecision 2 13,3
Total 15 100,0

As seen in Table 3, Kazakh students mentioned that the CA was effective in
learning Turkish grammar and that this effect was especially evident in the easy
perception of grammatical structures (26,7%). Other Kazakh students stated that the
effectiveness of the CA was due to the similarities between languages (13,3%) and the
increase in their learning awareness (13,3%). The other student emphasized the
effectiveness of the relevant method in making students aware of grammatical errors
(6,7%), especially in reducing errors in writing (6,7%). Examples of student
statements, S2: “I think it was effective because the grammar structures were easily
understood”/ S4: “Effective because | became aware of grammatical errors while
writing”. There were also Kazakh students who mentioned that the CA was ineffective
because they found it difficult to understand Turkish grammatical structures (20,0%).
However, as seen from the findings to sub-question 1, the CA was found to be effective
in learning Turkish grammatical structures. When these findings are associated with
the strategies of the post-method pedagogy [2], it is seen that the findings support



strategies such as minimizing potential sources of perceptual mismatches such as
linguistic, strategic, evaluative, procedural, and instructional, fostering language
awareness, and maximizing learning opportunities.

Findings for sub-question 2: “What are Kazakh students' views on the
effectiveness of CA in learning Turkish vocabulary?”

To seek answers to the second sub-question, Kazakh students were asked to
answer the second question “Do you think the CA is effective in learning Turkish
vocabulary?” in the form. Of the 15 students who participated in the interview, 10
students (66,7%) stated that the CA was effective, 3 students (20,0%) mentioned that
it was ineffective, and 2 students (13,3%) were undecided. Therefore, 3 basic codes
such as “Effective”, “Ineffective” and “Indecision” were created for the “The
effectiveness of CA in learning Turkish vocabulary” theme. The code and subcode
system obtained from the students' data regarding the second sub-question is given in
Figure 3 below.
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Figure 3 - Code Patterns and Percentage Related to Sub-Question 2

As seen in Figure 3 above, 10 out of 15 students, found the CA was effective in
learning new words: 3 students (20%) found that the CA was effective in learning new
words easily; 2 students (13%) in learning common words in Kazakh and Turkish; 2
students (13%) in learning false friends; 1 student (7%) in learning common words
between languages and easily remembering new words; and 1 student (7%) in easily
remembering new words and 1 student (7%) in learning new words quickly. Examples
of student statements, S8: “It was effective for me because | remembered similar and
different words more easily”. / “Due to this method, | learned that there are many
common words related to relatives and fruits™. Then, 3 students (20%) stated that the
CA was not effective because it was difficult to learn new words. 2 students (13%)
stated that they were undecided about this question. For instance, S5: “I didn't find it
effective because it confused me”. / S14: “I don't know, because it was very easy to
remember similar words between the two languages. But it takes practice to remember
different words™. Based on these findings, it was seen that the CA was generally
effective in learning Turkish words and this effect was due to the easy remembering,
perception of new words, and similarities between languages. Based on this, it can be



concluded that the CA is beneficial in supporting post-method strategies such as
minimizing perceptual mismatches (cognitive, linguistic, strategic, evaluative,
procedural, and instructional), contextualizing linguistic input, and fostering language
awareness. In addition, the findings obtained from the first and second sub-questions
support the relevant research Byrd [10], Kissova [11], and Quarto [12] results.

Findings for sub-question 3: “What are the perceptions of Kazakh students
regarding how the CA could enhance the learning process?”

To find an answer to this sub-question, the students' opinions regarding the
question “Do you think that you learned Turkish easily with the CA method?” were
examined in the form. During the data analysis process, 3 basic codes emerged
regarding the “Ease of learning Turkish with CA” theme: ““Easy to learn Turkish”,
“Difficult to learn Turkish with CA”” and ““Indecision™. 9 out of 15 students (60,0 %)
found learning Turkish with this method easy; 2 students (13,3 %) found it difficult,
and 4 students (26,7 %) were undecided. The code and subcode system for these
opinions is presented in Figure 4 below.
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Figure 4 - Hierarchical Model “Codes-Subcodes” Related to Sub-Question 3
When reviewing Figure 4, 6 subcodes emerged for the “Easy to learn Turkish”
code. One subcode for the “Difficult to learn Turkish with the CA” was identified, but
no subcode was found for the unstable code. The frequency values of the Kazakh
students' views on this sub-question, based on the code and sub-code system obtained,
are presented in Table 4 below.

Table 4 - Frequencies and Percentages of Codes in Sub-Question 3

Ne Codes and Subcodes f %

1 Easy to learn Turkish 9 60,0

1.1. Learning is easy and interesting 2 13,3

1.2. Learning is easy and instructive 2 13,3

1.3. Easy to learn due to similar language 2 13,3
structures

1.4. Learning is easy and quickly 1 6,7




1.5. Easy to learn in writing and speaking 1 6,7
1.6. Easy due to the usage of Kazakh examples 1 6,7
2 Difficult to learn Turkish with CA 2 13,3
2.1. Learning Turkish is confusing 2 13,3
3 Indecision 4 26,7
Total 15 100,0

The findings in Table 4 show that, with the CA regarding the code “Easy to learn
Turkish™, the responses were as follows: 2 students (13,3%) found learning Turkish to
be easy and interesting; 2 students (13,3%) found it easy and instructive; 2 students
(13,3%) mentioned that it was easy because of the similarities between the languages;
1 student (6,7%) found learning Turkish to be easy and quick; 1 student (6,7%) found
that it easy in speaking and writing; 1 student (6,7%) stated that it was easy because
examples from Kazakh were given. For example, S1: “Yes, | think teaching by
comparing Kazakh and Turkish is easy and instructive™. Since learning Turkish with
the CA was complicated, 2 students (13,3%) responded that learning Turkish was
difficult and 4 students (26,7%) were undecided on this question. For example, S12:
“It is difficult for me to answer because | cannot understand some topics”. The
obtained findings indicate that the CA supports various post-method strategies,
including minimizing perceptual differences, promoting language awareness, and
engaging intuitive heuristics through modifications in form and meaning.

Findings for sub-question 4: “What are Kazakh students' views on utilizing the
CA to improve their Turkish language skills?”

The question ““Should the CA be used in teaching reading, listening, speaking,
writing, and vocabulary?” was added to the interview form to elicit responses to the
applicable sub-question. The answers provided by the students to this question were
analyzed. As a result of the analysis, 6 basic codes emerged under the theme “CA
integration into language skills”. The code system, frequencies, and percentages
determined from the students' opinions are presented in Figure 5 below.
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Figure 5 - Code Patterns and Percentage Related to Sub-Question 4
As can be seen from the above findings, most of the students stated that the CA
could be used in writing (20%); in all language skills (20%); in reading, writing, and
vocabulary teaching (20%), and only vocabulary teaching (20%). For instance, S2:



“This method can be used in writing because it helped me to be aware of grammatical
errors”/ S11: “I think this method is useful in teaching speaking and writing skills
because we've learned Turkish case suffixes, past tense suffixes, and words correctly in
writing and speaking”. 2 students (13%) out of 15 stated that the relevant method could
be used in both reading and writing skills, and 1 student (7%) mentioned that it could
be used in speaking and writing skills. The results indicate that CA can be utilized to
enhance post-method strategies, such as integrating language skills and fostering
learner autonomy.

Findings for sub-question 5: ““How do Kazakh students approach the CA?”

Students' opinions on the question “What did you think about learning Turkish
through the CA?” were analyzed to answer the relevant sub-question. When the
students' responses to this question were examined, two basic codes emerged under the
theme ““Opinion on learning Turkish with CA”: “Positive opinions™ and ““Negative
opinions”. The subcodes and frequency rates of the relevant opinions are presented in
Figure 6 below.
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Figure 6 - Code-Subcodes-Segments by Frequency Related to Sub-Question 5
As seen in Figure 6 above, two sub-codes were created for the “Negative
opinions” code: “Boring” and “Difficult”. In general, 3 students (20%) out of 15
expressed a negative opinion about the relevant method. The subcodes with frequencies
such as “Interesting” (1), “Effective” (2), “Useful’’(10), and “Easy and
Understandable” (1) were created for the “Positive opinions’ code. In general, codes
related to “Positive opinions” constitute 80%. In addition, Figure 6 above also shows
the frequencies for each code and subcode. Examples of students' positive and negative
opinions are as follows: S12: “I think it is a useful method™./ S7: “I think it's a bit of a
boring method”. Therefore, based on these findings, it is seen that Kazakh students
have predominantly positive views on the CA. In addition, when these findings are
associated with post-method strategies, it can be said that they support strategies such
as minimizing perceptual mismatches in terms of attitudinal sources. Because, as is
well known, the student’s attitude towards the language being studied and its nature
play a decisive role in obtaining language input. The lower the anxiety level of students
in foreign language learning, the more comprehensible input is provided healthily.



Findings for sub-question 6: “What are Kazakh students’ views on the difference
between utilizing the CA and other methods of teaching Turkish?”

To examine the responses of Kazakh students to this sub-question, the question
“Is the CA different from other language teaching methods?”” in the interview form
was first directed to the students. After examining the responses received from the
students, basic codes and subcodes were determined under the theme “Difference of
CA compared to other methods™ and frequency rates were given. The analysis results
of the data obtained from the relevant opinions are presented in Figure 7 below.
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Figure 7 - Hierarchical Model “Codes-Subcodes” Related to Sub-Question 6

As seen in the model above, 3 basic codes were determined based on the student's
responses: “Different from other methods™, “Indecision”, and ““No difference from
other methods”. No opinion was determined regarding the code ““No difference from
other methods™ from the 15 students who participated in the interview. 13 students
(86,7%) indicated that the CA was distinct from other methods. Accordingly, 5
subcodes were determined for this code with frequencies: “Comparison of similarities
and differences” (4), “Increasing interest in learning” (3), “Raising learning
awareness” (3), “Maintaining easy perception” (2), “Difference in vocabulary
learning” (1). When the appropriate subcodes were reviewed, it was indicated that this
method was varied from others in terms of analyzing similarities and differences
between languages, increasing interest in learning, enhancing learning awareness, ease
of perception, and vocabulary acquisition. Some examples of students' opinions on
these subcodes are as follows: S12: “Of course, there is a difference. | felt this while
learning different Turkish words and grammar structures. | started to be aware of my
own mistakes™. / S4: “There is a difference. This difference was in the easy perception.
Due to this method, I learned Turkish easily”’. There were 2 students (13,3%) out of 15
who were undecided on this question. A student example of this code is as follows:
S14: *““I dont know exactly, but the teacher was explaining Turkish by comparing
Kazakh and Turkish™. Based on these findings, it is seen that post-method strategies
such as activating intuitive heuristics, fostering language awareness, and promoting
learner autonomy are aligned with the relevant method during the instruction.



Findings for sub-question 7: “What are Kazakh students' views on utilizing the
CAto teach Turkish linguacultural values?”

Since teaching culture and cultural values is an integral part of foreign language
education, the question “Was the CA effective in the development of values regarding
Turkish language and culture?”” was asked of the students in the interview. The code
and subcode system, frequency rates, and percentages obtained for these opinions are
given in Table 5 below.

Table 5 - Frequencies and Percentages of Codes in Sub-Question 7

No Codes and Subcodes f %
1 Effective 13 86,8
1.1. Increasing interest in Turkish language and culture 4 26,7
1.2. Recognizing common linguistic structures 4 26,7
1.3. Recognizing common cultural values 3 20,0
1.4, Recognizing similarities and differences of cultures 1 6,7
1.5. Recognizing similarities and differences of 1 6,7
languages
2 Hard to answer 2 13,2
Total 15 100,0

As can be seen from Table 5 above, the CA was effective in developing both
linguistic and cultural values towards Turkish language and culture. When the students’
responses were examined, 1 basic code associated with 5 subcodes and 1 code without
subcodes were identified under the theme ““The Effectiveness of CA in the development
of linguistic and cultural values™. When the subcodes related to the “Effective”” code
(86, 8%) were examined, it was determined that the CA increased students' interest in
Turkish language and culture (26,7%); was useful in recognizing common linguistic
structures in Turkish (26,7%); in recognizing common cultural values (20,0%); in
recognizing cultural similarities and differences between Kazakh and Turkish
languages (6,7%) and in recognizing similarities and differences between related
languages (6,7%). Some examples of students' opinions on these subcodes are as
follows: S7: “Due to this method, my interest in Turkish culture and Turkish language
increased even more”.l S4: “This method was useful for me to learn the language
structures and culture common to Turkish and Kazakh™. 2 students (13,2%) stated that
they had difficulty answering this question. For instance, S11: “It's difficult for me to
answer this question. | can't answer”. / S14: “It seems difficult for me to answer this
question. | can't explain it exactly, so I don't know™. As can be seen from the data
obtained, it can be said that the CA is effective in developing the interlingual and
intralingual linguistic and cultural awareness of Kazakh students. Based on this, it can
be said that the CA supports post-method strategies such as activating intuitive
heuristics, fostering language awareness, promoting learner autonomy, and raising
cultural consciousness.

Findings for sub-question 8: “How do Kazakh students evaluate their Turkish
learning process using the CA?”

Kazakh students were asked to answer the question “In what respect
(easy/medium/difficult) do you think the CA affected your Turkish learning process?”



to determine the general evaluation results regarding the CA. The code system and
frequency rates obtained from the students' opinions are presented in Figure 8 below.
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Figure 8 - Code- Subcodes Segments by Frequency Related to Sub-Question 8

As seen in Figure 8 above, 3 basic codes were created for the theme of “The
effectiveness of CA in the Turkish learning process”. These codes are as follows
according to their frequency levels: “Medium™ (8), “Easy” (7), and “Difficult” (0).
There are 8 students (53,3%) who found the CA effective at a moderate level; and 7
students (46,7%) who found it at an easy level. No student stated the relevant method
at a difficult level. Some examples of students' statements regarding these subcodes are
as follows: S11: “It was easy for me. Learning Turkish was easy due to similar suffixes
and words.” / S14: “This method had a moderate effect on my Turkish learning
process”. Based on this, Kazakh students consider the CA as a useful method at the
intermediate and easy level. In this case, the CA ensures that post-method strategies
such as maximizing learning opportunities, minimizing perceptual mismatches, and
contextualizing linguistic input are supported in the learning process. Furthermore,

these findings are consistent with the findings of the present study by Sunderman &
Kroll [13].

S¢*

Conclusion

The post-method pedagogy, which advocates the superiority of context in the
foreign language learning process, is a situation that attempts to solve the problem of
the gap between theory and practice while also creating new roles for stakeholders,
particularly by revealing teachers’ potential to create methods. The condition of post-
method pedagogy, is a paradigm shift that allows teachers to think freely, creatively,
and reflectively in combining methods or concepts to create the most effective
combination that fits the context of teaching and learning. However, to realize this, it
IS necessary to consider large-scale strategies that serve as the basis for the three-
dimensional framework, such as the parameters of particularity, practicality, and
possibility. When all of these factors are considered in the context of teaching Turkish
as a foreign language, the CA arises as a suggestion for Kazakh students' needs and the
challenges they encounter.



The CA allows the creation of an education based on difficulty hierarchy levels,
taking into account the similarities and differences between languages. All findings
from the analysis of qualitative data in this study indicate that the relevant method is
essential in supporting large-scale strategies. As it can be understood from the findings,
the CA provides strategies such as minimizing perceptual mismatches in linguistic,
cognitive, strategic, evaluative, procedural, instructional, and attitudinal domains. In
addition, the CA supports modifications of input in terms of form and meaning, which
greatly facilitates their perception and develops awareness of self-learning and
language. In other words, the CA has been shown to have a positive impact on creating
learning opportunities for learners. It helps unlock their learning potential, enhances
their awareness of both interlingual and intralingual aspects, and accelerates the pace
of learning. Furthermore, it entails teaching learners how to learn, providing them with
the metacognitive, cognitive, social, and affective strategies required to self-direct their
learning, raising their awareness about target language learning, and making the
strategies explicit and systematic so that they can be used to enhance the language
learning abilities of other learners.

Finally, the findings will contribute significantly to the development of new
programs and textbooks for teaching Turkish as a foreign language, as well as the
formulation of new theoretical applications not just in the field of Turkish education,
but in all foreign language education. Furthermore, it is believed that conducting more
research on the subject and presenting concrete examples of the roles expected from
teachers and learners will shed light on all stakeholders in the language learning
process, making the CA more understandable in light of the post-method condition.

REFERENCES

[1] Karimova, B.S., Nurlanbekova, Ye.K., & Ailauova, Zh.S. The Effectiveness of
Internationalization in Higher Education on Cross-Cultural Competence Formation. // Bulletin of
Ablaikhan KazUIRandWL .Pedagogical Science Series — 2023. — V.70 (3). Pp. 37-50.

[2] Kumaravadivelu, B. Critical Language Pedagogy: A Postmodern Perspective on English
Language Teaching. // World Englishes. — 2003 — Ne 22(4). — Pp. 539-550.

[3] Yaman, E. Ortak Tirkgenin Temel llkeleri. Turk Diinyasinda Ortak Dil Tlrkce Bilgi Séleni
(Basic Principles of Common Turkish. Common Language in the Turkic World Turkish Knowledge
Festival). — Ankara: Turk Dil Kurumu, 2002. — Pp. 49-58.

[4] Durmus, M., & Kiling, A. K. Kazaklara Tiirkce Ogretimi ve S6z Edimsel Bir Karsilastirma
(Teaching Turkish to Kazakhs and a Speech Act Comparison). // Bilig. — 2021 — (97). — Pp. 1-28.

[5] Kumsar, E., & Kaplankiran, I. Kazaklarin Tiirkiye Tiirkgesi Ogreniminde Yaptiklari
Yanlsliklar ve Bu Yanhsliklarin Dizeltilmesine Yonelik Oneriler (The Mistakes that the Kazakh
Have Done in Learning Turkey Turkish and Suggestions for Aiming at the Correction of Them). //
Diyalektolog. — 2016 — Ne12. —Pp. 81-103.

[6] Simsek, P. Ana Dili Kazak Ttirkcesi Olan Ogrencilerin Tiirkge Ogrenim Siirecinde Yazma
Becerileri Sorunlart (Writing Skills Problems of Students Whose Native Language is Kazakh Turkish
in the Process of Learning Turkish). // Uluslararasi Tiirkge Edebiyat Kiiltiir Egitim (TEKE) Dergisi.
— 2023 — Ne12 (1). — Pp. 239-252.

[7] Gass, S. M., & Selinker, L. Second Language Acquisition. An Introductory Course. —
New York: Routledge, 2008.

[8] Acik, F. Karsilastirmali Coziimleme Yaklasimi ile Tlrk Soylulara Tirkiye Turkgesi
Ogretimi (Teaching Turkish to Turks of Turkic Origin with a Contrastive Analysis Approach). A.



Sahin (Ed.), Yabanci dil olarak Tiirk¢e 6gretimi kuramlar, yaklasimlar, etkinlikler i¢inde — Ankara:
Pegem, 2018. — Pp. 309-332.

[9] Kurt, M. Turkiye Turkgesinin Tirk Dillilere Ogretiminde Karsilasilan Olumlu ve Olumsuz
Transferler (Positive and Negative Transfers Encountered in Teaching Turkish to Turkic Speakers).
A. Sahin (Ed.), Yabanci dil olarak Tiirkge Ogretimi kuramlar, yaklasimlar, etkinlikler icinde—
Ankara: Pegem, 2018. — Pp. 302-308.

[10] Byrd, A. Development and Evaluation of a Code-Switching Instruction for Early
Elementary School African American Students. // Master’s Thesis. — 2017.

[11] Kissova, M. O. Contrastive Analysis in Teaching English Pronunciation. // SWS Journal
of Social Sciences and Art— 2020 — Ne2(1) — Pp.39-65. Retrieved from
https://www.researchgate.net/profile/Olga-Kissova/publication

[12] Quarto, M. P. Teaching American English Pronunciation in a Spanish Speaking Context:
A Guide for EFL Teachers in Chile. // Master’s thesis. — 2022. Retrieved from
https://repository.usfca.edu/capstone/1341

[13] Sunderman, G., & Kroll, J. F. First Language Activation During Second Language
Lexical Processing: An Investigation of Lexical Form, Meaning, and Grammatical Class. // Studies
in Second LanguageAcquisition.—2006—Ne28(3).—Pp.387-422.

[14] Merriam, S. B. Qualitative Research: A Guide to Design and Implementation. — USA:
John Wiley & Sons, 2009.

[15] Miles, M, B. & Huberman, A. M. Qualitative Data Analysis: An Expanded Sourcebook.
(2nd ed). — Thousand Oaks, CA: Sage, 1994.

NOCT-dIICTEMEJIK MEJATOTAKA KAFIAMBIH/IA INETEJ
TIJII PETIHAE TYPIK TIJIIH OKBITYIA CAJIBICTBIPMAJIBI
TAJIJIAY/IBIH POJII
“Ioypenbex C.B.%, lllasxmerosa JI.5.2
“12 AGait arbinpars! Kaz¥YITY, Anmarsl, Kasakcran

Anparna. Kazipri TaHza MofeHHETapalblK KOMMYHHUKAIIUS KEHICTITIHAC TUIAEPIl YHPEeHY
KYH ©TKEH CailblH MaHbI3/1bl 0oy ycTinae. HoTmwxkecinae, OKbITYIIbIIAp MEH capaniibuiap eKiHImi
IIETEJ TIIIH OKBITY KE31H/e KaHJai OKBITY SJICTEpiH KOJIJIaHy KEPEKTITiH MIeNTyae KUbIHIBIKTapFa
tanm Oonyma. bynm MoceneHi Imemry YIIiH OIiCTeMeNeH KeHiHT1 MeJarorukaHblH —ipreni
YCTaHBIMJIApbIHA, OKY OpTAachlHAa, OKYIIBUIAPABIH KaXKETTUIIKTEpIHE >KOHE MYFAIIMHIH KOCIOH
KY3BIPETTUTIKTEpIHE HETI3CNITeH TEeOpUsSAaH TIkKipuOere Hemece TIKIpUOEIeH Teopusra Coukec
JKaHa 3epTTeyJIep KYPrizy eTe MaHbI3abl. CaabICTRIPMAITbI TaAay — Ka3aK Tl YHpEeHYIIUIep TYPIK
TUTIH [IeTeN TUTl peTiHAe YHpeHy Ke3iHJe Ke3/IeCETiH Macemenepi menryae OuTiM amyibuiapabiH
KOKETTUTIKTEpPIH KaHaFaTTaHIBIPYMEH Oipre TUIMIH TaOUFaThIHA HET13/Ie]TeH OKBITYIbl KAMTaMachl3
eretin omic. Ochbl opaiina, Oy 3epTTeydiH MakcaThl — oficTeMeNeH KeHiHri meHOepre conkec
CaJIBICTBIPMAITBI TAJIAAYABIH MaHBI3IbLUIBIFBIH aHBIKTAy OOJIBIN TAOBLIAABI. 3EPTTEY Camlaibl 3€PTTEY
o/liciHe Heri3NeNreH. 3epTTey MakcaTblHA JKeTy YILIIH >KapTbUlall KYpbUIBIMIBIK CYX0aT HBICAHBI
narigananeuiael. Cyx0atka AGait arbiagarel Kaz¥YITY-neiH ®@unonorus ¢hakynbTeTiHIe TYPIK TUTIH
mIeTeNl TUTL peTiHAe OKbIN JkaTKaH 15 crymeHT KarbicThl. Jlepekrepni tanmay MaxQDA 24.4.0
OarapiaMachIMEH “KOJ-CaHaT-TaKbIPBIN~ TOCIIIHE HET13/IeJTeH KOHTCHT TaJIJIay apKbLIbI )KYPT131I11.
Hormxenep Oy omicTiH TuUAl KaObuigaymarbl KUBIHIBIKTApAbl a3aiTy, TIAIK CAHAHBI apTTHIPY,
WHTYUTHUBTI 3BPUCTUKAHBI OCJICEHIpY, TULMIK JaFabUIapabl O1piKTipy, O11IM aylIbIHBIH JepOeCTITiH
KOJIJIay, MOJICHU CaHAHBI apTTHIPY CHUSKTHI 9/IICTEMECH KEeWiHT1 TIearoruKaHblH CTPaTeTUsIap IbIH
KOJIAUTHIHBIH, OCBIJIAMINA OKYy YPAICIH OUNIM allyIIbLIapIblH KaKETTUTIKTEpIHEe COMKEeC THIMII,
KaparaibiM oHE KOJaljbl eTeTIHIIriH KepceTTi. by HoTmxkenep oKy OariapiiamachiH o3ipiey
KE31H/Ie IIEeTEeN TiIIH OKBITY/Ia TCOPETUKTEP MEH TOXIpUOCHILIepre Mani1aabl 00Ja bl e KYTLTyAe.
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Tipek ce3aep: caabICTBIpMaBI TANAAY SMICI, 9MICTEMEICH KSHIHT1 IIearoruka, 9/licteMeIeH
KeHiHr1 cTparerusiap, IIETTUIAIK OuriM Oepy, TYpiK TUTIH OKBITY, KOHTEHT Tasjiay, OuliM
aJTyIIBUTAPABIH MIKIP1, THIMA1 OKBITY

POJIb KOHTPACTHBHOI'O AHAJIN3A B OBYUEHUHA
TYPEIHHLKOMY SI3bIKY KAK MTHOCTPAHHOMY B KOHTEKCTE
HNEJATI'OI'HKHA IOCT-METOJIA
“Ioypenbex C.BL., lllasxmerosa JI.5.2
“L2KasHITY nm.AbGas, Anmarsl, Kazaxcran

AHHoTanusi. OOydyeHHE HWHOCTPAHHBIM S3bIKaM CTaHOBUTCA Bce Oojiee BaXXHBIM B
COBPEMEHHOM MPOCTPAHCTBE MEKKYIBTYPHOTO 001IeHus. B pe3ynbrare, mpenogaBaTen U SKCIEPThI
CTAJIKUBAIOTCS C TPYIHOCTSMH TpU TPUHATHH PEUICHHS O TOM, Kakhe MeToAbl O00ydeHus
UCIIOJIb30BaTh NMPH NPENOAaBaHUU BTOPOrO MHOCTPAHHOTO si3blKa. B pemieHun 3Toil mpoOnemsl,
KpaiiHe Ba)XHO MPOBOJUTH HOBBIE MOMCKH OT TEOPHHM K MPAKTUKE WIU OT MPAKTUKH K TEOPUH,
OCHOBBIBASICh Ha (YHAAMEHTAJIBHBIX MPUHIUIAX COCTOSHUS MOCT-METOHAa, Y4YeOHOW Ccpensl,
noTpeOHOCTEN ydamuxcst 1 MpogeCCUOHATBHBIX KOMITETeHITNH negarora. KOHTpacTUBHBIN aHATU3 —
3TO METOJI, KOTOPHKIH 0OecreunBaeT 00y4eHHE B COOTBETCTBUHU C IPUPOJION SI3bIKA, HE UTHOPHUPYSI TIPH
3TOM MOTPEOHOCTH yUaIIUXCsl B pEIICHUU MPOOIeM, C KOTOPBIMU CTAIKMBAIOTCS CTYAEHTHI Ka3aXCKOM
ayIUTOPHUHM IIPU U3YUYEHUU TYPELKOIO sA3bIKA KaK MHOCTpaHHOro. Ha nanHOM 3Tame Heinpro JaHHOTO
HCCJIEJIOBAHUS SIBJISIETCS ONpeieTIeHNE 3HAYMMOCTH KOHTPACTUBHOTO aHAJIU3a B COOTBETCTBUH C TIOCT
METOAMYECKOW CTpyKTypoil. McciaemoBaHne OCHOBAaHO Ha Kaue€CTBEHHOM HCCIEI0BATEIIHCKOM
mu3aiiHe. IloMuMo 3TOro, JUisi NOCTHMOKEHHUS LENHM HCCIeOBaHHsS HMCMONb30Bajach (opMa Moy
CTPYKTYPUPOBAaHHOIO MHTEPBBIO. B HMHTEpBBIO NpUHANM ydacTHe 15 CTyAEHTOB, HM3y4yaroLIUX
TYpeUKHUH sI3bIK KaKk MHOCTpaHHBIM Ha DunonorndeckoMm dakynprere KazsHITY umenu AbGas. [Ipu
aHaNMM3e JAaHHBIX OBbUI TPOBENEH KOHTCHT-aHAJM3 HAa OCHOBE «KOA-KATErOpUS-TEMA» C
ucronp3oBanueM mnporpamMmmbl  MaxQDA 24.4.0. Pesynbrarel HCCIEAOBAaHHS ITOKa3aHd, YTO
CICAyOmMUC MoAXOAbl MNOAACPIKUBAIOT IMOCTMCTOAHBIC CTpPATCruv, TAKHUC KAK MHWHUMHA3AUA
NEPLUENTUBHBIX  HECOOTBETCTBUM, TIOBBIIICHHE  S3BIKOBOM  OCBEJIOMIIEHHOCTH, aKTHUBALUs
HHTYHTHBHOﬁ OBPHUCTHUKU, UHTCTpAlUs A3BIKOBbIX HABBIKOB, IMOAJCPKKAa ABTOHOMHUHU YyHaAIIUXCA U
MOBBILICHHE KYJIBTYPHOTO CO3HaHUs, Jenas mpouecc oO0yueHuss 3¢GGEeKTUBHBIM, MNPOCTBIM U
COOTBETCTBYIOUIMM TOTPEOHOCTAM Yydamuxcs. llomydeHHble pe3ynbTartel OymyT TMOJNE3HBI IS
TEOPETHKOB U MPAKTUKOB B O0JIACTH WHOS3BIYHOTO 00pa30BaHMS B MPOIECCe pa3pabOTKH YUCOHBIX
MPOrPaMM.

KiroueBble c1oBa: KOHTPACTUBHBIN aHalu3, NMOCTMETOJHAs IMEJAaroruka, MOCTMETOTHBIE
CTPAaTCrun, NHOA3BIYHOC 06pa3013aHI/1;1, npenogaBaHuC TYPCUKOI'O A3bIKA, KOHTCHT aHaJIn3, MHCHHA
CTY/ICHTOB, 2h(HeKTUBHOE 00yUeHHE
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