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BOLUM I

Montague Rhodes James’in Kisa Hikayelerinde
Jungien Arketipler

Engin BOLUKMESE!
Melis Serra KETENCI]?

Giris

Montague Rhodes James, Ingiliz edebiyatinda gotik ve hayalet
hikayeleri ile tanman, kendine has bir tarz gelistirmis Onemli
yazarlardan biridir. Eserlerinde bilingdis1 6geleri ustaca kullanarak
okurlarma psikolojik derinlik ve etkileyici bir korku atmosferi
sunmustur. James’in hikayelerinde goriilen korku ve gerilim
unsurlari, ¢ogu zaman dogrudan gosterilmez, fakat olaylar ve
karakterler araciligiyla sezdirilerek okurun hayal giiciinii harekete
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gecirir. Bu yoniiyle eserlerinde derin bir psikolojik arka plan
bulunur.

James'in hayalet hikayelerindeki karakterler ve olay orgiisii,
Jung’un arketip teorisi ile agiklanabilecek simgeler tasir. James,
gotik atmosferi desteklemek adina arketipleri bilingdisina gizlenmis
korkular ve igsel gatismalar olarak sunar. Bu hikayelerde 6zellikle
“g0lge” arketipi, bireyin bastirilmis, reddedilmis ve bilingdis
korkularim1 simgelerken “persona” ve “ben” gibi diger Jungien
arketipler de karakterlerin toplumsal rollerini ve igsel yolculuklarini

yansitir.

Bu ¢aligmada, Montague Rhodes James’in kisa hikayelerinde
one c¢ikan Jungien arketiplerin izleri, bu arketiplerin nasil
sekillendigi, bireylerin ruhsal catigsmalarini nasil ifade ettigi ve korku
unsurlarini nasil etkiledigi iizerinde durulacaktir. Golge, persona ve
ben arketiplerinin anlatilardaki yansimalari, hikayelerde korku

unsurunu nasil derinlestirdigi analiz edilecektir.

Jung ve Arketip Kavram

Arketipler, Carl Gustav Jung’a gore, bilingdisimizda koklii bir
sekilde yerlesmis olan temel kavramlardir. Bu yapilar, insanligin
ortak deneyimleri ve kiiltiirel gegmisinden kaynaklanarak nesiller
boyunca aktarilmigtir. Ona gore, arketipler bireyin ruhsal
yolculugunda &nemli bir yere sahip olup ¢ogunlukla bilingsiz bir
bicimde isler. Insanmn diisince ve davranislarinda derin etkiler
birakan bu simgelerin incelenmesi, bireyin igsel diinyasina ve insan

psikolojisinin derinliklerine erismek i¢in 6nem tagir.

Arketip kavraminin ilk kez Jung tarafindan ele alinmis olsa da,

Platon’un idea kavramlarindan etkilenmistir. Yunanca’da ilk
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anlamina gelen “Arkhe” ve model anlamina gelen “Tupos”
sOzciiklerinden tiiretilmis olan arketip, bu baglamda evrensel bir

baslangi¢c modelini ifade eder.

Jung’a gore arketipler, insanlar1 ilk ¢caglardan giinlimiize kadar
etkileyen ve atalarimizdan gelen bilingdis1 yapilar olarak bizim zihin
diinyamiza kadar ulagsmislardir. Bizler bu arketiplerin varliginin
farkinda olmasak da, bilincaltimizdan bize ulasarak davranislarimiz
iizerinde etkili olurlar. Elle tutulur veya gozle goriiliir degillerdir;
ancak temel bir anlam 6ziine sahiptirler ve somut bir bi¢cimde degil,
yalnizca ilkeler iizerinden kendilerini gosterirler. Bir kavram olarak
varlik gosteren arketipler, belirli bir formda degil, yalnizca 6z olarak
insan zihninde yer alir. “[...] arketip, tezahiir big¢imini asla somut
olarak degil, yalnizca prensipte belirleyen degismez biz anlam
¢ekirdegine sahiptir” (Jung, 2021, s. 22). Bir kavram olarak var olur.

Golge arketipi, Jung’un psikoloji kuraminda kisinin
bilingaltinda bastirdig1 veya kabul etmekte zorlandig1 6zellikleri
temsil eder. Bu karanlik yan, genellikle toplum tarafindan kabul
edilmeyen ya da kisinin kendine yakistiramadig1 yabani iggiidiiler,
ofke, kiskanglik veya korku gibi duygulardan olusur. “Kisinin
icindeki karanlik ve uzlasmaz yani simgeleyen golge arketipi,
egonun baskalarindan saklamayt istedigi, alt, uygarlagmamis veya
hayvani niteliklere sahip kismidwr.” (Karacay, 2016, s. 171) Bu yan,
sadece olumsuz ozelliklerden olugmaz; kisinin yaratict enerjisini,

tutkularin1 ve kendini ifade etme giiclinii de barindirabilir.

“Jung’un kisiligin olumsuz yani olarak tamimladigi golge,
kisinin yeterince gelismemiys islevleri, kisisel bilin¢dist icerikleri,

saklamak istedigi, hos olmayan niteliklerinin toplami anlamina
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gelmektedir.” (Kavut, 2020, s. 686) Jung’un teorisinde golge,
bireyin genellikle kabul etmedigi ya da yiizlesmekten kagindigi
kisilik 6zelliklerini ve gelisim siirecinde geri planda kalmis yanlarini
temsil eder. Golge arketipi, kisinin bilingaltinda yer alan, toplum ya
da kendisi tarafindan hos karsilanmayan, gizlenmis yonlerden
olusur. Bu, bireyin gelismemis ya da bastirilmis igsel islevlerini,
eksikliklerini ve zayif noktalarimi kapsar. Jung’a gore, golgeyi
tanimak ve kabul etmek, kisinin kendini biitiinciil bir sekilde
gormesini  saglarken aym1 zamanda gercek dogasini daha

derinlemesine kavramasina yardimei olur.

Jung’a gore golgeyle yiizlesmek, kisinin potansiyelini
kesfetmesi acisindan gereklidir. Karanlik yonlerini taniyarak onlari
anlamlandiran kisi, i¢sel catismalarini daha saglikli bir bigimde
yonetebilir ve kendini oldugu gibi kabul etme siirecine yaklasir.
Golge arketipini bilingdisinda tamamen bastirmak, bireyi huzursuz,
ofkeli ya da kaygili bir ruh haline siiriikleyebilir. Bu ylizden, golge
arketipiyle barigmak, bireyin kendini tamamlamasi, gergek dogasini
kesfetmesi ve daha dengeli bir yasam siirmesi i¢in 6nemli bir
adimdir. Jung’a gore, ancak golgesiyle yiizlesebilen birey, kendi
biitiinliigline ve Ozgiirligline ulasabilir. “Ama eger diiriistce
kabullenme cesareti gosterilirse hem yasama canlilik katar hem de
bireylesme siirecinde kiginin olgun ve yaratici bir yone dogru
gidebilmesine imkdn tamir.” (Karagay, 2016) Jung’a gore, golge
arketipini tanimak ve yiizlesmek, bireyin kendi biitiinliiglini
saglamasi agisindan kritik bir siirectir. Golge, bir anlamda, bireyin
kendini daha iyi tanimasim saglarken onu karanlik yanlariyla
ylizlesmeye ve bu 6zelliklerini kabullenmeye davet eder. Bu siirec,
kisinin i¢sel uyumunu gelistirmesi ve gercek benligiyle baris
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saglamasi i¢in zorunlu bir adimdir. Golgeyi bastirmak yerine kabul
etmek, kisinin psikolojik biitiinliiglinii destekleyen, olgunlagma
yolunda 6nemli bir adimdir.

Persona, Eski Yunan kokenli bir kavram olup, sahnede
oyuncularin taktigi maskeyi ifade eder. Bu terim, kisinin topluma
kars1 bilingli olarak sergiledigi ve kendini baskalarina sundugu yiizii,
yani sosyal roliinii tamimlar. Bireyin ¢evresiyle uyum saglamasini
kolaylastiran bu maske, tipki bir vitrin diizenlemesi gibidir; kisinin
en olumlu ydnleri 6ne ¢ikarilir. Ancak, bu maske gereginden fazla
kat1 ya da gercekei olursa, bireyin diger i¢sel yonlerini baskilayabilir
ve onun gercek benligiyle temas kurmasini zorlastirabilir. “Persona,
kisiligin yiizeyinde bulunan bir arketiptir. Bu nedenle, kisiligin
sosyal ¢cevrede oynadigt rolle ilgilidir. Bir nevi arabulucu olarak da
goriilebilecek bu arketip, kisinin egosunun istekleriyle toplumun izin
verdikleri arasinda bir ara ¢éziimii ifade eder.” (Serrican, 2015, s.
1208) Persona, bireyin uyum saglama ya da kendini daha rahat
hissetme amaciyla gelistirdigi kisiliginin disa doniik bir pargasidir.
“Egonun ambalaj1i” ya da “egonun halkla iliskiler gorevlisi” olarak
da anilan bu maske, giinliik yasamin akisinda 6nemli bir rol oynar.
Sosyal hayatta bagsarili olmanin, farklt durumlara adapte olabilecek
esneklikte ve bireyin gergek ozelliklerini yansitabilecek bir persona
gelistirmekle miimkiin oldugu sdylenebilir. Boyle bir persona,
bireyin ¢esitli sosyal ¢evrelerde kendini giivenle ifade edebilmesini

saglar.

Jung'un teorisinde "Ben," Freud’un ego kavramiyla benzerlik
tastyan bir yap1 olarak tanimlanir. Diger arketipleri bir araya getirir
ve hem bilingli hem bilingdis1 yonlere erisimi vardir. Orta yaslarda
belirginlesmeye baslayan bu yapi, bireyin i¢sel denge ve uyum
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hissini artirir. Jung’a gore, insan yasaminin temel amaci, Ben’i
gelistirmek ve boylece biitiinciil bir varolusa ulasmaktir. Ben, ¢ogu
zaman persona tarafindan ylizeysel olarak ortiilse de, kisinin sosyal
cevresindeki imajlarla tam olarak oOrtiismez; disa sunulanla igsel
gercek her zaman ayni degildir. “Ben yiizeysel olarak tamamen
personayla ortiiliidiir, bu sebeple bireyin sosyal ¢evresinde yarattig
imajlar ben ile tamamen benzesmez.” (Giilcan, 2020, s. 290) Ben,
yasamin baslangicindan itibaren var olan Benlikten gelisir; biyolojik
kokenleri olsa da kiiltiirel ve dini 6gelerle genis bir deneyim alanina
erisimi vardir. Bu nedenle, bireyin i¢sel giiclinii tasiyan figiirlere ve
kurumlara -Tanri, giines, krallar ve kraligeler gibi- yansimasi
miimkiindiir.

Toplum tarafindan kabul goérmek, bireyin sosyal iliskilerde
kendine saglam bir yer bulabilmesi ve toplumsal yapiya uyum
saglayabilmesi i¢in 6nemli bir ihtiyactir. Toplumsal normlara uyum,
bireyin toplumla daha uyumlu bir iligski kurmasini ve kendini ifade
edebilmesini destekler. Bu, bireyin dis diinyayla saglikli bir
etkilesim kurmasima yardimer olur. Ancak, bireyin topluma uyum
saglarken kendi merkez benligini koruyabilmesi de gereklidir.
Merkez benlik, kisinin kendi degerleri, inanglar, tutkular1 ve kimligi
dogrultusunda yasamasini saglar. Birey, toplumun beklentilerine ve
dayattig1 kurallara uymak zorunda kalsa da, kendi i¢gsel dogrularina
sadik kalabilmeli ve bu sayede 6zgiinliigiinii kaybetmeden kimligini
giiclendirmelidir. Bu denge, bireyin toplumsal yasamda
kaybolmadan kendi 6z benligiyle uyum i¢inde kalmasina olanak
tanir.



Montague Rhodes James Ve Kisa Hikayelerinde Jungien
Arketipler

Montague Rhodes James’in akademik basarilar1 hayalet
hikayelerinden daha az bilinir, ancak Cambridge Universitesi'ndeki
orta ¢ag el yazmalar1 koleksiyonunun neredeyse tamamini
kataloglayan dikkate deger bir akademisyendi ve on bes y1l boyunca
Cambridge'deki Fitzwilliam Miizesi'nin etkili bir yoneticisiydi.

James'in antika ve orta ¢agla ilgili her seye olan ilgisi, Noel
arifesinde akademisyen arkadaslarina okudugu hayalet hikayelerini
besledi. Dinleyicileri genellikle hep erkekti, James de hayati
boyunca bekar kaldi. “Okuyucuyu korkutma amacina ulasmak icin
sagma, kanli, tiiyler tirpertici, betimleyici pasajlar yazmak James'in
tarzi degil. Bunun yerine, dehgseti yalnizca sasirtict ve sinir bozucu
bir ifadeyle, beklenmedik veya uyumsuz bir golgeden veya tirkiitiicti
bir sesten bahsederek ima eder ve ardindan okuyucunun hayal giicii,
kendisi icin rahatsiz edici resmin tamamini canlandirmak icin bu
ipuglarindan beslenerek devreye girer” (James, 2007, s. 1).

Genellikle orta ¢ag ya da Viktorya dénemi Ingiltere'sinde
gecen bu hikayeler, incelikli korkulari, detaylara gosterilen titizlik
ve atmosferik ortamlariyla karakterize edilir.

13 Numara

Anlatici, kuzeninin hikayesinin gececegi Viborg kasabasindan
bahsederek baslar. Her ne kadar kasabada kalinabilecek bir¢ok giizel
otel olsa da kuzeni Golden Lion isimli otelde kalmaya karar verir.
Golden Lion oteli, 1726’da kilise ve belediyeyi yakan yangindan
saglam ¢ikabilmis eski binalardan biridir. Kuzenin, yani Bay

Anderson’un oteli segme sebeplerinden biri Danimarka’nin kiliseleri
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lizerine yaptig1r aragtirmanin bu ayaginda gecirecegi ii¢ haftada
caligmalari i¢in genis bir odaya ihtiya¢ duymasidir. Yatak odasi ve
caligma odasi1 olarak kullanacagi kadar genis bir oda i¢in otel sahibi
Herr Kristensen’in iki dnerisi vardir: 12 ve 17 numarali odalar. Otel
sahibi 17 numarali oday1 6nerse de, Bay Anderson 12 numarali oday1
secer. Odada gdze carpan tek sey Ibrahim’in oglunu kurban edisini
tasvir eden bir tablodur.

Dr. Anderson, hikdyenin ana karakteri olarak ben ve persona
arketiplerini temsil eder. Ben, bireyin bilin¢li kimligidir ve persona,
toplum icinde takindigi maskedir. Dr. Anderson'in rasyonel ve
bilimsel yaklasimi, onun ve dis diinyaya kars1 takindig1 persona'yi
yansitir. Bu 6zellikler, onun hikayedeki dogaiistii olaylara olan ilk
tepkisini sekillendirir.

[k giiniinde aksam yemegine inen Anderson’un goziine otelin
ziyaretgileri ve oda numaralarinin asili oldugu tabloda 13 numarali
odanin eksikligi ¢arpar. Bu, Danimarka’da aligildik bir durumdur, 13
sayisinin  ugursuzluguna inanan ziyaretciler odada kalmayi

reddettiklerinden oteller bu numaray kullanmazlar.

13 sayisi, bir¢ok kiiltiirde ugursuz kabul edilen bir rakamdir.
Bu inanisin kokenleri eski zamanlara kadar uzanir. Bat1 kiiltiirtinde,
bu say1 6zellikle Hristiyanlikla iliskilendirilir. Isa'nin son aksam
yemeginde 13 kisinin bulunmasi ve bu yemekten hemen sonra
Hz.Isa'nin ihanete ugramasi ve carmiha gerilmesi, 13 sayisinin
ugursuzlugunu pekistirmistir. Ayrica, bazi mitolojilerde ve halk
inanislarinda 13 sayis1 kaos ve diizensizligi temsil eder. Ornegin,
Iskandinav mitolojisinde, 12 tanr1 Valhalla'da bir ziyafet verirken
13. tanr1 olan Loki'nin gelisi felaketle sonug¢lanmistir. Modern
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zamanlarda bile, otellerde ve binalarda 13 numarali oda veya 13.
katin atlanmasi, bu batil inancin ne kadar yaygin oldugunu gosterir.
13 sayisinin ugursuz kabul edilmesi, hem tarihsel olaylarin hem de
kiiltiirel] mitlerin birlesiminden dogan bir inanis olarak giiniimiize
kadar gelmistir.

Aksam yemeginden sonra odasina ¢ekilen Anderson, kitabini
asagida asili olan ceketinin cebinde biraktigini fark edince asagi
inmeye karar verir. Ancak alip yukar1 ¢iktiginda karanlikta odasinm
bulamaz. Kapisinin kolunu cevirdigi odanin 13 numarali oda
oldugunu fark eder. Kapinin ardindan bazi sesler duyar. Ancak bunu
cok umursamaz ve odasina doner. Pencereden disar1 bakarken ise
karsi duvara yansityan 13 numarali odanin los 1s18inda ¢ok daha
biiyiik gortindiigiinii goriir.

Calist1ig1 bir sonraki giiniin ardindan 13 numarali oda ile ilgili
otel sahibine sorular sormadan 6nce odanin varligint aydinlikta teyit
etmesi gerektigini diisliniir ve yine odanin iginden gelen ayak sesleri
duyar. “Anderson, heyecan i¢indeki birinden geliyor gibi duran ve
hizli bir tislamayt andiran soluk sesini isiterek irkildi. Kendi odasina
gecip, odamin bir kez daha, orayt sectigi zamankinden kiiciik
oldugunu goriince sasirdi” (James, Hayalet Oykiileri, 2022, s. 47).
Biitiin bunlarin {istiine, valizi de odasindan kayiptir.

Tekrar odasinin penceresine gegince duvardaki yansimadan 11
ve 13 numarali odalarin yansimalarini goriir. 11 numarada kalan kisi
uyumaya hazirlantyordur. 13 numarali odadaki ise tipki
Anderson’un yaptig1 gibi dirseklerini pencere pervazina dayamis,
sokaga bakiyordur. Anderson onun ince uzun bir adam ya da kadin
oldugunu diisiiniir. Iceriden duvara bir belirip bir kaybolan mat
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kirmizi bir 151k vurur. Sokaktan gelen ayak sesleriyle bunlarin hepsi
kesilir. “13 numaradaki de, Anderson’un yaptig1 gibi, dirseklerini
pencere pervazina yaslamis sokaga bakvyordu. [...] Karst duvarda,
belirgin bir bigimde bir belirip bir kaybolan mat kirmizi bir 151k
vardi.” (James, 2022, s. 48) Golge, bilingdisinin karanlik ve
bastirilmig yonlerini, bireyin kabul etmekte zorlandig1 ve genellikle
reddettigi 6zellikleri temsil eder. Burada, 13 numarali odadaki figiir,
Anderson'un bilingdisindaki bastirilmis korkular1 ve bilinmeyenle
ilgili kaygilarin1 sembolize eder. Bu pasajda, 13 numarali odadaki
figiiriin Anderson'un hareketlerini yansitmasi, onun kendi golgesiyle
ylizlesmesini temsil eder. Figilirin belirgin cinsiyetsizligi ve
belirsizligi, gdlgenin bilinmeyen ve tanimlanamayan dogasina isaret
eder. Mat kirmiz1 151k, igsel korku ve tehlikeyi sembolize ederken,
bu 15181n duvarda belirmesi ve kaybolmasi, gélgenin siirekli degisen
ve kacinilmaz varligini vurgular. Sokaktan gelen ayak sesleriyle bu
goriintlilerin kesilmesi, gergeklik ve bilingdist arasindaki gecisi ve
catigmay1 yansitir. Anderson'un bilingdisindaki golgenin fiziksel bir
tezahiirli olarak 13 numarali odadaki figiirii gérmesine neden olur.
Bu figiir, Anderson'un bastirdigi duygularin ve korkularin bir
yansimasidir ve golge arketipinin hikyede nasil isledigini gosterir.
Golgeyle yilizlesmek, Anderson i¢in bir igsel yolculugu ve
bilinmeyenin dehsetiyle hesaplagsmay1 temsil eder.

Sabah uyandiginda ise kendini uyandiran bakiciya valizi ile
ilgili s0ylenirken, valizinin orada oldugunu goriir. Ayrica en sagda
duran pencerede ictigine yemin edebilecegi sigarasinin izmariti
ortadaki pencerenin pervazinda duruyordur.

Disart ciktiginda ise yan kapisinin Oniinde duran ¢izmeler
dikkatini ¢eker. Ancak oda numarast 14’ gosteriyordur. 13
--13--



numaralt oda yoktur. Otelde aslinda 13 numarali odanin
bulunmamasi, 13 numarali oda ve igeriginin Anderson’un yansimasi

oldugu fikrini daha da gii¢lii bir sekilde gosterir.

Aksam yemeginde kendini otel sahibinin yaninda bulan
Anderson, ona 13 numarali oda ile ilgili sorular sormaya karar verir.
Otelin ilk sahibi boyle inanglara siddetle karsi ¢iksa da, en basindan
beri 13 numarali oda yoktur. Otel sahibi insanlarin o odada
kalmaktansa sokakta kalmay1 yegleyeceklerini sdyler. Anderson
onlarin 13 numarali oday1 ne amagla kullandiklarini sordugunda ise

otelde dyle bir oda olmadigini belirtir.

Tekrar odasina dondiigiinde biraz ¢alistiktan sonra pencerenin
pervazina geri doner. 14 numarada kaldigmi 6grendigi kendine
miinhasir avukatin dans ettigini 151¢in1n yansimasindan goriir. “Zayif
bedeni defalarca pencerenin éniinden gecti, kollart dalgaland: ve
kuru bir bacak, sasirtici bir ¢eviklikle havaya kalkti. Ayaklar: ¢iplak
gibiydi ve yaptigi hareketleri ele veren hi¢bir ses c¢ikmadigina
bakilirsa, zemindeki doseme iyi durumda olmalrydi” (James, Hayalet
Oykiileri, 2022, s. 53-54). Komsusunu izlemesi, kapisinin Herr
Kristensen tarafindan ¢calinmasiyla boliiniir. Odaya giren otel sahibi,
odada bir gariplik gormiisgesine duraklar.

Yansimanin dans etmesi, Anderson'un golgesi ile
ylizlesmesini sembolize eder. Varligin zayif bedeni, kollarinin
dalgalanmas1 ve ciplak ayaklari, bilingdisindaki bastirilmis ve
tirkiitiicii unsurlar1 temsil eder. Dans, goélgenin bilingdisinda nasil
hareket ettigini ve varligini hissettirdigini gosterir. Figiiriin ¢iplak
ayaklar1 ve sessiz hareketleri, gdlgenin gizli ve sessiz dogasini
vurgular. Tuhaf ve rahatsiz edici hareketler, Anderson'un
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bilingdisindaki korkularin ve bastirilmis duygularin  yiizeye
citkmasini temsil eder. Bu durum, Anderson'un kendi igsel
karanligiyla yiizlesmek zorunda kalmasini ve golgesinin etkilerini
anlamasint  saglar.  Anderson'un  golgesiyle ylizlesmesini,
bilingdisindaki karanlik yonlerinin ortaya ¢ikmasini ve bu siirecte
yasadig1 igsel catigmalari anlamasina yardimci olur. Golgelerin
sessiz ama rahatsiz edici dogasi, Anderson'un bilingdisindaki bu
yonleri nasil bastirdigina ve bu bastirmanin nasil huzursuzluk
yarattigina isaret eder.

Herr Anderson kendisine bazi fotograflar gosterirken, yan
odadan bir sarki sesi gelmeye baslar. “Duyduklar: ses, incecik, tiz bir
sesti ve uzun zamandir kullamilmamis¢asina da yavandi. [...] Ses,
sasirtict olgiide yiikselip, bacadan giren bir kig yeli ya da aniden
havasi kesilen bir org gibi timitsiz iniltilerle al¢alryordu. Gergekten
de korkung bir sesti” (James, Hayalet Oykiileri, 2022, s. 55). Sesi
daha 6nce duydugunu belirten otel sahibi bunu bir kedi sesi sandigini
sdyler. ikili, avukatin deli olduguna kanaat getirirler ancak o sirada
Avukat kapiyr calar ve sesi kesmelerini sdyler. Onlardan
gelmedigini anlayinca da sasirir.

Ince ve tiz ses, uzun siiredir bastirilmis ve yiizlesilmemis
duygular1 temsil eder. Bu sesin uzun zamandir kullanilmamais
olmasi, kisinin bu duygularla ve goélge yonleriyle yilizlesmekten
kagindigini gosterir. Sesin ani yiikselip algalmasi, bilingdigindaki bu
bastirilmis unsurlarin aniden ortaya ¢ikip tekrar geri gekilmesini
simgeler. Bacadan giren bir kis yeli ya da havasi kesilen bir org gibi
iimitsiz iniltiler, bu duygularin ve korkularin ne kadar derin ve giiglii
oldugunu vurgular. Bu sesin ger¢ekten korkung olmasi, gdlgenin
bilingli zihin iizerinde yarattig1 derin etkiyi ve huzursuzlugu ifade
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eder. Bu durum golge arketipinin bilingdisindaki derinliklerinden
gelen sesler ve bu seslerin bireyin bilingli zihninde yarattigi
rahatsizlik iizerinden nasil isledigini gosterir. Golge, bastirilmis
duygular ve korkular olarak kendini bu sekilde duyurur ve bireyin
i¢sel catigmalarini ve bilingaltindaki karanlik yonlerini agiga ¢ikarir.

Yan odadan gelen sarki sesi kesilip, mirildanmalar ve kahkaha
sesleri baslayinca {¢lii, oday1 kesfe ¢ikmaya karar verirler. 13
numaralt oda tekrar oradadir ancak kapist agilmamaktadir.
Andersen, otel sahibinden en kuvvetli calisanini alip gelmesini ister.
Bu sirada ikili, sabahlar1 ve aksamlar1 odalarinin cam sayisinin farkli

olmasindan bahseder.

Bu sohbetin arasinda kapi agilir ve yirtik, sarimtirak bir
kumasa saril1, uzun gri tiiylere sahip bir kol Avukat Jensen’1 tutmaya
caligir.

Otel sahibi adamlariyla birlikte geri donerler ancak kapiy1
acmaya ¢alisirken adamlardan biri kendini yaralar. C1gligtyla herkes
ona dondiigi sirada kapi yok olur.

Bir sonraki sabah 12 numarali odada bulusan grup, birlesik
duvari yikmaya karar verirler. Kiriglerin arasindan kii¢iik, bakir bir
kutu ¢ikar. iginde ise bir parsomen vardir. “Elimde astroloji iizerine
bir eser var, hi¢ okumadigim bir niisha. Bas tarafinda, Hans Sebald
Beham in elinden ¢ikma, bir masamin etrafinda oturan bir grup
bilgenin tasvir edildigi bir graviir yer aliyor” (James, 2022, s. 59).
Anderson, yazinin kime ait oldugunu bulamaz. Bunun iizerine

kutuyu Viborg Tarih Cemiyeti’ne teslim ederler.
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Ishg1 Calarsan Gelirim Yanina, Arkadas

Hikayenin basinda St. James's College'dan Profesor Parkins’in
Dogu Yakasi'ndaki Burnstow kdyiindeki Globe Inn'de kendisi igin
bir golf tatili planladigi Ogrenilir. Bir meslektasi ondan, kazi
yapmaya deger olup olmadigin1 gormek icin  Tapiak
Sovalyeleri’nin yerlesim alanina bir géz atmasimi ister. Rogers
adindaki bir meslektasi, odanin iki yatakli oldugunu duyunca, ona
katilmay1 Onerir ve hayaletleri uzak tutmaya yardim etmeyi teklif
ederek geng profesorle dalga gecer. Ciddi bir adam ve agik sozlii bir
rasyonalist olan Parkins, bu tiir bilimsel olmayan inanclara itibar

etmemek i¢in hayaletler hakkinda saka yapmayi kibarca ama kesin
bir sekilde reddeder.

Profesor Parkins, bilimsel ve rasyonel bir diinyaya siki sikiya
bagh bir karakterdir. Bilimsel olmayan inanglar1 kiiclimseyen ve
hayaletlerle ilgili sakalara bile katlanamayan biri olarak tanimlanir.
Bu 6zellikleri, onun bilingli benliginin gii¢lii yonlerini temsil eder.
Ancak, bu rasyonel ylizeyin altinda, bastirilmis korkular ve
bilinmeyenle 1ilgili derin bir rahatsizlik yatmaktadir. Diidiigi
bulduktan sonra baglayan dogaiistii olaylar, Parkins'in rasyonel
diinyasinin altindaki bu bastirilmis gdlgeyi ortaya ¢ikarir.

Parkins ertesi giin Globe'a geldiginde otelde hosca karsilanir
ve bliylik odasina yerlesir. Dinlenmeye ¢ekilmeden dnce calisma
alanin1 odanin denize bakan ve ii¢ tarafi pencereli kismina kurar.
Glinlinli handa baska bir misafir olan Albay Wilson ile golf
oynayarak gecirir. Albay 6gleden sonra huysuzlastigindan Parkins
onunla birlikte hana donmek yerine sahile yliriiyerek meslektaginin

bahsettigi harabeleri aramaya karar verir.
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Parkins, taslik plajin yolunda harabelere rastlar. Kirik zemin,
cokiintiiler ve tiimseklerle kaplhidir ancak temeli hala biiyiik ol¢lide
saglamdir. Tapinakg¢ilarin yuvarlak kiliseler insa ettigini hatirlayan
Parkins, etrafina baktiginda dairesel tiimsek olusumunu fark eder.
Dairenin merkezinin dogusunda, bir sunagin tabani gibi goriinen
dikdortgen bir ¢ikint1 vardir. Bicagiyla biraz toprak kazir ve duvarda
kiigiik bir bosluk kesfeder. Parkins bigcak ve eli yardimiyla deligi
incelerken i¢inde eski bir metal tiip bulur. Saat daha fazla arastirma
yapmak icin ge¢ oldugundan aksam yemegi i¢in hana donmeden

once tiipii cebine koyar.

Diidiiglin bulunmasi, Parkins'in gblgesinin yiizeye ¢ikmasinin
bir tetikleyicisidir. Diidigli caldiginda baglayan rahatsiz edici
olaylar, onun bilingaltindaki korkularin ve bilinmeyenle ilgili
bastirilmis hislerinin bir yansimasidir. Ozellikle diidiigii caldiktan
sonra gordiigii karanlik ve riizgarli alan goriintiisli, onun igsel

diinyasindaki kaosu ve belirsizligi temsil eder.

Parkins otele giden yolda ne kadar mesafe gittigini gérmek igin
arkasina baktiginda tam olarak secilmeyen birinin de ona eslik
ettigini goriir. Bu kisi, her ne kadar ona yetismek i¢in ¢aba harciyor
gibi goriinse de ilerlemiyordur. Yalniz yiriiylistinde birinin
arkadasligini hos karsilayacak olsa da aklina bir alint1 gelir: “Simdi
riyamda, Hiristiyan’in, kirda iizerine gelen o igren¢ zebaniyi
gordligli sirada ancak bir arpa boyu yol almis oldugunu goérdiim”
(James, 2007, s. 22). Bu diisiincelere ragmen ziyaretgisini beklemeye
karar kilmak tlizereyken aksam yemegine ge¢ kaldigini fark eder ve
otele dogru hizlanmaya karar verir. Globe'da Albay Wilson't daha 1yi
bir ruh halinde bulur ve aksam yemeginden sonra birlikte bri¢
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oynarlar. Parkins odasina ¢ekildiginde saat neredeyse gece yarisi

olmustur.

Bu durum, Parkins'in yasadigi durumu daha da dramatize eder
ve dini-metaforik bir anlam kazandirir. "igreng zebani" ifadesi, onun
bilingaltindaki seytani veya karanlik yonlerin metaforu olarak
kullanilabilir. Bu diisiince, Parkins'in figiirle yiizlesmek yerine otele
dogru hizlanma karariyla pekisir. Bu, onun bilingdis1 korkularindan
kagma ve rasyonel diinyasina geri donme ¢abasini simgeler.
Parkins'in arkasina baktiginda bir figilir gérmesi ve bu figiiriin ona
yetismek i¢cin ¢abalamasina ragmen ilerlememesi, onun
bilingaltindaki bastirilmis korkularinin yiizeye ¢ikmasmin bir
gostergesidir. Bu figiir, Jung'un gdlge arketipine uygun olarak,
Parkins'in kabul etmek istemedigi karanlik yonlerini temsil eder.

Parkins aksam yemegine ge¢ kaldigindan telasi arasinda
harabelerde buldugu tiipii unutmustur. Odasina ¢ikarken karsilastigi
bir ¢calisan onu durdurup ceketini temizlerken i¢inde boru benzeri bir
sey buldugunu ve odasina koydugunu sdylediginde tekrar hatirlar.
Nesneyi mum 1s181inda inceler ve bronzdan yapildigini, bir kopek
diidiigii seklinde oldugunu goriir. Uflemeye ¢alisir ancak icinin kirle
kaplanmis oldugunu goriir. I¢ini bosaltarak ¢ikardig: kiri pencereden
atmaya gittiginde gecenin agik havasinda otelin sahilinde duran ve
karanliga dalmis birini goriir ve hayret ederek penceresini tekrar
kapatir.

Diidiige daha yakindan baktiginda iistiinde yazilar gortir. Bir
tarafindaki yaziy1 algilayamasa da diger tarafinda yazan Latince
metni “Kimdir bu gelmekte olan?” olarak ¢evirir.
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Parkins tereddiitle diidiigii calar ve nota yumusak olmasina
ragmen sonsuz mesafelere ulasiyor gibi gelir. Ayni zamanda
ortasinda yalnmiz bir figiirin oldugu, karanlik, riizgarli bir alan
goriintlisiinlin zihninde canlanmasina sebep olur. Goriis, pencereye
dogru esen ani bir riizgarla bozulur. Parkins diidiigii bu sefer daha
cesur bir sekilde tekrar calar ama ses daha yiiksek ¢ikmaz ve goriintii
tekrar gelmez. Riizgar, kuvvetiyle pencereyi agar ve mumlari
sondiirlir. Rlizgar esmeye devam ederken Parkins uyumakta zorluk
ceker. Uyanik yatarken, baska birinin yanindaki yatakta doniip
durdugunu duyar. Uyumaya kararli bir sekilde gozlerini kapatinca
rahatsiz edici bir goriintii olusur. Ogleden sonraki yiiriiyiisiindeki
manzaraya benzeyen uzun bir kiy1 seridi goriir, 6nce kiyr bostur
ancak sonra uzaktan bir adam belirir. Adam kosuyordur, oluklarin
iizerinden tirmanir ve birkag¢ saniyede bir endiseyle geriye bakar.
Acikca korkmustur ve giicliniin sonuna gelmistir. Adam bir ¢ukurun
altina ¢okiip ¢omeldiginde, kiymin ¢ok yukarilarinda bagka bir sey
belirir. Agik renkli ugusan kumaslar i¢indeki figiir hizla yaklasir.
Tuhaf bir sekilde hareket ediyordur, araliklarla durur, kollar1 havada
dik durumdadir, sonra egilerek sahil boyunca kosar. Kosucunun
saklandig1 kanala dogru firladiginda Parkins her zaman gozlerini
kapal1 tutmay1 bagaramaz. Bir siire sonra pes eder ve bir kibrit yakar.
Okumaya baslar ve ¢ok gegcmeden kitabin basinda uyuyakalir.

Parkins'in diidiigii calmasi, bilingdisindaki karanlik giicleri
harekete gegiren bir eylem olarak yorumlanabilir. Diidiik sesi, ilk
basta yumusak olsa da, sanki sonsuz mesafelere ulasiyor gibi
gelmesi, Parkins'in  rasyonel diinyasimin  smirlarii  asarak

bilingdisindaki derin korkulara eristigini gosterir. Bu, Jung'un gdlge
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arketipine uygun bir sekilde, Parkins'in bastirdig1 ve ylizlesmekten
kacindig1 yonlerinin bir yansimasidir.

Parkins'in zihninde beliren karanlik, riizgarli alan goriintiisii ve
yalniz figiir, onun igsel diinyasindaki belirsizlik ve korkularin bir
temsilidir. Bu figiir, belirsiz ve tehditkar bir varlik olarak, Parkins'in
bilingdigindaki goélgenin bir sembolii olabilir. Goriigiin riizgarla
bozulmasi, bilingdisindaki bu korkularin siirekli bir tehdit

olusturdugunu ve kontrol edilemez oldugunu gosterir.

Parkins'in uykusuzluk ve riiyalarinda gordiigli sahneler,
gblgenin daha da belirginlestigini ve bilingdisindaki bu korkularin
daha da derinlestigini gosterir. Kiy1 seridinde kosan ve korkan adam,
Parkins'in kendi i¢sel korkularini ve kagis ¢abalarini temsil eder. Bu
adamin giicliniin tiikkenmesi ve saklanmaya calismasi, Parkins'in
bilingdigindaki bu karanlik yonlerle basa ¢ikmakta zorlandigini ve
caresiz kaldigin1 gosterir. Acik renkli ugusan kumaslar igindeki figiir
ise, bu gdlgenin daha belirgin ve tehditkar hale geldigini simgeler.

Parkins'in diidiigii ¢calmast ve ardindan gelen olaylar, onun
bilingdigindaki korkularin ve bastirllmis duygularin yiizeye
cikmasini saglar. Bu siire¢, onun kendi igsel catismalarimi ve
bilin¢disindaki karanlik yonlerle yiizlesmesini simgeler. Parkins'in
bu figiirlerle ve goriintiilerle basa ¢ikamamasi, onun rasyonel ve
bilimsel diinyasinin sinirlarini zorlayan bu bilingdis1 gii¢lere karsi ne

kadar savunmasiz oldugunu gdsterir.

Ertesi sabah kahvaltidan sonra hizmet¢i fazladan bir battaniye
getirir ve Parkins'e onu hangi yataga koymak istedigini sorar.
Parkins, sanki birisi kotii bir gece gegirmis gibi ikinci yatagin da
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daginik olmasi nedeniyle her iki yatagi da diizeltmek zorunda

kaldiklarin1 6grenince saskina doner.

Golf sahasinda Albay Wilson, gece boyunca yasadiklar
olagantistii riizgar hakkinda yorum yapar. Albay Parkins'e, onun
geldigi yerde insanlarin birisinin bunun i¢in 1shk caldigmi
sOyleyecegini sdyler. Parkins, Albay'a dogaiistii olaylara kesinlikle
inanmadigin1 sdyler. Riizgarda 1slik g¢almak konusundaki batil
inancin, Dbasit halklarin tesadiiflere anlam yiliklemesinden
kaynaklandigini 6ne siirer. Daha sonra gece boyunca kendisinin 1slik
caldigimi sdyler ve buldugu eseri Albay'a anlatir. Albay Wilson,
Parkins'e bdyle bir seyi kullanirken dikkatli olmasini tavsiye eder.

Golfle gegen dolu bir giiniin ardindan Parkins ve Albay
Wilson, aksamin erken saatlerinde otele geri donerler. Hana
yaklastiklarinda bir ¢ocuk tiim hiziyla Albay'la karsilasir. Cani
pahasina Albay'a tutunur, sonra nefesini tuttuktan sonra ulumaya
baglar. Cocugun hanin onilinde oynarken bir seyden korktugu
anlasilir. Parkins ve Albay, onun tanimina gore, Parkins'in odasinin
penceresinden beyazlar iginde el sallayan tuhaf bir figiiriin oldugunu
tespit ederler. Cocugu eve gonderirler ve arastirmak i¢in odaya
giderler.

Kilitli kapiyr actiktan sonra karmakarsik haldeki ikinci yatak
disinda bozulmamis olan odayla karsilasirlar. Hizmetci sabahtan beri
odaya girmedigine yemin eder ve sahibinin tek yedek anahtari
vardir, o ve karisi, Parkins'e anahtar1 kimseye vermedikleri

konusunda giivence verirler.

-22--



Albay aksam yemegi sirasinda ve sonrasinda sessiz ve
dalgindir. Odasina ¢ekilmeden once diidiigli inceler ve kendisinin

olsaydi denize atacagin soyler.

Parkins'in odasindaki pencerelerde panjur ya da perde
olmadigindan ay 1s18in1 yatagindan uzak tutmak i¢in derme ¢atma
bir paravan yapar. Bir siire derin bir uykuya daldiktan sonra
paravanin kirilma sesiyle uyanir. Ay dogrudan yiiziine parliyordur.
Odanin diger tarafindaki yedek yatakta bir seyin hareket ettigini
duydugunda paravant yeniden olusturup  olusturmamayi
diisiiniiyordur. Parkins bakmak i¢in dondiiglinde giiriiltii kesilir.
Daha sonra kargasa yeniden baslar. Sonunda bos bir yatak olmasi
gereken yerde bir figiir oturana kadar biiyiir.

Dehsete kapilan Parkins pencereye kosar ve perdeyi
desteklemek icin kullandig1 sopayi alir. Figiir kollarini acar ve ani,
yumusak bir hareketle iki yatagin arasina konumlanarak Parkins'in
kapiya erisimini engeller. Sonra Parkins'in yataginin {izerine egilip
korii korline el yordamiyla etrafi tartyor. Yatagin bos oldugunu
goren figiir daha sonra ileri dogru hareket eder ve pencereye bakar.
Ay 1s18inda Parkins, burusuk c¢arsaflardan olusan korkung bir ylize
sahip oldugunu goriir. Daha sonra figiir hizla el yordamiyla ve el
sallayarak odanin ortasina dogru ilerlerken perdeleri Parkins'in
yliziine siirtiiniir ve profesor haykirir. Figiir aninda ona dogru atliyor.
Albay Wilson kapiy1 hizla a¢tiginda, Parkins pencerenin yarisina
kadar disaridadir. Albay pencereye ulastifinda, 6niinde sadece bir
y1gin yatak Ortiisii olan Parkins kalmistir. Parkins ¢oker. Albay onu
yatagina yatirir ve gecenin geri kalanini yedek yatakta gegirir.
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Parkins'in dehsete kapilarak pencereye kosmasi, onun
bilingdisindaki bu korkung varlikla basa ¢ikma ¢abasini simgeler.
Ancak, figiliriin ani ve yumusak hareketlerle iki yatagin arasina
konumlanmasi, Parkins'in bu karanlik giiclere karsi ne kadar
savunmasiz oldugunu gosterir. Bu hareket, figiiriin Parkins'in kagis
yolunu kapatmasi, onun igsel korkularinin kaginilmazligint ve

onlardan kurtulmanin ne kadar zor oldugunu vurgular.

Figlirin korii koriine el yordamiyla etrafi taramasi,
bilingdigindaki bu karanlik giiciin kontrolsiiz ve belirsiz dogasini
simgeler. Bu, Parkins'in bilingdisindaki bu giiclerin ne kadar
tehlikeli ve ongoriilemez oldugunu anlamasina yol agar. Ay 1s18inda
goriinen burusuk carsaflardan olusan korkung yiiz, golge arketipinin
fiziksel bir yansimasidir ve Parkins'in bilingdisindaki korkularinin
ne kadar somut ve tehditkar hale geldigini gosterir. Figiiriin perdeleri
Parkins'in yliziine siirterek ilerlemesi, onun bilingdisindaki bu
korkularin ne kadar yakin ve kisisel oldugunu gdosterir. Bu,
Parkins'in bu korkularla dogrudan yiizlesmek zorunda kaldigim
simgeler. Figliriin ani saldirisi, bilingdisindaki bu karanlik giiglerin
aniden ve beklenmedik bir sekilde yiizeye c¢ikabilecegini ve
Parkins'in savunmasiz oldugunu gosterir. Albay Wilson'in kapiy1
acarak Parkins'i kurtarmasi, dis diinyanin ve rasyonel diisiincenin
Parkins'in bilingdisindaki bu karanlik giiglerle basa ¢ikma ¢abasina
bir destek olarak yorumlanabilir. Ancak, Parkins'in ¢okmiis hali,
onun bu i¢sel ¢atismalarla basa ¢ikmakta ne kadar zorlandigini ve bu
stirecten ne kadar etkilendigini gosterir. Albay Wilson'in gecenin
geri kalanimi yedek yatakta gecirmesi, Parkins'in bu deneyimden
sonra ne kadar kirilgan hale geldigini ve normal bir duruma

dénmesinin ne kadar zor oldugunu simgeler.
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Rogers ertesi sabah Globe Inn'e gelir ve ii¢ adam Parkins'in
odasinda uzun bir toplant1 yapar. Daha sonra Albay Wilson kiiclik
nesneyi tastyarak handan ayrilir ve onu denize atar.

Disbudagi Agaci

Hikaye, Castringham Hall adli biiyiik bir evde ve Suffolk'un
yakin yerlerinde geger. Castringham Hall, orta ¢cagda bir kale olarak
insa edilmistir. Kralige I. Elizabeth zamaninda biiyiik degisiklikler
yapilmig, o donemde de evin bahgesine disbudak agaci dikilmistir.
Agac 1690 yilinda tam yiiksekligine ulagir. O yil Castringham Hall,
bolgenin Serif Yardimcisit Sir Matthew Fell'in evidir. Disbudak
agacmnin dallar1 neredeyse Sir Matthew'un yatak odasinin

penceresine kadar uzaniyordur.

Disbudagi agacinin dallarinin pencerelere ulasmasi ve odalara
sizmasi, golge arketipinin karakterlerin hayatlarina nasil sizdigini ve
onlart nasil kontrol ettigini gosterir. Agag, fiziksel olarak
karakterlerin yasam alanlarima girdiginde, onlarin bilingaltindaki
korkularin1 ve gizli tehditlerini temsil eder. Bu, goélge arketipinin

kisinin i¢ diinyasindaki karanlik unsurlarin disa vurumudur.

1690 yilinda bolgede bir dizi cadi durugmasi gerceklesir.
Bayan Mothersole adinda bir kadin, cad1 olmaktan su¢lu bulunur ve
Sir Matthew'un sundugu gii¢lii delillere dayanarak asilir. Sir
Matthew, li¢ ayr1 aksam, yatak odasinin penceresinden Bayan
Mothersole'u digbudak agacinin yiiksek dallarinda garip kavisli bir
bicak kullanarak dallar1 keserken gordiigiinii sOylemistir. Sir
Matthew, Bayan Mothersole'u durdurup yakalamaya ¢alismistir ama
Bayan Mothersole onun geldigini duyup ka¢mayi basarir. Sir
Matthew onun kagtigini gérmez ama bahgesinden kdye dogru kosan
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bir tavsan goriir. Sir Matthew cadi bulma ¢ilginligindan 6zellikle
etkilenmediginden Bayan Mothersole aleyhine delil saglamaktan
veya onun 6liim cezasina ¢arptirilmasindan hi¢ zevk almaz. Sadece
onun durugmasinda konusur ¢linkii bunu gorevi olarak goriir.

Tim siireci igreng bulsa da Serif Yardimcist olarak Sir
Matthew, Bayan Mothersole'un idamina katilmak zorundadir. Infaz
mart aymin yagmurlu bir giiniinde gergeklesir. O giin alt1 kisi daha
asilir. Diger hiikiimlii mahkumlarin tiimii kayitsiz veya sefaletten
yikilmig durumdadir ancak Bayan Mothersole'un davranisi oldukca
farklidir. Cellatin gorevini yapmasint engellemek ic¢in higbir
girisimde bulunmamasina ragmen son derece kizgin goriiniir.
Taniklar onun bir seytana benzedigini, 6fkesinin ise zehirli oldugunu
sOylerler. Garip bir sekilde, Bayan Mothersole'un idam edildigi giin
sOyledigi tek soz "Salonda misafirler olacak" olur. Goriiniiste

anlamsiz olan bu ciimleyi birkag kez tekrarlar.

Bayan Mothersole'un cadi olarak suglanmasi ve lanetler
savurmasi, onun anima arketipinin karanlik bir yoniinii temsil eder.
Bu, erkek karakterlerin (Sir Matthew ve Sir Richard) bilingaltindaki
korkular1 ve irrasyonel diisiinceleri yansitir. Bayan Mothersole,

bilinmeyen ve kontrol edilemeyen kadins1 giiglerin bir semboliidiir.

Disbudagi agaci, cadi Bayan Mothersole'un lanetiyle dogrudan
iligkilidir. Bayan Mothersole, cadilikla suglandiginda ve idam
edildiginde, agaci lanetler. Bu lanet, agaci karanlik ve ugursuz bir
varlik haline getirir. Agac, Bayan Mothersole'un dciinii almasinin ve
adaletinin bir aracit haline gelir. Bu durum, golge arketipinin
dogasin1 yansitir; gizli, bastirilmis ve karanlik giiclerin ortaya ¢ikisi.

--26--



Birkag¢ hafta sonra, sicak bir mayis aksami, Sir Matthew'un
karis1 annesini ziyaret ederken, Sir Matthew, arkadas1 bolge papazi
Bay Crome tarafindan ziyaret edilir. Bay Crome ayrilmak lizereyken
iki adam digbudak agacinda bir seyin hareket ettigini fark ederler ve
her ne kadar ay 1s1ginda tam olarak belli olmasa da dortten fazla
bacag1 vardir.

Ertesi sabah Sir Matthew yataginda 6li bulunur. Viicudu
1zdirap iginde biikiilmiis, eti sismis ve derisi siyaha donmiistiir. Sir
Matthew yatak odasinin penceresini agik birakmis olmasina ragmen,
herhangi bir izinsiz giris belirtisi yoktur. Sir Matthew'un cesedini
cenazeye hazirlamakla gorevlendirilen bazi  kadinlar, ona
dokunduklarinda avuglarinda keskin bir aci hissederler. Kisa siire
sonra kollar1 siser ve sonrasinda uzun siire ¢alisamaz hale gelirler.
Bay Crome ve yerel doktor, Sir Matthew'un cesedini bir biiyiitecle
incelerler ve iki kiigiik delik yarasi bulurlar. iki adam, yaralarin Sir
Matthew'un viicuduna zehir enjekte edildiginde olusmus
olabilecegini diisiiniirler.

Sir Matthew'un bedeni aci iginde biikiilmiistir, bu da
Oliimiinlin son derece aci verici ve dogalistii bir olay oldugunu
gosterir.

Biraz rahatlik arayan Bay Crome, Sir Matthew'un komodinin
tizerindeki kiiciik Incil'i alir ve ii¢ kez rastgele acarak parmagmin
rastgele isaret ettigi kelimeleri okur. "Kes sunu", "Orada asla
yerlesim olmayacak" ve "Yavrulart da kan emer" diye climleleri

cikar.

“Kes sunu” ifadesi lanetin kdkenini veya agacin giliclini

kesmeyi Onerir. “Orada asla yerlesim olmayacak™ ise lanetin
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yerlestigi ve hiikiim silirdiigii yerin artik yasanmaz oldugunu belirtir.
Disbudagi agacinin bulundugu yerin artik lanetli ve tehlikeli bir alan
oldugu ima edilir. “Yavrular1 da kan emer” sozii ise lanetin veya
dogaiistii varligin nesiller boyu siirecek bir tehdit oldugunu gdsterir.
Ayrica, lanetin yeni kurbanlar aramaya devam edecegini ve

yayllmaya devam edecegini ima eder.

Castringham Hall, Sir Matthew'un oglu, ikinci Sir Matthew'a
miras kalir. Ikinci Sir Matthew yasami boyunca, koyunlarmin ve
sigirlariin ¢ogunun gizemli bir hastaliktan 6lmesi disinda sira dist
bir olay yasanmaz. Geceleri igeride tuttugu takdirde hayvanlarinin
hastaliktan etkilenmedigini fark eder.

1735'te Castringham Hall, Sir Matthew'un ikinci oglu Sir
Richard Fell'e miras kalir. Sir Richard Italya'yr gezmistir ve
Castringham Salonu'nu daha ¢ok bir italyan sarayma benzeyecek
sekilde degistirir. Kendisi ve ailesi i¢in yeni bir sira olusturmak
amaciyla bolge kilisesini de genigletir ve bunun igin kilisenin
kuzeyindeki kutsal olmayan topraklardaki mezarlardan birkag
cesedin cikarilmasi gerekir. Rahatsiz edilen mezarlardan biri de
Bayan Mothersole'un mezaridir. Tabutu acildi§inda tamamen bos
oldugu goriiliir ve Sir Richard'in emriyle tabut yakilir.

1754 yilinda bir gece, ¢ok sayida misafirin Castringham Hall'a
gelmesinden kisa bir siire 6nce, Sir Richard uyuyamaz. Ertesi sabah
farkli bir yatak odasina taginmaya karar verir. Mevcut birgok bos oda
arasinda Sir Matthew'un kirk yili agkin siiredir kullanilmayan eski
yatak odasinin ihtiyaglarina uygun olan tek yatak odasi oldugunu
goriir. Havasiz odaya biraz temiz hava girmesi i¢in yatak odasi
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penceresinin agilmasi gerekir. Sir Richard, disbudak agacinin yatak

odasina yakin olmasinin oday1 nemlendirebilecegini ifade eder.

Ayni giin Sir Richard, Bay Crome'un torunu William Crome
tarafindan  ziyaret edilir. William Crome, Sir Richard'a
biiyiikbabasinin Sir Matthew'un 6limii hakkinda yazdigi anlatimi
gosterir. Sir Richard, Dr. Crome'un Incil'i agarak i¢indeki kelimeleri
rastgele gostererek bir seyler 6grenme girisimi karsisinda cok
eglenir. Bununla birlikte, eger hastalikli disbudak agacim1 da
kastediyorsa "kesin" soziiniin iyi bir tavsiye oldugunu diisiiniir. Sir
Matthew'un eski Incilini bulan Sir Richard, saka yollu bir sekilde Dr.
Crome'un kendisinden dnce yaptigini yapmaya calisir. "Sabah beni

arayacaksin ve ben olmayacagim" sozlerini okur.

Ertesi giin Sir Richard, misafirlerinden biri olan irlanda'daki
piskoposluk makami Kilmore Piskoposu ile konusur. Piskopos,
disbudak agacinin dallarina ¢ok yakin bir yatak odas1 penceresinin
farkina varir. Cemaatinden higbirinin orada uyumayacagin ¢iinkii
[rlanda folkloruna gére disbudak agacinin yaninda uyumanin biiyiik
sanssizlik olarak kabul edildigini sdyler. Sir Richard, yatak odasinin
kendisine ait oldugunu ve disbudak agaglarinin dallar1 penceresini
¢izdigi igin Onceki gece iyi uyuyamadigimi belirtir ancak Piskopos,
agacin en yakin dalinin yatak odasi penceresinden bir adim uzakta
olmasi1 nedeniyle bunun imkansiz olduguna dikkat ¢eker.

O gece, Sir Richard'n yatak odasi birka¢ yuvarlak ve
kahverengimsi yaratik tarafindan ziyaret edilir ve ertesi sabah Sir
Richard yataginda 6lii bulunur. Tipki kendisinden onceki ilk Sir
Matthew gibi, bedeni acidan burusmus, eti sismis ve derisi siyaha
donmiistiir. Diger konuklar Sir Richard'in nasil ve neden 6ldiiriilmiis
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olabilecegini tartisirken Kilmore Piskoposu disbudak agacina bakar.
Bir kedi i¢i bos agactaki bir delige bakarken delige diiser ve korkung

bir ¢iglik atar. Agacin bir an 6nce incelenmesine karar verilir.

Elinde fener olan bir bahgivan merdivene tirmanir ve i¢i bos
agaca bakar. Gordiikleri, fenerini korkuyla diistirmesine neden olur.
Kirik fener, disbudak agacini atese veren bir yangin baglatir. Yanan
agactan insan kafasi biiyiikliglinde c¢ok sayida devasa oriimcek
cikar. Agag giiniin geri kalaninda yanmaya devam eder. Birkag kisi
agacin yakininda kalir ve agagtan ¢ikan devasa oriimcekleri oldiiriir.
Bir silire daha Orlimcek goriinmeyince i¢i bos agacin yanmis
kalintilar1 incelenir. Igeride yalnizca Bayan Mothersole'a ait
olabilecek bir cesetle birlikte birkag 6lii 6riimcek daha bulunur.

Bahc¢ivanin feneri, bilingli zihnin 15181 ve aydinlanmayi
temsil eder. Bu, karanlik ve bilinmeyen gdlgelerin oldugu alanlara
151k tutma ¢abasidir. Ancak, golge arketipiyle yiizlestiginde (agacin
icindeki korkung¢ seyler), bah¢ivanin feneri korkudan diistirmesi,
golgenin korkutucu ve baskin oldugunu gdsterir. Disbudak agacinin
ici ise, bilingaltinin derinliklerinde saklanan karanhik sirlar1 ve
bastirilmis duygulari temsil eder. Bu alan, ylizeyin altinda gizlenen
korkularin ve travmalarin yeridir. Bahc¢ivanin gordiigii seyler, bu
korkularin ve bastirilmis duygularin fiziksel bir tezahiirii olabilir.
Disbudak agacinin yanmasi, bastirilmis ve gizli olan seylerin agiga
cikmasini ve yok edilmesini sembolize eder. Yangin, arinma ve
doniislim siirecini temsil eder. Ancak, yangin ayni zamanda
kontrolsiiz ve yikici olabilir. Bu durum, gélge arketipinin tehlikeli
ve yikici dogasmi yansitir. Agactan ¢ikan devasa Orliimcekler,
bilingaltinin korkung ve rahatsiz edici unsurlarinin yiizeye ¢ikmasini
sembolize eder. Oriimcekler, genellikle korku ve endise ile
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iliskilendirilir ve burada golge arketipinin somutlagsmis hali olarak
goriilebilir. Bu oOriimcekler, bastirilmis ve kontrol edilemeyen
korkularin fiziksel temsilidir.

Sonu¢

Montague Rhodes James’in hayalet hikayeleri, gotik
edebiyatin derin psikolojik boyutlarin1 yansitan ve Jung’un arketip
teorisi iizerinden okunabilen etkileyici eserlerdir. Ozellikle golge,
persona ve ben arketipleri, karakterlerin bilingdisindaki korkulari,
toplumsal rollerini ve igsel ¢atigmalarini basarili bir sekilde yansitir.
James’in gotik tarzi, Jungien arketipleri i¢sel korku unsurlartyla
harmanlayarak hikayelere daha yogun bir psikolojik derinlik
kazandirir. Bu, anlatidaki korku unsurlarinin dogrudan betimlemek

yerine okuyucunun hayal giiciinde sekillenmesine olanak tanir.

James’in karakterleri, ¢cogunlukla sosyal maskeleri ya da
bastirdiklar1 karanlik yonleri ile ylizlesmek durumunda kalirlar. Bu
karsilasmalar, Jung’un golge arketipinin etkilerini hissettiren,
karakterin bastirilmis korkularim1i ve kagindigi icsel catigmalari
yansitan anlarla doludur. Bu durum, okuyucuyu karakterin ruhsal
yolculuguna davet ederken, bireyin kendini tanima ve kabullenme
stirecini de destekleyen bir deneyim sunar. James’in hayalet
hikayelerinde golge arketipinin yan1 sira persona arketipi de
karakterlerin toplumsal iliskilerini ve kendilerini ifade etme
bicimlerini anlamak i¢in bir zemin olusturur. Persona, toplumsal
uyumu saglarken bireyin kendine 6zgii yanlarinin bastirilmasina da

sebep olur ve bu durum James’in hikayelerinde gerilimi artirir.

Sonug olarak, Montague Rhodes James’in hikayeleri, yalnizca

korku ve gerilim unsurlar1 ile degil, ayn1 zamanda bireyin ruhsal
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catigmalarini ve toplumsal rollerini anlamaya yonelik derin bir bakis
acis1 sunmaktadir. James’in Jungien arketiplerle oriilii anlatilari,
gotik edebiyatin yiizeyindeki korku temalarmi derinlestirerek
okuyucunun bilingdiginda sakli kalmis korkularmmi da harekete
geciren bir deneyim sunar. Jung’un arketip teorisinin 1s1ginda
yapilan bu inceleme, James’in hikayelerinin psikolojik derinligini ve
gotik tarzinin korku edebiyatinda benzersiz bir yere sahip oldugunu

gosterir.
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BOLUM II

John Steinbeck’in “Gazap Uziimleri” Adli Eserinde
Sosyolojik Yansimalar
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Ekonomik isleyis bir tilkenin hem iktisadi hem sosyal hayatini
etkileyen 6nemli unsurlardan birisidir, Gazap Uziimleri adli eser
incelemesinde biyografik dgeler ve donemsel sartlar icerisindeki ana
unsur olmasi acisindan da Ozellikle dikkate alinacaktir. Eser
Amerikan edebiyatinda gercek¢i roman 6zelligi tasir ve tarihte
onemli bir yere sahip Biiylik Buhran doneminde kirsalda yasananlari
anlatir. Calismanin amaci kirsal alandaki sosyo-ekonomik hayatin
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nasil stirdiigiiniin ve ekonomik anlamda Biiyiik Buhranin toplumsal
etkisi ve bu baglamda edebi eserimize nasil etki edip okura
aktarildig1 incelenecektir.

John Steinbeck, Biiyiikk Buhran doneminin issizlik, aglik,
yoksulluk gibi olumsuz sonuglar1 karsisinda Oklahoma’li kdyliileri
anlatir. Yazar o donemi gergek sartlar1 belirterek ve carpict bir etki
ile dile getirmistir. Yazarin kendi yasamlarinda taniklik ettikleri
stirecler bu eserin gergekciligine katki saglamistir. Tecriibelerinden
yola ¢ikarak toplumu degisime gotiirecek bir yol agmaya Oncelik

vermis ve bunu her firsatta ima etmistir.

Konunun belirlenmesindeki en onemli sebep ekonominin
insan yagsaminda ne kadar 6nemli oldugu, bu sorunsalin ¢dziimiine
ne kadar ¢ok fayda saglanirsa daha mutlu bireyler ve sonugta da daha
yetkin bir toplum saglanabilecegine olan inangtir. Bu baglamda eser
kurgusal bir paralellik sergiledikleri gibi sosyolojik ve politik
unsurlar agisindan kendi toplumlarina gonderge niteligi tasiyan
mesajlar vermektedir.

Eserin yazilma sebebinden yola ¢ikarak yazarin kendisi ve
eserindeki karakterler arasinda bir yakinlik aranmasi da s6z
konusudur. Kendi yasaminda ¢ektikleri 1zdiraplar, ¢ozlimsiizliikler,
yanilsamalar veya mutluluklar ile gururlarin kahramanlara yansima
paymin incelenmesinin ¢alismaya ayr1 bir deger saglamasi
beklenilmektedir.

Bu calisma {ic bolimden olusturulmustur. Ilk boliimde
eserlerin igerigindeki Amerikan toplumuna ait dzellikler sosyo-
ekonomik bakis acis1 ile belirtilmistir. Calismanin nihai hedefine
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giden yolda yontem olarak segilen sosyolojik inceleme konusuna
deginilmistir.
Gazap Uziimleri adl1 esere ait 6zet, yazar ve donem bilgilerine

ikinci boliimde yer verilmistir. Ayni zamanda yazarin hayati

irdelenerek eserlerine olan etkileri de analiz edilmistir.

Son boliimde ise eserin ana fikrine etki eden sosyolojik
unsurlardan yola ¢ikilarak eserde bulunan siyasi, politik ve tarihsel

Ogelerle dile getirilen bir analiz ¢calismas1 gergeklestirilmistir.

Gazap Uziimleri Adli Eserin Ozeti

Gazap Uziimleri adli eserin yaraticis1 John Steinbeck 1902
yilinda Amerika’da California eyaletinde diinyaya gelmistir.
Dogdugu ve ¢ocuklugunun gectigi Sallisaw kasabasi, tarim agirlikls
caligma alanlar ile goclere agik bir bolge olarak daha sonra
yapitlarinin kurgusunda kendisine ilham kaynagi olacaktir. Nitekim
yaz aylarimni genelde ciftliklerde ¢alisarak gecirir. Babas1 muhasebe
isleri ile ugragsmakta anne ise edebiyatla ilgilenmekteydi. Prusya ve
Irlanda gdemeni ailesi is¢i sifina dahildi. Ug kiz kardesin yaninda
tek erkek c¢ocuk olan Steinbeck kiigiik yaslarinda edebiyatla
ilgilenmeye baslar. Ailesinin destegini alir ve 1919 yilinda Stanford
Universitesinde ilgisini ¢ceken dersleri alarak tahsilini devam ettirir.
Universitede tarihten psikolojiye farkli alanlarda okur. “Bir
keresinde Jackson J. Benson’in aktardigina gére tip fakiiltesinde
kadavralarin incelendigi dersi almak ister; o sirada Ingilizce egitimi
almakta olan Steinbeck, dekan odasina cagrilir. Ogrenci John Ernst
sadece insanlart anlamak istedigini belirtir”
(bkz.https://t24.com.tr/k24/yazi/steinbeckin-hayati-ve-dunyasi).

Kisacas1 yazarin daha ¢ok ilgi alanim1 6n planda tutarak kitaplar
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okudugu anlasilmaktadir. Ozgiirliigiine olan diiskiinliigii neticesinde
tahsilini yarim birakti. Dogdugu sehre donerek ciftliklerdeki 6zgiir

caligma ortamlarini siniflarin sikici ve disiplinli ortamina tercih etti.

Sonrasinda yazarlik kariyerini gelistirmek tizere New York’a
gitti. Orada da marangozluktan gazete muhabirligine kadar her ¢esit
isi yaptu. Iss1z bir yerde bekgilik yaparken ‘Altin Kupa’ adli romanini
yazdi. Aslinda bu dordiincii yazma denemesiydi ve birini kimse
basmak istememis diger ikisini de kimseye gostermeye cesaret
edememisti. Steinbeck, her zaman kendi anlatis1 ve dilinde yazmay1
tercih etmistir. Ilk romanindan sonra evlenerek Pasifik kiyilari
Carnel’e yerlesti. Ilk eserlerinden itibaren sempati duydugu
emekgilerin yagam kosullarin1 ve iligkilerini yansitmay1 sahip
oldugu yazarlik kabiliyeti ile gerceklestirdi. 1935°te yazdigi “Yukari
Mahalle’ adli eseri kendisini meshur etti. Hatta filme ¢ekilme hakki
satin alindi. Cocuksu c¢ekingen bir karaktere sahip olan yazar,
gosterilen alaka ve gazetecilerden kurtulmak i¢in Meksika’ya gegti.
1939 yilinda yazdigi Gazap iiziimleri ile Pulitzer odiili aldi.
“Steinbeck toplumsal akimlarla, politikayla ve tarihle i¢ ice yasayan
bir yazardi. Yirminci yiizyl i¢in hayati onem tastyan ¢evre, yoksulluk
ve evsizlik, Amerika' daki ahlaki ¢okiintii, biiyiik savaglar, wk¢ilik,
etnik ayrimcilik gibi meseleleri ele almisti” (Steinbeck, 2017: 7).
Piyes roman denemesi de oldu. Amerika’nin eski hayatini
canlandirdi. Genelde eserleri ile ilgili temsillere gitmemeyi tercih
ederdi.

John Steinbeck tarafindan yazilan Gazap Uziimleri adli eser,
1929 yillarinda yasanan ekonomik krizi fakir kesimin gdziinden
anlatmaktadir.
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Amerika’nin Oklahoma sehrinde toprak sahipleri ile ortak
arazilere sahip olan c¢iftciler zor zamanlar yasamaktadir. Bunun
sebebi her yil ektikleri pamugun tarlalar1 verimsiz kilmasidir. Ayrica
ciftgiler bankalarin yanlis tutumlari ve makinelesen tarim sonucunda
topraklarini kaybetmisglerdir. Yazarin anlatisin1 yaptigi aile, Hoover
Vadisinde bulunan Dust Bowl adli corak topraklardaki Joad
ailesidir. Diger ¢iftci aileler gibi Kaliforniya’nin bereketli
topraklarina dogru yola ¢ikarlar. Tom Joad, 61diirme olayindan sonra
aldig1 hapis cezasini 4 yil ¢ekip sartli saliverilmistir. Oklahoma’ya
donerken karsilastigi eski rahip Jim Casy’i de yaninda getirir.
Tom’un kardesi Al’imn buldugu eski bir kamyonla yola ¢ikarlar.
Yolculugun daha ilk giiniinde biiyiikbabanin kalbi durur. Yolda
karsilastiklar1 geri donenlere ragmen devam ederler. Zeka geriligi
olan kardesi Noah kagar ve ¢olden gegerken biiylik anne de Oliir.
Geldikleri kampta diger gdgmenler gibi halk tarafindan istenmezler.
Is bulamayan diger go¢gmenlerle de rekabet etmek zorunda kalirlar.
Bir ¢iftlikte seftali toplama isi bulsalar da yeterli para kazanamazlar.
Hak arayan ciftcilerin polisle girdigi catigsmada Jim 6liir. Tom ise bir
polisi yaralar. Kiiclik kardesi kamptakilere onun ge¢misinden
bahsettigi i¢in ayrilir ve direniscilere katilir. Aile sonbaharda selle
birlikte perisan olur. Tom’un kiz kardesi bebegini 6lii dogurur.
Kamyon da kullanilamaz olunca kamptan yaya olarak ayrilirlar. Bir
ambarda karsilastiklar1 baba ve ogul acliktan 6lmek iizeredir. Rose
memelerinden siit sagarak adamin hayatta kalmasini saglar. Aile aci,
yoksulluk ve oliimle yiizlesir. Buna ragmen Biiyilkk Buhranin
Amerika’da yarattigi olumsuzluklara karsi miicadeleye devam
ederler. Birlik ve direnis giicli sayesinde zor hayat kosullarim
asmaya ve yeni bir baslangic yapmaya c¢alisirlar.
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Eserin Yazildig1 ve Kapsadigi Donem

John Steinbeck, eserini genglik doneminin gectigi 1929 yilinda
patlak veren Biiylikk Buhran’ dan tam on yil sonra yazmistir.
Yasadiklart ve sahit olduklarin1 buhrandan etkilenen bir ¢iftci aile
iizerinden anlatir. Aslinda Amerika’da Birinci Diinya Savagini
takiben 1920 yillarinda baslayan refah bir yasam, gelisen endiistri,
yliksek isttihdam durumu hakimdi. Borsa disinda tim gostergeler
iyiye isaret ediyordu. Tiirkmenoglu, ¢alismasinda Biiyiik Buhranin
sebebini iktisadi terminoloji ile ele almigtir: “Ancak genel anlamda
krizlerin ya darliktan ya da bolluktan meydana geldigini ifade
edebiliriz. Darlik krizlerinde asir fiyat yiikselisi ile tiiketici, bolluk
krizlerinde asir1 fiyat diisiisii neticesinde ise iiretici sinifi
etkilenmektedir. Darlik krizi i¢indeyken durumu daha vahim hale
getiren, stokculuga yonelmedir. Bu durum fiyatlarin daha ¢ok
yiikselmesine sebep olur. Bolluk krizinde ise gelecekte fiyatlarin
daha da diisecegi ongoriiliir. Stoklara ragbet edilmez, bu da
fivatlarin diigiisiine neden olur” (Ulgener, 2006: 109-111, akt.
Tiirkmenoglu, 2021: 139). Bu aciklamaya istinaden buhran bu
seceneklerden biri olan {irlin fazlahi§indan gerceklesmistir.
Amerika’da o yillarda otomobil lretiminin ilerlemesi, elektrikle
aydinlanmanin ¢ogalmasi, telefon kullaniminin evlere taginmasi var

olan refaha isaret etmektedir.

Eser okuyucuya 19.ylizyil sonu 20. Yiizyil baslarindaki sinai
iretim sartlarin1 ve bir yoniiyle de bir hammadde niteligindeki
pamuk toplayiciliginin mesakkatli siirecinden kagarak kent insani
olma hayallerini aktarmaktadir. “Bu minvalde Gazap Uziimleri’ ni
kanonik kilan sey roman kimliginde barindirdigi yenilik ve degisme
unsurlarmmin  tarihsel-ekonomik ve sosyal-politik  bir siirece
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dayanmasi, bireyler arast iligkiler, birey-toplum etkilesimi,
toplumsal celiskiler, tiretim iligkilerinin farklilasmasi ve sectigimiz
toplumsal cinsiyet kavrami yoniiyle sosyal gercegin temsili
olmasindan  kaynakli olarak toplumsal bir alegoriyi dile
getirmesidir” (Seker ve Ozcan, 2021: 268). Bu doneme ait toplumsal
olgu bir bagka akademik ¢aligmada bu sekilde tanimlanmistir. John
Steinbeck gerceke¢i roman temelinde yasadigi donemi yansitmayi
incelemeye konu olan eserde fazlasiyla saglamistir.
Toplum Bilgisi

Sosyallesme esnasinda ortaya ¢ikan ‘toplum’ kavrami iiye
bireyler arasinda gelisen siireglerin biitiiniidiir. Bu toplumun
yapisini, bireylerin iletisim yetenekleri ve etkinliklerle ortaya ¢ikan
kurumsal dinamikler belirginlestirir. Eger sosyolojik dinamikler
yasama uyumlu hale getirilirse kalkinmanin ger¢ceklesmesi miimkiin
olur. Sosyal gercekligin diisiinsel ve bilimsel etkinliklerden
bagimsiz oldugu da unutulmamalidir. Sosyal degisim sosyal yapinin
degisimi anlamina gelmektedir.

Toplumda farkli sosyal gercekliklerden ortaya cikan ve
aktarilan bir sosyal olgu bilimsel arastirmanin amaci ve niteligine
bagli olarak farkli sonuglara ulasabilir. Nitekim ilgili kaynakta soyle
bahsedilmektedir: “Tiim bu gergeklerin 1siginda, sosyal bilimlerle
tamigan yeni bilim adami/kadini sosyal olguya iliskin yaptigi her
calisma ve yeni okumada bu farkliliklar: ve ayrimlart goz oniine
almasi gerekiyor. Yapilan c¢alismalara asirt deger atfedip bu
calismalart mutlaklastirmamasi ve tiim bu iiriinlere elestirel bir
sekilde yaklagmasi gerekiyor” (Ercan, 1998: 210). Bu durumda
farkliliklar arastirmada kullanilan metotlar1 belirleyecektir.
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Ikinci Diinya Savasi sonrasinda ekonomik kalkinma kavrami
yayginlagsmistir. Bu siirecte sanayi toplumuna gegis baglamis, tarima
dayal1 toplumlar geri kalmis, teknolojinin etkisi ile iktisadi artis1 da
beraberinde getirmistir. Arastirma siirecinde karsilasilan su ifade bu
konuya uygun dismektedir: “Ekonomik kalkinmanin ortaya
¢ctkmasinda etkili olan gelismeler arasinda aydinlanma felsefesi ve
modernlesme teorisi onem arz etmektedir” (Aydm, 2016: 6).
Nitekim ilk modernlesme izlerine Ingiltere’de sanayi devrimi
sonrasinda rastlanmis olup bu olgularla birlikte saglanan gelisme
sayesinde ekonomik bir ilerlemeden bahsetmek miimkiin olmustur.
Savas sonrasi kalkinmanin 6nemli sebepleri arasinda Amerika’nin
global ekonomiyi sekillendirme c¢abasi ve somiirge iilkelerin
bagimsizlagsmasi, gelismekte olan iilkelerin kalkinma istegi yer
almaktadir. Savas 6gesi onemli bir etken kabul edilerek ¢alismanin
arka planinda sosyolojik elestiri eksenini temellendirmek icin

verilmistir.

Kalkinma olgusu literatiirde kapsamli bir igerige sahiptir.
Kalkinma, sosyal yap1 i¢inde insanin iiretkenligine etki eden ve tiim
fertlere caligma hayatina katilma imkani taniyan bir kavram seklinde
degerlendirilebilir. Boylece iktisadi kalkinma, az gelirli tilkelerdeki
yasam standardini daha ileriye tasir. Insan zihniyetinde degisim
hayata dair aligkanliklar1 ve inanclari da etkiler. Bu durum da
kalkinmay1, iddiali bir unsur haline getirir. Elde edilen gelirin esit
dagilimina fayda saglar. Kalkinma sayesinde kisisel bazda onurlu ve
bagimsiz bir gecinebilirlik s6z konusu olacaktir.

Kapitalist toplumu tanimlayan ‘emek’, sosyal yapiya dinamik
bir giic katar. Toplumun genel gercevesini ¢izen iiretim, tiikketim,
dolasim ve boliisiim degisime ugrar. Temelinde emek olan kapitalist
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diizende para sadece bir degisim aracidir. Calisma faaliyeti
sonucunda olusan degerler bu faaliyetin {ic sacayagi olan toprak
sahibi, sermaye sahibi ve ¢alisanlar arasinda nasil pay edilecegi bir
diger 6onemli konudur. Boliisme denen bu islem burjuvazi sinifinin
olusumuna imkan tanimistir. Yiiksek kar oranlarmin karsisindaki
tehlike {iretim kaynakli olmayan ‘rant’ idi. Ozellikle kentlesme,
simirlt toprak alanlar1 ve giderek artan niifus, iiretim kaynakli
olmayan rant1 arttirtyordu. Bu olguyu en ¢ok Ricardo elestirmisti:
“Ricardo bu tamimlamalardan sonra hedefi gostermekte, toprak
sahibi sinifin ekonomideki giiciinii kirmak, yani iilke i¢i tarimsal
triin fiyatlarimin diistiriilmesi igin tarimsal iiriinlerinin ithalatinin
ontindeki engellerin kaldirilmast ve toprak sahiplerine yiiklii
vergilerin getirilmesini éneriyor” (Ercan, 1998: 221). Bu fikre karsit
Malthus, toprak sahiplerini ulusal ekonomi adina 6nemli gérdiiglini
ifade etmistir.

“Marx-Engels, Antik¢agdan itibaren Ortagag ve devaminda
kirsaldan kente dogru gelisen feodal sisteme deginerek zaman
zaman savaslar ve istilalarin etkisinde niifus azalmasi ve ticarette
durgunluk gibi olaylarin meydana geldigini dile getirdi. Feodal
miilkiyet bi¢imi de bir ortaklik icerir. Zaman iginde koleler yerini
koyliilere, silahli yiikiimliiliikler de yerini soylulara birakti” (bkz.
Sahin, 2000: 113). Marx, emek-giiciiniin degerini is¢i ve sermaye
arasindaki baginti ile agiklamaya calisti. Gerekli emek zamani,
emek-giiciiniin degerine karsilik gelir. Is giinii karsilig1 is¢inin, emek
zamanit disinda kalan siire ise sermaye i¢in c¢alistigi ve karsiligi
0denmeyen siiredir.
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Amerikan Toplum Yapisi

Franklin Delano Roosevelt, Birinci Diinya Savasi sonrasi
Amerika baskan yardimciligi ve 13 yil sonra ise bagkanlik yapmus,
ozellikle Biiyiik Buhran déneminin 6nemli siyasi karakterlerinden
biridir,r Ama ondan Once Amerika iki baskami denedi. “7920
se¢imlerinde Warren G. Harding ‘normallesme’ vaadi ile geldi. Bir
Amerikali icin i¢ ve dis politikaya maruz kalmadan kendi
zenginligini saglamak normal bir siirecti” (bkz. McNeill, 2001:
774).

Bagkanlik toreninde yaptigi konusma tecriibeli baskanin
oldukca cesaretli adimlar atacak oldugunu ve iyimser bir hava
yarattigin1 gosteriyordu. John Steinbeck’in Gazap Uziimleri'nde
orlintiiledigi sartlara ragmen Amerikan halki da onu umudun temsili
olarak gordiigiinii ve giivenini belirtmisti. Ulke genelinde durumun
icler acist oldugu The Social Fabric adli kaynakta su tasvirlerle
anlatilmaktaydi: “Oakland, California ‘da isletmelerin satiimayan
kanalizasyon borularinda yasadilar. Connellsville, Pennsylvania
‘da issiz ¢elik madeni ¢alisanlart daha once yemek pigsirilen
sobalarla 1sindilar.  Washington D.C.’nin  disinda  hizmet
ikramiyelerinin erken 6denmesini isteyen gostericilerden biri yag
varilinde uyudu, bir digeri piano sandiginda, iiciinciisii sehpalar
tizerinde duran tabutta uyudu. Biitiin biiyiik sehirlerin evlerinden
¢tkartlmig insanlar icin bir ‘Hooverville’ kampt vardi” (Cary ve
Weinberg, 1987: 218). Pek ¢ok varlikli insan issizlik nedeniyle
yoksullasmisti. Ama aralarinda paylasmak, gozetmek ve yardimci
olmak adina gayret vardi. Incelemeye konu edilen eserde bu
gerceklik tiim agikligr ile verilmektedir.
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Zorda olan ekonomiyi canlandirmak icin kur istikrarinda, altin
standard1 kaldirilmisti. Bu duruma is diinyasinin sert elestirileri oldu.
Ozellikle New York Eyalet Odas1 altin standardinin bitisini giiven
ihlali seklinde degerlendirince Baskan, bir muhalefet direnciyle
karsilagti. Vergi yiikii zenginlere kaydirild1 ki bu ilk yiliz giinde
ortaya koydugu iddiali adimlardan biriydi. Roosevelt’in i¢giidiileri
muhafazakard:r ve kapitalistler i¢in kapitalizmi muhafaza etmeye
niyetli idi. Afrika kdkenli Amerikalilar ise bu donemin bir bagka kat1
sartlara maruz kalan toplulugu oldu. Ciftgiler, Missouri’de
evlerinden ¢ikarildi. Irk¢ilik ve ayrimcilik ekonomik sikintilarin
yaninda toplumsal sorunlari da beraberinde getirdi. Bu ayrimciligin
en somut 6rnegi Siyahi isleri kategorisinin kaldirilmas1 oldu.

Yontem

2000’11 yillarda insan odakli bir gelisim ve refah anlayist
ortaya ¢ikti. Bu anlayis ¢ercevesinde her tiirlii kalkinma mutlu olmak
adina saglanan katki ile dl¢iilmeye baslandi. Bu noktada sosyoloji
sorunlarin anlasilmasi ve c¢oziimiine yardimci olur. Sosyoloji,
antropoloji ve tarihle de desteklenir. Ve tarih eski ile bugiin
arasindaki siireci irdeleyerek sosyal bilimler i¢in kaynak teskil eder.
Ekonomi unsuru hayatin i¢inde temel bir etkendir. “Sosyoloji, fiili
olarak gozlemlenebilir konularla ilgilenir, gorgiil (ampirik)
arastirmaya dayalidir ve olgulara anlam kazandiracak kuramlari ve
genellemeleri formiile etme girigimlerini icerir” (Giddens, 2005: 3).
Sosyoloji daha ¢ok Bati’dan yayilan degisimler baglaminda ele
aliir. Siyasi doniisiimlerden en 6nemlisi 1789 Fransiz Devrimi daha
onceki koyliilerle feodal yonetim arasinda yasananlardan ya da
somiirgelesmeye karsi yapilan ayaklanmalardan farkli idi. Devrim,

bugiin dahi tamami anlagilmayan diinyaya dair idealler igin
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gergeklestirildi. Boylece topluma dair diizen olusturulmasi ve
ozgiirliik ile esitlik haklarin1 kazanmak amag edinilmisti. Bir digeri
de Ingiltere’de 18. yiizyil1 19. yiizy1l1 baglayan on yillarda ortaya
cikan sanayi devrimidir. Diinyadaki bu degisim kirsaldan stirekli
biiyliyen kente go¢ii cogaltmisti. Ek olarak ana eserlerde oldugu gibi
her seye karsi ciftcilikte direnen aileler vardi. “Giddens’e gore
kentlesmedeki bir diger onemli faktor de diinyadaki insan sayisinin
gecmis yillara gore saswrtict artisidr” (bkz. Giddens, 2005: 6). Bu

ve benzeri diisiinceler sosyolojinin olusumuna katki saglamistir.

Icinde insan faktdriiniin olmas: calismay1 akademik ¢izgide
toplum bilime yoneltmektedir. Toplumsal kayginin i¢cinde oldugu
yazinsal olaylar gercekte yazarlarin yasantisindan tasidig izlerin ve
diisiincelerin yer aldigi bir metin igerigi ve yaklasimi ile ayni
zamanda bir elestiridir. “Ama gerek elestiri gerek bilimsel (ya da
bilimsellik savinda olan) inceleme oncelikle yaklasim bigcimleri, bu
konudaki onvarsayimlart ve temel yonelimleri acgisindan ele
aliminca, yollarimin durmamacasina kesistigi, yani aralarinda temel
karsithk bulunmadigi goriliir’. (Yicel, 2009: 8). Yiicel bize,
arastirilarak elde edilen yazinlarin da temel bir elestiri olabilecegini
vurgulamaktadir ki sosyoloji esasli edebiyat caligmalar1 diger
alanlarda bilgiye ulagsmaya destek ve yardimci olabilmektedir. Her
donem olusturulmus eserlerin igerigi mutlaka toplum yasayisi,
gelenekler, sahsiyetler, kurumlar, savaslar, kritik tarihsel olaylarin
sebep ve sonuclar1 gibi 6nemli olaylar1 aydinlatmay1 saglayabilir.
“Nitekim Prof. Kemal Karpat’a gore <<Tiirkiye nin sosyal tarihini
vazacak olanlarin ilk saglam kaynagi siiphesiz ki edebiyat

olacaktir.>> ifadesini Berna Moran'in aktarimiyla okuyoruz”
(Karpat, 1962: 10 akt. Moran, 1994: 76).
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Sosyolojik inceleme yoOnteminin kuramsal 6zellikleri
arastirilirken bu yontemin Marksist elestiri yontemi ile girift bir
iliski i¢inde oldugu anlasilmistir. Moran, kitabinda s0yle bir tespitte
bulunmaktadir: “Sosyolojik elestiri biiyiik ol¢iide betimleyicidir,
eser hakkinda bir deger yargisi tasimaz, durumu tespit etmekle
yetinir” (Moran, 1994: 77). Bu noktadan hareketle edebi ¢alismay1
yorumlama siirecinde elestirel yaklasim toplumun bir ifadesi olarak
sosyolojik incelemeyi tamamlar niteliktedir.

Gazap Uziimleri Adh Eserin Sosyolojik Unsurlar Baglaminda
Ele Alinmasi

Dogayla biitlinlesik yasamlarda tarlada yetisen tirlin o bdlgenin
insanlar1 i¢in cok dnemlidir. Gazap Uziimleri adli eserde bu sebeple
baslangigta, yoredeki bas tact mahsullerin anlatimi karsimiza
cikmaktadir. Oklahoma’nin genis tarlalarinda misirlar  boy
atmislardi. Ciftgiler kadar esleri ve cocuklari da yakindan takip
ettikleri misirlarin yagan yagmurlarla sertligini kaybeden yapraklar
yliziinden boyunlarin1 bilikmesini endise ile karsilamak ve
kargilamamak arasinda kalmislardi. Topragin yiizii sertlesmis, selin
yarattig1 kuru yataklar kostebek ve karincalarin istilasina ugramak
iizereydi.

Steinbeck’in eserinde en onemli rolii, Joad ailesinin keskin
karakterli oglu Tom almaktadir. Talihsiz bir olay neticesinde girdigi
cezaevinden sartli saliverildiginde otostop ¢ekerek ailesinin yasadigi
kasabaya ulagmaya yeltendi. Doganin uyandig1 mevsimde misirlarin
yan yattig1 tarlalardan gecerken karsisina c¢ikan ters donmiis
kaplumbagayr yerden alip koltugunun arasina sikistirdi.
Kaplumbaga aslinda yolda ilerlerken karsilastigi engelleri agmak
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adina pek cok miicadele vermisti. Joad’lar da ayni kaplumbaga gibi
caresizligin basrol oynadigi bir miicadeleye tabi olacaklardir.

Yolda karsilagtig1 eskiden vaizlik yapmis Jim Casy’i aile evine
gotiiren Tom, amcasimin evinde yasadiklarini 6grendigi ailesine
kavusur. Anasi ile olan karsilagsmasi duygusal bir atmosfere sebep
olur. Yola ¢ikmak i¢in sattiklar1 esyalardan kazandiklar1 paray1 da
kattiklar1 bir yekin ile kamyon almay1 hedeflerler. Joad ailesinin
erkek cocuklarindan Al, satista olan bir kamyonun teknik
incelemesini yapar ve aileye satin alinmasi yoniinde onerir. Tom‘un
da kendisini desteklemesi neticesinde gururlanan Al kamyonu
kullanmay1 teklif eder. Toplanan ¢ekirdek aile {iyeleri vaizin onlara
katilmasim goriisiirler. Ozellikle Ana, rahiplik ge¢misi olan birisinin
yanlarinda olmasinin kendilerine iyilik getirecegine inantyordu. Ve
yolculuk boyunca kamyon onlarin binegi, evi, deposu olur. Bu
durumda ¢ogu insanin bir sekilde edindigi araglar onlarin sosyo-
ekonomik 0l¢iitiinli gdsteren bir faktordiir.

Oklahoma’da yola ¢ikmaya karar veren erkekler ve kadinlar
gotiirecekleri esyalar disindakileri bir bir elden gecirip hatiralarina
geri doniiyorlardi. Avluya yigilan hurdalar arasinda pulluklar, el
sabanlar1 da vardi. Cilinkii devir disklerin, traktorlerin devri idi. Alan
kisilere hurdalar1 degil hurdaya donistiiriilmiis yasantilar1 satin
aldigmmi soyliiyorlardi. Degisim onlar1 yollara dokme kararina
itmisti. Ancak Tom etrafta California taraflarindan gelen birilerinden
ig arayan ¢ok insan olmasi nedeniyle is ve kalacak yer bulmakta, az
paralarla karinlarin1 doyurmakta zorlandiklarini Ana’ya aktardi. Ana
yliziine bir karamsarlik havasi ¢okse de babasimin elindeki sar1 el
ilanindan bahsederek onun icini rahatlatti.
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Ailelerin bir an once topragi terk etmesi yoniinde bankalarin
talimati oldugunu soyliiyorlardi. Sadece karin doyurmak ve vergi
vermek yeterli degildi. Onlarin s6ylemleri soyle idi: “Ama bakin, bir
banka ya da sirket bunu yapamaz. Ciinkii bu yaratiklar hava ve etle
vasamiyorlar. Onlarin soludugu kar; yedikleri faizdir. Bunlari
alamazlarsa oliirler. Tipkt sizin havasiz ve yiyeceksiz kalinca
oleceginiz gibi...Bu iiziicii bir sey ama boyle, ne yapalim”
(Steinbeck, 1995: 34). Ortakcilar ve aileleri ne olacaklarimi
sorguladiklarinda: “Oziir dileriz, dediler toprak sahipleri. Elli bin
doniimiin sahibi bundan sorumlu tutulamaz. Size ait olmayan bir
topragin tizerindesiniz. Buradan ¢ikin. Belki sonbaharda pamuk
toplarsiniz.  Belki de hiikiimet yardim eder. Neden Batiya,
California’ya gitmiyorsunuz? Orada is var, hem de havalar hig¢
sogumaz. Orada nereye elinizi uzatsaniz, avucunuza bir portakal
gelir. Orada daima toplanacak bir iiriin vardir. Neden oraya
gitmiyorsunuz? Mal sahipleri arabalari ¢calistirdilar ve uzaklasip
gittiler” (Steinbeck, 1995: 36). Ve arkasindan evlerin yikimini yapan
traktor siiriictileri ortaya ¢ikti. Onlar da cogunluk bu isi yapmaktan
hoslanmiyordu. Fakat giinde li¢ dolar kazan¢ sayesinde kendileri ve
ailelerinin karnimmi1 doyuruyorlardi. Yasam bu smf i¢in giderek
zorlagiyordu. Teknolojik gelismelerin tiretimi etkilemesiyle birlikte
birikime dayali diizen artik sarsilmaktaydi. Gazap Uziimleri
hakkinda yapilan bir inceleme yazisinda vurgulanan konular
sunlardir: “Kiract ciftgiler onlarca yildir ayni yerde ¢alistyordu.
Kapitalist diizen, is¢i simifindan fayda saglamayr biraktiginda,
onlarca yildwr yasadiklar: topraklardan siiriiliirler. Buradaki sorun
maddi ihtiyag iizerine kuruludur. Romanda Joad'lar gittikleri her

yverde baski ve somiiriive maruz kalirlar. Burjuvazi ve proletarya
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arasindaki sosyo-ekonomik iligki Steinbeck tarafindan agik bir
sekilde tasvir edilmistir. Burada toprak sahipleri burjuvaziyi,
Joad'lar ise proletaryayr temsil etmektedir. Romanda banka
sahipleri sadece kdr pesinde kogsan materyalistler olarak
resmedilmistir. Roman boyunca Joad'lar kapitalist miilkiyetin
acimasiz muamelesiyle karsi karsiya kalirlar. Joad'lara yapilan
adaletsizlik, romandaki ¢esitli karakterler tarafindan tecriibe edilir
ve bu da adaletsizligin bireysel olmaktan ziyade kolektif oldugunu
orneklendirir” (RamaKrishnan ve Rajalmmanuel, 2021: 1173).

Uzerine yazilan sayisiz kaynak kitaplara gore Biiyiik Buhran,
iiretimin diismesi ile baglayan issizligin ve ona bagl olarak da kisi
bas1 gelirin 6nemli Olglide geriledigi zincirleme bir reaksiyon
seklinde diinyada yasanan ilk ger¢cek ekonomik krizdi. Esere konu
olan Amerika’da bu krizi ortadan kaldirmak 10 yilda miimkiin
olmustu. Issizligin temel sebebini Appleby agcik¢a belirtmisti:
“Bunun temel sebeplerinden biri topraktan elde edilen mahsuliin kar
getirmemesi, c¢iftcinin herhangi bir kazan¢ saglayamamasidir.
Ctinkii  Biiyiik Buhran doneminde <<satilmamis envanterler
depolart ve ambarlart dolduruyordu, pamuk, bugday, seker, yiin,
kahve, ipek, kaucuk, tereyagi, piring, tiitiin ve misir fiyatlart bir
hasattan digerine kadar ayni kaliyordu>>" (Appleby, 2012: 279).
Romanda Joad ailesinin birebir yasadigi bu gergeklere ve orada
kalmay1 tercih edenlere ragmen Tom’a, Ana’nin yonlendirmesiyle
bir aile reisi sorumlulugunu vererek ve vaiz Jim Casy’i de
kendilerine katarak yola ¢ikarlar.

Tarih sayfalarina bakildiginda kdy ve koyliliik gecmisi
Neolitik Caga dayanmaktadir. Sahipler ve koleler yerini zamanla
baska siniflara birakti. Yerlesik diizende gerceklestirilen ilk tarimla

--50--



koyler olusmaya baslamistir. Bu kdylerde agalar (Lords) ve 1rgatlar
(Serfs) ortaya cikti. Giinlimiize yaklastikga burjuvazi ve koyli
ciftcilerin etkilesimi basladi. Nitekim Tom’la birlikte Jim Casy

Marksizmin sonucu olarak misyonlarini edinmislerdir.

Steinbeck’in romaninda 66 nolu karayolu kacis yoludur. Joad
ailesinin de asmak zorunda oldugu yoldur. Pek c¢ok yan yol
baglanmakta, bir ¢oliin asilmasi gerekmektedir. Yolun sonunda
California sirinligi ile gelenleri karsilasa da etrafta dolasan
devriyeler kisa siirede gdcmenleri gercek hayatla bulusturur. Is
ilanlar1 durumu anlatmaya yetmektedir. Kamyondakileri diri tutan,
motive eden sadece iki unsur s6z konusudur. Cesaret ve inang. Aile

iki yasl insanin1 yolda yitirmistir.

Gelinen asamada eserde de insan-insan iligkileri ve doga-insan
iliskileri bir tema olarak islendigi goriilmektedir. Ufuk Ozcan
tarafindan bu konuya Gazap Uziimleri iizerinden su sekilde
deginilmektedir: “Kuskusuz modern Amerikan edebiyatinda en etkili
toplumcu gercek¢i yazarlardan biri, Steinbeck’tir. Eserlerinde
koyliilerin, iscilerin ve gé¢menlerin giindelik sorunlarini, yasam
kosullarimi ve egemen giiclerle ¢atismali iliskilerini dramatik bir
tarzda iglemigtir. [...] Yazarin popiilerlik kazanan bir baska kanonik
eseri Gazap Uziimleri’dir. Yoksulluk ve gé¢ olgusuna odaklanan
roman, hizli bir sanayilesme stireci yasayan Amerikan toplumunda
topraga bagh yasamaya alismis yoksul kéyliilerin toplumsal
degisme karsisinda acimasizca savrulusunu ve tiikenisini konu
edinir. Roman bankalarin issiz kalan koyliilerin miilklerine el
koymasiyla baslayip zoraki ve cileli bir yolculukla devam eder.
Yolculuk boyunca dramatik sahneler yasanir” (Ozcan, 2023: 37).
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Joad ailesi karayolunda ilerliyordu. Benzin almak igin
durduklart yerdeki sisman adam yollardaki hareketliligi anlamak
istercesine sorular sordugunda insanlarin yasayabilecekleri, ekmek
parasi kazanabilecekleri bir yer bulma isteklerini anlatmaya calisti.
Sisman adam glin boyu karsilastigi insan manzaralarindan
bahsettik¢e iilkenin ekonomik yapisindan azami derecede yoksul,
dar gelirli ve ciftcilerin etkilendigi belli oluyordu. Molada talihsiz
olarak yolun kenarina ¢ikan kopeklerine bir araba ¢arpti. Kamyon
sikint1 ¢ikartyordu ve bu onlar1 korkutuyordu. Bir baska molada yol
kenarinda ¢adir kurmus Wilsonlarla karsilastilar. Biiyiik baba ¢ok
hasta idi ve gelen davet iizerine Wilsonlarin ¢adirinda yatirdilar ve
orada da oldii. Wilsonlarin da hikayesi onlarinkinden pek farkli
degildi. Is ilanlarma onlar da ulasmislardi ve varabilirlerse
California’da elde edecekleri miireffeh yasami hayal ediyorlardi.
Sicakta yol almak zaman zaman onlar1 zorluyordu. Ama Dogudan
yarim milyon insan evlerinden ayrilmist1 ve bu Bati topraklarinda

degisime sebep oluyordu.

Bu yer degistirmelerde yine sosyolojik bir unsur olarak ailenin
cocuklart da bu durumdan etkilenen diger bir gruptur. Nitekim Joad
ailesinde Noah evden ayrilmis, Rose of Sharon’un kocast Connie

kimselere haber vermeden gitmeyi tercih etmistir.

Joad ailesi ¢olii astiginda Biiylik Ana 6lmiistii. Yorgunluk ve
tiziintiiler California’ya girdiklerinde onlar1 karmasik duygular i¢ine
sokmustu. Anlatilanlar hi¢ giizel degildi. Konustuklar1 insanlar hileli
pamuk kantarlarindan, meyve bahgelerini bekleyen silahli
adamlardan bahsediyordu. Ayrica sehirde devriye gezen polislerin
goemenleri eskiden Oklahomali simdi ise asagilik yaratik anlaminda
‘Okie’ diye cagirdiklarin isittiler: “Topraklarini kaybettikten sonra,
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‘nereye aitim?’ sorusuna cevap veremezler. Okie’ler go¢men
olmalarina ragmen, sumirlarla boliinmiis sosyal manzaranmin bir
parcasidirlar, ancak Oklahoma’dan gelen insanlar Kaliforniya’'da
hos karsilanmazlar. Kapitalizmin ¢alisan koleleri haline gelirler.
Temel insan haklarindan mahrum bwrakilirlar” (Kogak ve Aydin,
2022: 70). Aymn iilke i¢inde insanlarin siniflandirilmaya tutulmasi
sosyal toplumda fayda getirmeyecek bir islevdir. Steinbeck Okie
ifadesini duygusal bir bi¢imde vurgular ve Oklahoma’dan gelen
insanlarin, polis, bankact ve toprak sahipleri tarafindan
kullanilmasini anlatir. Bazi ciftciler karsi ¢ikma girisiminde bulunsa
da giiclii olmadiklari i¢in hemen somiirii ve tehditle karst karsiya
kalmiglardir.

Joad ailesinin hedefi artik is bulmak ve yasam sartlarini
diizeltmekti. Bulunduklar1 kampta Al’in arabasini tamir etmek i¢in
yardimda bulundugu kamp sakini adama Tom un sartl1 tahliyesinden
bahsetmesi sonrasinda aniden gelisen polisi yaralama olayina Casy
karigir. Connie’nin gidisi, Casy’nin hapse girmesi, Biiyiik Ana’nin
6liimii, Noah’1n aileden ayrilisi, John amcanin icki igmeye baglamasi
aileyi daha kotii bir duruma siirtikliiyordu. Bu sebeplerle kamptan
ayrilmak i¢in harekete gectiler. Yollarda diger go¢cmenlerin yarattigi
bir kalabaligin arasindaydilar artik. Bir bagska kamp hayati, tekrar is
arama cabalar1, ucuz emek karsiligi kazanilan paralar, aclik, sefalet
ve arkasindan gelen siddetli yagmurlarin yarattigi felaket her
seylerini alip gotiirmiistii. Kizlar1 Rose of Sharon bebegini
kaybetmis, Tom ikinci bir adam oldiirme neticesinde onlardan
ayrilmak ve saklanmak zorunda kalmisti. Sigindiklar1 bir ambarda
kizlarinin bir adami 6liimden kurtarmasi onlarin hala yasama dair

umut ve enerjileri oldugunu gdstermekteydi.
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Sonug¢

Bu ¢alismada John Steinbeck’in Gazap Uziimleri adli eseri
sosyolojik unsurlar baglaminda ele alinmistir. Diinya {izerinde
ileride kabul edilen yasam bi¢cimine sahip Amerikan kiltiirii
kapsaminda buhran, yoksulluk, siyasi dalgalanma, igsizlik gibi dort
ana sosyolojik unsur agisindan ¢alisilmistir. Sosyolojik incelemenin
stirecinde koy/kasaba ortami, folklorik degerler, doga ve ekonomik
sartlar da gz Oniinde bulundurulmustur. Bir sosyolojik yap1
incelemesinde en Onemli faktér olan insan ve beseri iliskileri,
calisma boyunca on planda tutulmustur. Eserle, yazarin diinyaya
bakis agilarindan hareketle yazar hayati arasindaki etkilesim de

irdelenmistir.

Calismada eser igeriginde yer alan aile, arkadaslik baglar1 ve
birlik olma duygusunu okuyucuya veren olay ve durumlar
irdelenmigstir. Sosyoloji, toplumsal boyutta insan davranislarini
ortaya ¢ikaran bir ¢alisma alani olmasi sebebiyle ve bu asamada da
ozellikle smif yapilar1 ve din konularma dayanarak nedensel
aciklamalar getirir. Eser kahramanlarinin giindelik yasamlarinda bu
olgularin gurur, 1zdirap, yanilsima ve bazen de ¢oziimsiizliiklerle

gerceklestigine tanik olunmusgtur.

Calismada oriintiideki karakterlerin yasadigi iilke yapisi
izerinden bir toplum bilgisi vermesi amag¢lanmistir. Her millet kendi
kdy, sehir, sanayi yapilanmasina ve komiinist, kapitalist devlet
sekline uygun iliski aglarina sahiptir. Toplumdaki insan demek insan
benliginin toplum normlart ve beklentileriyle uyum saglamis
olmasidir. Iginde yasadigimiz diinyada insan deneyimlerinden
beslenen sosyoloji sayesinde toplumda pozitif a¢1 ve dayanigma ruhu

elde etmek miimkiindiir. Arazi sahiplerinin zengin tabakadan olmas1
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ve ¢iftcilik yapanlarin ise sadece ortakgilikla yetinmesi kapitalist
diizenin sonucudur. Buna karsiik Hegel ve Marx’in teori ve
yaklasimlar1 var olsa da esere konu olan iilkede bir etkinlik
gerceklestiremedigi  tespit edilmistir. Eserde siniflasma tiim
gercekligi ile yer almaktadir. Bas karakter yoniinden bakildiginda
Marksist bakis acisinin aslinda yazar tarafindan benimsendigi
gorilmektedir.

Steinbeck’in eserinde kendi hayat tecriibesinden yola ¢ikarak
is¢i  smifinin  giindelik  iligkilerini, yasam kosullarimi ve
miicadelelerini, doneminin ve cagimizin en temel toplumsal
meselelerini insani boyutunu da katarak tasvir ettigini gérmek
miimkiindiir. Calismaya konu olan roman sosyolojik bir zeminde yer
almaktadir. Ekonomik kosullarin getirdigi kisa ya da uzun siireli yer
degistirmeler sonucu yagsanan zorluklar issizlikten otekilesmeye
kadar pek c¢ok negatif unsuru iginde barindirmaktadir. Bu
aciklamalar esliginde romanda yazarin 6zel yasaminin izlerine
rastlanmigtir ve eserde otobiyografik kodlar oldugu ¢ikarimini

yapmak miimkiindiir.

Amerika’da doga kosullart eser kahramanlarii zorlayici bir
yapidadir. Amerika’nin Dogu’sundan Bati’sina Joad ailesinin
gergeklestirdigi  yolculuk  sicakla miicadele  gerektirmistir.
Kurgulanan aile iiyelerinin proleter kimlikleri smifsal benzerlik
gostergesidir. Proletarya adin1 alan bu alt sosyal smiftakiler
buhrandan en ¢abuk ve kolay etkilenenlerdir. Gazap Uziimleri adli
eserde Bati’daki sehir sakinleri ve polis yeni gelenleri
kiigimsemekte; esnaf maddi kazan¢ saglamaya caligmaktadir. En
biiylik somiiriiyli gergeklestirenler biiyiik arazi sahipleridir. Sanayi
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Devriminin sagladigi zirai alet destegi emek giicii ile calisam
ucurumun yanina siirliklemektedir.

Bu calisma sonucunda Amerikan edebiyatina ait kiilt eserin
yazildigr doneme 151k tutan onemli sosyolojik Ogelerle bezendigi
anlagilmaktadir. Ger¢ek hayatin i¢inden segilen karakterler
iizerinden verilen miicadelenin de ayni temele oturdugu
anlagilmaktadir.
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BOLUM 111

Exploring the L2 Motivational Self System of Turkish
EFL Learners in an Academic Working Environment

Fatma Seyma KOC!

1. Introduction

Motivation has been a core component of L2 learning and
teaching research. It is an impetus for learning a language and
continuing learning until the desired end. Even learners with high-
profile attributes might not succeed with their long-term aims
without adequate motivation. Neither curriculum nor good teaching
could compensate for learners’ high motivation status (Ddrnyei,
1998). Researchers have suggested different conceptualizations of
motivational states and defined how personal or external factors
would impact the feeling of motivation.

! Dr., Akdeniz Universitesi, Egitim Fakiiltesi, ingjliz Dili Egitimi Bolimii, Antalya/Ttirkiye, Orcid: 0000-0001-
8745-0247, fatmaseymakoc@akdeniz.edu.tr
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In earlier motivational research, Higgins (1987) put forward
two components of self-theories: ideal self and ought self. The first
view, the ideal self, refers to the portrayal of characteristics a person
would like to have, whereas the ought self points to the portrayal of
characteristics a person ought to have. As Higgins (1998) describes,
the ideal self has promotion aspects like ambitions, aims,
advancement, and achievement, while the ought self has a
prevention concern such as avoiding negative consequences or
meeting the necessary responsibilities. Based on Higgins’ (1987)
Self Discrepancy Theory, the L2 Motivational Self System (L2MSS)
conceptualization in the motivational domain integrates two distinct
motives for learning a language: integrativeness and instrumentality
The first concept, integrativeness, is the motive to get to know L2
culture to communicate with the speakers of another language or be
integrated into other countries’ cultural traditions. The other notion,
instrumentality, is described as being committed to professional
success (Dornyei, 2009).

As stated by Dornyei et al. (2006), “instrumentality and the
attitudes towards the L2 speakers constitute two complementary
aspects of the Ideal Language Self” (p. 93). Moreover, another
notion related to the motivational state of L2 learners, the L2
Learning Experience, is advocated as an integral factor of the
L2MSS by Dornyei (2009) and described as the effect of the
immediate learning environment, such as teachers, curriculum,
school, and the experience of accomplishment on L2 learning
motives.

Researchers have also experimented with new models and
formulated new hypotheses as to the factors affecting the L2
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motivational system of L2 learners. For instance, Hessel (2015)
added a new dimension to L2 Motivational Self System research and
investigated the L2 motivational variables’ relationship with the
effort put into the language learning process, such as how often the
learners envisaged the ideal L2 self, self-discrepancy between now
and future selves, and the prevalence and appeal for the ideal L2 self.
Lanvers (2016) also developed a self-discrepancy model including
other-ought, other-own, own-ought, and own-ideal for L2 learners
based on Higgins’ (1987) Self Discrepancy Theory. It was argued
that motivation “involves the desire to reduce the discrepancy
between one’s actual and ideal or ought selves” (Dornyei, 2005, p.
100). Thus, it was argued that a disparity between the ideal self and
the actual self would cause a person to be motivated (You &
Dornyei, 2014).

Several empirical studies have also been carried out on the L2
Motivational Self System of language learners to explore the
concepts of the ideal self, ought-to self, and other factors. In an
Iranian setting, Papi and Teimouri (2012) explored the motivational
attributes of English language learners at secondary school, high
school, and university levels within the L2 motivational self-system.
According to the results, the ideal L2 self, L2 learning experience,
instrumentality-promotion, and integrative motivation increased
with age till university. On the other hand, the ought to self, family
influence, and instrumentality prevention decreased with age,
suggesting a less steady effect of the external factors relating to the
outside world, family, and friends on older learners. Ueki and
Takeuchi (2013) also investigated the relationships among various
L2 motivational variables through multiple group structural equation
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modeling to study the L2 Motivational Self System profile of
English majors and non-English major Japanese university students.
The findings showed that whereas the ideal L2 self, self-efficacy,
and L2 learning attitude showed a significantly higher influence in
English major students, other’s influence and ought to self showed a
significant difference in non-English major students, which may
indicate more ideal self-related L2 learner attributes of English
major students.

Furthermore, You and Doérnyei (2014) investigated the
experiences of English language learners at secondary school and
university levels and analyzed the motivational states of L2 learners
based on Dornyei’s (2005, 2009) L2 Motivational Self System
theory. The results indicated that attitudes to L2 learning correlated
most positively to the intended effort, ideal self, and ought-to self,
respectively. In addition, studies also sought to discover the impact
of various other factors, such as the language proficiency level, on
the L2 Motivational Self System beliefs of L2 learners. Moskovsky
et al. (2016) studied the relationship between the L2 motivational
self-system beliefs and L2 proficiency levels of learners.

The impact of the language learning context and the profile of
the language learners have also been explored in the L2MSS
research. To illustrate, Li’s (2014) study to research the motivational
variables of Chinese English as a Foreign Language (EFL) and
English as a Second Language (ESL) learners found a significant
difference between Chinese EFL and ESL learners. While ESL
learners had significantly higher ideal L2 Self and more positive
attitudes to learning English and to the L2 community, EFL learners
had significantly higher preventional instrumentality, ought to self,
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and English anxiety mean scores, suggesting the driving force of the
opportunities existent in countries in which English was used as a
second or a foreign language.

This study investigates the L2 motivational system profiles of
L2 learners in a Turkish EFL context. The arguments surrounding
the motivation to learn languages caused by various internal and
external drives are explored. The ambitions, experiences, and other
factors that encourage adult L2 learners to learn the English language
in an academic working environment are explored. Thus, the overall
aim of the present study is to explore Turkish EFL academicians’
reasons for learning English in a working environment at a state
university in Turkey. In line with our aims, the following research
question is generated for the current study.

1. To what extent do the main elements of the L2 self-system
impact Turkish EFL learners’ decisions to learn English in an
academic working environment?

2. Methodology

Qualitative data from three English as a foreign language
learners were collected. Interviewing was chosen as the study's data
collection method. Interviews were conducted following a semi-
structured interview procedure. The interview was selected mainly
because rich data could be obtained via a face-to-face dialogue with
participants to clarify or proliferate the data collected (Creswell &
Creswell, 2017).

For the present study, research assistants working at a state
university in a Mediterranean region of Turkey were selected as
subjects with a convenience sampling method. The research
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assistants were aged between 25 and 30, and they were all English
major graduates from the field of foreign language teaching. Out of
the three subjects, one was an MA student, while the others were
doctorate students. All the subjects were currently MA or PhD level
students with non-English major degrees. One of the participants
was male, whereas the others were female.

All data were audio recorded and transcribed. The data were
coded according to the concepts from Ddornyei’s (2005, 2009) L2
Motivational Self System Theory. The coded data were analyzed
using the constant comparison method (Glaser & Strauss, 1967). The
following section demonstrates excerpts from interviews that
represent the motivational self-system profile of L2 learners and
descriptive anecdotes to portray their motivational self-system
states.

3. Findings
3.1. The ideal self

The findings regarding the ideal L2 self profile of the
participants demonstrated that there was only one case in which the
prospect of capabilities of L2 learners regarding the ideal L2 selves
was mentioned. On the other hand, according to the findings, the
most frequent theme regarding integrative motivation in the
interview data was a positive attitude toward English literature. The
other topics indicated by participants were interest in English songs,
curiosity about native speaker culture, learning English idioms,
communication with foreign students at university, and talking to
native English speakers (see Table 1).
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Table 1: The ideal-integrative L2 motivation profiles

1 1 2 1 1 2
English songs Talki
ng to
native
English
speakers
Native Engl
speaker culture ish
literature
Communicati Engl
on with foreign ish idioms
students at
university
Talking in

English fluently

One participant had an ideal L2 self-image motive in her
L2MSS. Toillustrate, F1 envisaged an ideal L2 image of talking very
fluently in English in the future so that she could even communicate
with native speakers,
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I haven’t been to an English-speaking country. | do not feel
comfortable talking to foreigners in English. I get stuck on grammar,
or I think till I find the word I look for. It is because I think in Turkish
and try to translate. That is why | do not think | can speak English
fluently at this stage. However, if | stay abroad, | can imagine myself
talking fluently (F1).

Regarding having a desire to speak to native speakers, M1
said, “I would like to interact with native speakers in English more
fluently than is the case with my current situation,” thus showing an
awareness of the discrepancy between his current self and ideal self.
Another case of integrative motivation can be found in the following
parts of the M1’s speech,

When | started university, | hesitated to have a conversation
with foreign students. | was ashamed, and my motivation level was
low since our education system is not student-centered. However, in
time, my motivation increased by talking to these students (M1).

Therefore, the motivation state of the participant altered over
time after interacting with foreign language speakers in English on
campus. Moreover, the participants also demonstrated an interest in
the artifacts of the L2 culture. A positive attitude towards the target
culture was held by F1, illustrated as being exposed to L2 cultural
elements in daily life. She stated, “I try to understand English songs,
or I look for lyrics if there is any part that I cannot make sense of.”
The participant mentioned that she spared time to make an effort to
comprehend English songs as she was interested in getting the
meaning of the utterances in English and excited about learning
them.
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Concerning the cultural elements, participants also mentioned
some demotivating factors causing them to lose interest in the target
culture. Within this regard, a participant mentioned that his
motivation to study English literature decreased because of the
complex language in English literary works. According to this
perspective, M1 said,

Frankly speaking, | do not like English literature much. It was
an area | did not like when | was an undergraduate student. This is
because English literature is taught in schools as old-period
literature, and the language is not close to everyday English (M1).

On the contrary, some participants also held a positive attitude
toward English literature. To illustrate, F2 said, “I have liked English
literature since |1 met it. My liking towards it continued out of
pleasure.” F2 also explained, “I believe that especially in the
departments of Foreign Language Education, British and American
Languages and Literatures, languages cannot be learned without an
exposure to cultural activities.” Thus, this participant believed that
their positive attitude had its roots in their first exposure to literary
works.

3.2. The ought self

The findings demonstrated that participants mentioned various
factors relating to language learning motivation under the ought to
motivation source. The analysis of the interview data has shown that
the most stated themes concerning the instrumental L2 motivation
profiles of Turkish academics were reading academic articles in
English, publishing international articles, cooperating with foreign
academicians, making presentations at international conferences,
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and keeping up to date with international science. In addition, the
academics mentioned other issues, such as conducting productive
academic studies, meeting foreign scientists, and participating in
global projects (see Table 2).

Table 2: The ought-self profiles

\ | | M |
1 1 2 1 1 2
Gett N : Fam
ing  respect ily influence
from  other
people
Lin \/ Job A
gua franca requirements
Exp \/ : : Joini A
erience  of ng global
success projects
Rea \/ ‘ ‘ Publ A
ding ishing
academic international
articles in articles
English
Pro \ Coo A
ductive peration with
academic foreign
study academicians
Me J Mak
eting foreign ing \ \
scientists presentations
at
international
conferences
Kee \ E g Aca
ping up with demic
global appointment
science criteria
Stu \/ ‘ ‘ Lan
dying or guage
working compensation
abroad
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Following is an excerpt that illustrates a participant’s
motivation to learn English in the ought L2 self scope. According to
this academician, “English is the basic language for attending
international projects and cooperating with foreign academicians
abroad. In this respect, ... English is a means to meet various
scientists” (M1). As an illustration of their ought L2 selves, all
participants expressed a need to read English articles as a
requirement of their academic studies. For instance, F1 said, “Since
there is no source in the field | am investigating, and the roots of the
topic go back to England or America’s education system, I have to
resort to the first source. That is why I use English sources.” For the
participants, English was also crucial in carrying out academic tasks
like making presentations and attending academic meetings. In this
respect, F2 stated, “If I go to a meeting where the language is English
or watch and participate in a presentation in English, | can imagine
myself talking in English in those settings.”

Thus, participants stated many ought self-related motives
concerning their experiences as adult language learners pursuing
career development in their fields. Among three participants, two
academics mentioned that their determination to study English
resulted from their desire to get respect from other people. In
addition to the professional ideals, participants also stated parental
impact as a reason for being motivated to master English in their
earlier years of learning the English language. In addition, one
participant said that their motivation to learn English stemmed from
their family’s influence. To illustrate, F1 said, “My family wanted
me to choose the English language teaching department. They
directed me to study English because English language teachers
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could be appointed more easily.” The participants also explained
how a wish to be respected boosted their language learning
motivation. Within this regard, F1 told an anecdote on the
importance of getting respect from the outside world in Turkish
culture,

To begin with, in our culture, middle children do not draw
attention so much. That was the situation with me as well. However,
when | got into university and passed the English Language
Proficiency test, my grandfather said that this child was smart, and
we had not noticed it before. After that time, | could understand that
his perspective towards me changed (F1).

On the other hand, the ought self-factors were not prominent
in terms of parental influence for the two participants in this study.
Regarding this issue, M1 stated, “My family had no connection to
foreign languages. They did not influence my choice to study
English as a major.” Thus, this participant explained that the decision
to pursue a bachelor’s degree in English was made independently,
without the influence of his surrounding environment.

The data indicated that studying or working abroad was one of
the most frequent instrumental motive sources for learning English.
The participants also commented on the benefits of knowing English
in finding a job in one’s own country, receiving language
compensation (e.g., an additional monetary fund from the
government), and reaching the language proficiency level necessary
for academic appointment criteria in universities. In the case of the
promotion in the academia and getting monetary resources from the
government for proficiency in an L2, one participant mentioned,
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Because of academic appointment criteria, in Turkish
universities, you need to have a high English language proficiency.
In addition, if you get a high score from YDS, a language level
determination exam in Turkey, you get language compensation from
the government besides your monthly salary (F2).

One academic also mentioned the profits of being proficient in
an L2 to work or study abroad. F2 narrated, “I would like to study
abroad for some part of my education. |1 had an experience of
studying abroad before, and I have such plans for the future as well.”
The participants thus demonstrated a tendency to have an
instrumental motive to learn English for promotion, finding a job in
their own country or abroad, as well as getting extra monetary
benefits. Overall, according to the data, job requirements were the
most stated reasons for learning English among Turkish academics
learning the English language.

3.3. L2 Learning Experience

Under the category of language learning experience in the
L2MSS of L2 learners, the most frequent language learning
motivation theme stated by participants was teacher influence. The
other factors included language learning materials like books,
studying at language classes in high school, school atmosphere
influence, being educated at an English-medium university, an
obligation to study for exams like YDS, assignments, and curriculum
(see Table 3).

Regarding the L2 learning experience in their earlier years,
some participants narrated the positive influence of the school
atmosphere on their motivation to learn English. One participant
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explained that as the classes were not crowded in their schools, they
used to participate in classroom activities more, which was a
motivating factor for them.

Table 3: L2 learning experience profiles

1 1 2 1 1 2
Langua Teacher
ge classes in influence
high school
Foreign Assign
language ments
intensive high
schools
English Curricu
language lum
books
Exams English
medium
university
Devotin
g time to

study English

Moreover, F2 also explained that her motivation to study
English increased in high school. She explained, “I started to learn
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English in a language class in high school. We had the opportunity
to talk more in language classes as the class size was small, and it
might have increased my motivation in English classes.” M1 also
explained that his experiences as a language learner were a positive
factor in elevating his enthusiasm. He narrated, “Until my university
years, school seriously affected my motivation. Teachers were the
main factors there”, thus mentioning the influence of teachers as the
driving force of motivation.

The positive influence of the learning environment was also
pointed out by another participant. F1 said that she wanted to learn
English first, mentioning that “I used to like my English teacher a
lot. The teacher also liked me, and s/he gave little presents like
storybooks to students who got high marks in exams. Thus, that
teacher made me like English.” Thus, supportive and inspiring
teachers encouraged these academics to study L2 more eagerly when
they were at earlier stages of learning the language. Furthermore,
when asked about their first experiences of learning English, M1
stated that,

When we were in high school, there was a system in which
students were allocated to high school according to their secondary
school diploma grades. There were foreign language-intensive high
schools at that time. Those were prestigious schools, and if you had
a high diploma grade, you could adapt to them. Thanks to my
diploma, I got into one of those schools. Of course, the language-
learning culture in this school drove me further in the English
language area to a great extent (M1).
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Thus, this participant could build on their English knowledge
through the language-intensive high school system in the country. In
the classroom learning environment, F2 also mentioned the positive
impact of books. She described her L2 learning experience,
mentioning, "As we had lots of thematic books, and | was interested
in the topics of these thematic books, | realized that | was learning
more.” The presence of sources of books in English helped this
participant to be more interested in the language and motivated to
learn the language. On the other hand, M1 explained his L2 learning
experience in a language-intensive high school by describing the
facilities regarding the curriculum of these schools as

The curriculum of the foreign language-intensive high schools
was more decent. | mean that it was left more to their own choice. It
was more flexible. Even the books teachers were using in their
classes were not as ready-made as the other fields of study (M1).

In addition, the obligation to pass English language
examinations positively impacted their drive to study English. For
instance, F1 explained that “Exams influenced my English language
learning experience. | studied for English language exams like YDS.
My English improved thanks to tests I solved and the books I read
for exam preparation.” One participant also narrated her good
memories of learning thanks to an intensive preparatory class in
English at their high school,

| was one of the students who studied in preparatory school for
a year at high school. Hence, we had intensive English language
classes. | think it was in the first weeks in which we had an
assignment. | was supposed to read a book and narrate it. | had done
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my assignment by translating. | realized that | could translate the
whole book by looking the words up in a dictionary, and | enjoyed
it. I could understand things written in another language (F2).

Participants also mentioned some factors, such as the inability
to communicate in an L2 in a foreign country abroad due to low
proficiency level in the language, which caused their motivation
level to decrease over time. The participant attributed this
incompetence in the L2 to the fact that living in a country in which
English was spoken as a foreign language gave them no chances to
use English outside the class. For instance, M1 said that,

When you have no opportunity to practice your English, you
start to believe that you have lost your fluency in speaking. As is the
case with us, when I go to a foreign country, my motivation level is
naturally low at first. You wonder if you are speaking right, and you
are afraid of using the wrong word in conversation. As English is not
our native language, we think in Turkish first and then translate it
into English. In this sense, | can say that having no opportunity to
practice English outside class makes me lose motivation in English
to a great extent (M1).

4. Discussion and conclusion

The concepts mentioned regarding the L2 learning experience
concerned the school atmosphere elements such as teacher influence,
language learning materials like books, assignments, and
curriculum, studying L2 at motivating language classes in high
school, studying at an English-medium university, and studying for
exams like YDS or KPDS. However, most of these categories
reflected their experiences as L2 learners in their early school years.

--75--



Although the L2 learning experience was a key factor among the
participants of this study, the language learning motivation profiles
regarding the L2 learning experience theme reflected their
experiences in their earlier years as L2 learners. It is thus probable
that a distinction between the current and the past status of the
L2MSS of adult learners needs to be drawn.

Among the three participants, two academics also mentioned
factors under the category of ought to motivation source concerning
the impact of the family, friends, or other external influences. For
example, one participant believed that their motivation to learn
English resulted from the influence of their families. Regarding the
influence of the friend circle on their language-learning motivation,
none of the participants acknowledged its effect on their language-
learning behavior. Concerning this issue, Ryan and Dornyei (2013)
argue that although the conceptualizations of the ought-to L2 self in
L2MSS refer to requirements or duties to learn an L2 deriving from
parental, teacher, or peer influence, adults, in comparison, are not
much impacted by these factors in the same way as school learners.
Conversely, the ought-to self of adult learners relies on the
necessities of the workplace rather than the educational
requirements. Thus, for adult language learners, externally imposed
elements concerning progress in their professional journey and
prospects could constitute a big part of the ought-to L2 self.

Other studies targeting adult language learners have also been
conducted to investigate the L2MSS profile of language learners
(Kormos & Csizér, 2008; Li et al., 2023) and illustrated findings
regarding the dominance of the ideal L2 self in adult language
learners. Li et al. (2023) explored the motivational trajectories of
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eight adult L2 learners of Portuguese through L2MSS. In line with
the findings of this study, the ideal L2 self was a dominant factor in
the motivational profile of adult learners. Similarly, in a study
conducted with L2 learners of English, Kormos and Csizér (2008)
also studied secondary school, university, and adult L2 learners’
L2MSS. The study also demonstrated that L2 learning experience
factors were more dominant in learners at lower levels of study,
whereas older learners had clearer aims and more salient L2 ideal
selves. In contrast to the findings of these studies, the academics in
this study mainly mentioned their reasons for learning L2 for
professional advancement in their fields or job requirements as a
representation of their dominant ought to L2MSS profiles.

The academics in the present study revealed characteristics
demonstrative of the ought L2 self profile with instrumental
objectives related to their professional aims. Reading the academic
literature in English, publishing research in international journals,
and cooperating with foreign academicians were the main topics
discussed regarding the ought self among this group of scholars. In
addition, the other factors mentioned were being motivated to
develop their L2 skills with aims such as presenting academic studies
at conferences and keeping up to date with international science. In
this regard, these academics’ explanations of the rationale for
learning English were demonstrations of an instrumental-
promotional self-projecting of a successful academician proficient in
language skills and, through this knowledge, who could read and
publish academic articles published in other languages and connect
with researchers worldwide through professional activities such as
collaboration in projects or presentation of their research in global
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arenas. Thus, their beliefs pointed to a domination of the ought L2
self factors with an instrumental orientation with the aim of the use
of L2 to succeed as an academician in various professional areas.

In terms of instrumental motive sources for learning English,
the most frequent theme was the use of English language knowledge
by academics in studying or working abroad. Other than these
factors, the participants also commented on the usefulness of
knowing English in finding a job locally, taking language
compensation from the government, and having to meet language
necessity for academic appointment criteria. In line with the findings
of this study, a study exploring the motivational patterns of English
language learners for professional aims also found that extrinsic
motivation was a preeminent component. Thus, to better prepare L2
learners for professional requirements, it could be essential to
integrate language connected to professional speech, interaction
patterns for professional development, and discourse for academic
study into language teaching lesson plans (Abrar-ul-Hassan, S.,
2014).

This study's findings align with previous studies
demonstrating the presence of the ideal L2 self, the instrumental self,
and integrative L2 motivation in learning languages (Li et al., 2023).
As shown in the results, L2 learners had pragmatic goals of career
development and thus an instrumental motive to learn the L2 and the
integrative motivation, such as interest in L2 culture, a positive
attitude toward English literature, an interest in English songs and
idioms, and interacting with L2 speakers. Thus, this study illustrated
a combined profile of instrumental orientations for future career
developmental goals and an interest in L2 culture.
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BOLUM 1V

The Impact of Creative Drama Techniques in English
Language Teaching

Hamide CAKIR SARI*

Introduction

In today's rapidly globalizing world, driven by technological
advancements, the significance of knowing a foreign language has
become undeniably important. Thus learners are expected to
demonstrate the ability to learn, comprehend, internalize, and
contribute to the technology and science of the modern age.
Possessing these skills is no longer optional; it is a necessity for
keeping pace with contemporary demands. Consequently,
proficiency in a foreign language, aligning with the needs of the
modern era and fostering intercultural communication has become
an essential requirement of our time. In this respect, the complexity

! Assist. Prof. Dr., Nigde Omer Halisdemir University, Faculty of Education, Department of Foreign
Language Teaching, Nigde/Turkey, Orcid: 0000-0002-0136-8216, hamide.cakir@ohu.edu.tr
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of global communication has called for the inclusion of English
Language Teaching (ELT) in such a manner, that a learner is able to
interact and appreciate different language and cultural settings.

Recent educational studies emphasize the importance of
making foreign language teaching engaging and free from
monotony. In language education, it is crucial to consider the
interests, desires, and expectations of students, as language learning
is a process that demands continuous effort. To enhance the
effectiveness of this prolonged effort, educators try to incorporate
games into teaching and learning processes (Aydin, 2014).
Educational games and drama activities stand out as one of the
fundamental methods that enable active student participation and
facilitate effective learning (Adigtizel, 1993).

Educational games serve as a critical tool, acting as a bridge
for students to gain valuable experiences through real-life
engagement, develop independent thinking and problem-solving
skills, and enhance creative and critical thinking abilities, express
emotions, and nurture imagination and creativity (Ayka¢ & Kogce,
2020). Traditional language teaching methods focus on rote
memorisation and passive learning and have demonstrated to be
ineffective in arousing students’ interest and growing their language
skills. In recent years, innovative teaching methods have emerged in
ELT, with the need to create more interactive and meaningful
learning experiences. One of these innovative approaches is creative
drama, which is a valuable pedagogical tool. This method uses
theatrical and improvisational techniques to encourage learners’
active participation.
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There is a general consensus on the necessity of meaningful
input in language learning. Meaningfulness occurs when students
respond emotionally or cognitively to the content. If they feel
entertained, angry, curious, or surprised, the content becomes
meaningful to them. As a result, the language they hear, read, speak,
or write is better retained in memory (Wright, Betteridge, & Buckby,
1984). Meaningful input consists of comprehensible material that
students can grasp as a whole, even if they do not fully understand
every word or structure in the target language. According to
Krashen's (1982, p.20) “Input Hypothesis," students acquire
language through two primary methods: by comprehending the
messages they hear or by being exposed to comprehensible input.
This approach highlights the importance of students receiving input
in a pressure-free environment to facilitate language acquisition. In
this context, creative drama provides a meaningful input in language
learning. While current research in ELT highlights the advantages of
creative drama, there remains a lack of a systematic review that will
synthesize the practical aspects and the theoretical perspectives.
Educators frequently face the problem of implementing creative
drama techniques effectively. There is little consultation on how
these techniques can be tailored to different classroom settings and
learner needs. There is a need for a detailed review that would
address these gaps and provide a comprehensive understanding of
the opportunities and challenges associated with using creative
drama in ELT.

This review synthesizes research and current practices
involving the use of creative drama in ELT. It draws together a range
of studies each highlighting aspects of how creative drama
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techniques enhance the development of language skills, such as
speaking, listening, reading, and writing. This review also explores
the pedagogical benefits of creative drama in improving language
fluency, communication, vocabulary, pronunciation, and cultural
understanding. The paper provides a structured analysis of creative
drama practices using Adigiizel's (2006) three-stage framework. It
also offers practical strategies for integrating creative drama into
language teaching curricula and discusses learner attitudes such as
motivation, engagement, and enjoyment.

In this respect, this review aims to guide educators, curriculum
developers, and language teachers on the potential of creative drama
as an effective and innovative teaching method. It contributes to the
field by introducing elements and techniques of creative drama that
can create stimulating learning experiences and enrich ELT
practices. The review begins by introducing creative drama, its key
elements, stages and theoretical foundations. It then examines the
benefits of creative drama in ELT, focusing on its influence on
language skills, and motivation. The paper concludes with an
example of a creative drama reading lesson and suggestions for
future research and practice.

2. Theater and Creative Drama

The word "drama” is derived from the Ancient Greek word
"dran,” which means "to do something" and "to play" (Murfin &
Ray, 2009). Drama, associated with theater, presents the acts of
doing and playing in the context of human emotions, thoughts, and
behaviors. The addition of the word “creative” to the concept of
drama was intended to clarify that drama is distinct from theater. It
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focuses on improvisational performances inspired by individuals’
personal experiences, rather than following a fixed script (Adigiizel,
2006). It has been referred to as "creative drama” since it began to
be used in education without the concern for performance, in
addition to its association with the stage.

As reflected in Figure 1, creative drama is natural, does not
rely on a written script or staging. Under the guidance of a leader,
participants reflect situations they have experienced or imagined in
the form of creative drama. Creative drama practices should not be
perceived like a theatrical performance. In other words, while theater
techniques are utilized, there is no requirement for a written text or
script. Although some level of planning may be involved, it is also
possible to create activities spontaneously with participants. In
theater, however, there is no deviation from the script.

Creative drama practices can be applied virtually anywhere—
classrooms, libraries, museums etc. These activities happen
spontaneously and are executed instantaneously for there is no need
of stage and rehearsal like in theater performances. Costumes,
decorations and even lighting can all be part of the great creative
process but are not necessary in creative drama. On the other hand,
theater needs all these preparations. In theater, the plan is made in
advance and all parts must be followed exactly, while in creative
drama, the elements can change based on how the participants
respond. In theater, skilled actors play roles, but in creative drama,
the participants are both the actors and the audience. The experience
of activities within the drama context is one where each member of
the group is creative in his or her thinking and voice and each
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member of the group is free to voice their various thoughts and
performances (Adigiizel, 2022).
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Figure 1. The difference between theater and creative drama
(Rizaoglu, 2006, p.117)

At the theatre, there are scripted plays to be performed by cast
members directed by a director and watched by an audience. This
requires much preparation such as sets, costumes, and lights. The
aim is a well-rehearsed show that focuses on artistic delivery. In
contrast, creative drama takes a more adaptable, casual, and process-
oriented approach. It can take place in classrooms with little
arrangement, no scripts or props. In creative drama, the students and
the teacher-in-role cooperate in story and performance creation
highlighting the idea of authenticity (Adigiizel, 2022; San, 2006;
Yal¢in & Aytas, 2005).

To conclude, creative drama is the process of embodying a
purpose, thought, or experience through techniques such as
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improvisation, role-playing, and role-taking, drawing upon the life
experiences of group members (Adigiizel, 2022). Creative drama
utilizes theater and drama techniques, allowing individuals to
explore and reconstruct experiences, events, ideas, sometimes
abstract concepts or behaviors, through playful processes where
observations, experiences, emotions, and interactions are revisited
and reconstructed (San, 2002). It is characterized by its interactive
and experiential nature, providing learners with opportunities to
actively engage in imaginative scenarios. Unlike traditional theater,
where the focus is on performance for an audience, creative drama
emphasizes the process of exploration and participation, with
learners creating and interpreting roles in a supportive environment.
Creative drama is an improvisational, non-exhibitional, process-
oriented form of drama, where participants are guided by a leader to
imagine, enact, and reflect on experiences real and imagined.
Creative drama takes children’s natural world, creative play, and
develops it further, using theatre techniques, to create learning
experiences. It is largely concerned with experience of the
participants. Creative drama plays a critical role in academic skills.
It fosters motivation and increases academic achievement and
positive attitudes while decreasing speaking anxiety. It is an
effective tool in learning skills (Adigiizel, 2022).

3. Elements of Creative Drama

The key components of creative drama include the leader or
teacher, the group of students, the space in which the performance is
enacted, and the selected theme. The interaction of all these elements
is essential to conducting activities within creative drama. Each
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element influences and adjusts to the others in an integrated dynamic
process.

3.1 Drama Leader (Teacher)

In creative drama, the leading role is taken by a drama leader
or teacher as the designer, organizer, and facilitator of the process;
he pre-plans the activities, structures them, makes necessary
adjustments when confronted with challenging situations, and leads
the participants through sessions. Importantly, a drama leader must
possess expertise in drama as a field and be capable of using creative
drama effectively as a pedagogical tool. As Aytas (2008, p. 21)
underlines, "a teacher is obliged to meet the needs of students if they
are required, to interfere in the case of necessity and direct them to
the right way." Thus, a drama leader must not only lead the activities
but also encourage participation and engagement. They need to be
creative and knowledgeable about creative drama; besides, when
needed, they should join activities. Quick thinking and
implementation is important for a drama leader due to the ever-
changing nature during drama sessions (Karadag, 2015). In addition,
the drama leader should be open to feedback, creative, and adept at
employing drama and acting skills.

3.2 Group

A group consists of people who interact with each other and
have some similar characteristics or objectives. Students involved in
a creative drama group should voluntarily take part in all activities
with interest and enthusiasm. They need to accept each other with an
open mind, tolerance, respect, and patience without judgment or
taboo that may destroy the concept of creative drama. Participants
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are also supposed to contribute constructively to enactments, put
their efforts in agreement with the group's objectives, and follow
acting rules such as keeping appropriate orientation towards the
audience during performances. Again, participation in all activities
IS supposed to be on time, and language use is supposed to be
appropriate when asking questions, giving feedback, or responding
to discussions (Adigiizel, 2022).

3.3 Space

The space for creative drama activities may include
classrooms, workshops, laboratories, museums, gardens, or any open
or enclosed area. The space bears equal importance with the other
elements of creative drama. A suitable space should allow students
to move freely, communicate effectively, and feel safe, and must be
spacious enough to accommodate the performances comfortably.

The teacher is responsible for choosing, organizing the space,
and seeing to it that these rooms meet the activities' demands. It is
also worth noting that classic arrangements of classrooms, such as
having fixed desks, cannot help in drama activities every time.
Therefore, changes are needed to be made concerning what is
necessary for successful development. Besides, it is possible to use
lighting effectively in the area to create the desired atmosphere. The
appropriate lighting allows for evoking the intended emotion and
maintaining the focus of the students on the activities (Aytag, 2008).

3.4 Theme

The topic or theme can be any event, phenomenon, abstract or
concrete situation, a newspaper article, cartoon, all literary genres,
an unfinished literary text, memoir, or an experiential photograph. A

--90--



lesson topic can easily form the basis for drama in education. The
theme of creative drama activities can range widely and can include
skills, speeches, and discussion topics from an article, sculptures, TV
commercials, emotions, or specific scenarios. The selected theme
must align with the lesson objectives and suit the needs of the
students.

The foundation of creative drama lies in enhancing the
participants’ learning experiences and enriching the environment for
play and exploration. Themes should encourage participants to
establish multifaceted connections, engage a wide range of senses,
and provide a comprehensive perspective on real-life situations and
social interactions. These themes should reflect the dynamics of
various life domains and foster a deeper understanding of everyday
experiences (Adigiizel, 2022).

4. Fundamental Techniques in Creative Drama

Children have short attention spans, making it essential to
introduce variety into classroom teaching techniques. Activities that
excite, spark curiosity, and allow physical engagement within the
classroom resonate well with children (Harmer, 1991). They
encourage students to take an active role in learning a new language,
engage with their peers, and participate in the educational
environment (Lewis & Bedson, 1999). Creative drama incorporates
a wide range of techniques that supports the language input process
in learners.

Role-Playing

Role-playing refers to the enactment of unreal behaviors that
an individual is required to perform (Adigiizel, 2022). Role playing
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involves assuming a role within a fictional scenario, where students
embody tasks and actions, enhancing their understanding of different
perspectives. During role play, students maintain their roles to
ensure clear communication through gestures and expressions,
without turning their backs on the audience. Additionally, role
playing provides opportunities to develop empathy by immersing
oneself in another's perspective, which is particularly useful in
improving interpersonal communication and understanding. This
technique enhances empathy by encouraging individuals to think,
feel, and act as if they were someone else (Ustiindag, 2014). The
most significant feature of creative drama is its ability to integrate
play into educational processes, enabling "learning by doing and
experiencing” in education. When used as an educational method,
children engaging in role-play within creative drama can learn a
subject more thoroughly through active participation, storytelling,
and self-expression, effectively enhancing their understanding and
communication skills. Role-playing can be conducted individually
or in groups, providing opportunities for collaboration and
interaction (Adigiizel, 2022).

Improvisation

In creative drama, improvisation plays a crucial role, allowing
students to spontaneously enact situations, events, or concepts
through verbal or non-verbal expressions. Since improvisation is
largely unplanned, it encourages the development of both verbal and
non-verbal communication skills. Key to improvisation is the ability
to reach set objectives through imagination. Authenticity and
spontaneity are essential, with spontaneity defined as the ability to
act freely and independently without external prompts (Adigiizel,
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2022). Improvisation is a fundamental technique that should be
incorporated into all drama activities. It involves acting out scenarios
imagined in the mind without relying on a written script. This
technique encourages the creation of original and authentic
expressions (Ustiindag, 2014). Participants are expected to respond
creatively and spontaneously to unforeseen situations. This
technique develops quick reaction skills and fosters expressive
fluency, aiding in the analysis of participants’ abilities (Akar Vural
& Somers, 2012).

Dramatization

Dramatization is the expression of emotions and thoughts
through gestures, movements, sounds, and speech. It improves
individuals’ abilities to understand and communicate while
contributing to personal development. While drama can be
considered the art of living, dramatization transforms it into a form
of play, making it tangible and experiential (Kavcar, 1985).
Dramatization is often based on written texts, involving the
enactment of stories, situations, or narratives through various
expressions. This technique can be divided into two forms: non-
verbal dramatization, which emphasizes body language and
imagination, and text-based dramatization, which requires
preparation and adherence to the script (Adigiizel, 2022). Both forms
promote creativity, helping students develop communication,
empathy, and social skills.

Pantomime

Pantomime focuses on expressing thoughts, emotions, and
behaviors through physical movements and gestures, without the use
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of spoken words. This technique enhances non-verbal
communication and imagination, providing a platform for students
to practice silent, yet expressive interaction. Pantomime is
particularly beneficial for students who may feel uncomfortable with
verbal enactments, offering an alternative means of self-expression.
Pantomime is a technique used to convey ideas without words, often
employed in portraying stories or events (Onder, 2016). In drama
activities, whether based on a story or emerging from a situation,
both teachers and children can use gestures to communicate actions
(Omeroglu, 1990).

Hot Seating

The Hot Seat technique has the main character sitting in front
of peers who ask questions to reveal various aspects of their
personality. This method helps students better understand character
perspectives without going into sensitive personal topics. It
encourages self-awareness and the identification of undiscovered
traits, aiding in personal development. A participant sits on a
designated chair and assumes a specific role, while other participants
engage with them by asking questions as if conducting an interview.
The individual in the role responds according to the character they
are portraying. This process aims to explore and better understand
characters, personalities, and roles (Adigiizel, 2022).

Conscious Corridor

The Conscious Corridor technique, also referred to as
"Decision Corridor" or "Thought Tunnel,” is applied when an
individual is faced with a dilemma or a decision-making process. In
this method, when a participant is faced with a significant decision,
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they walk through the corridor formed by other group members.
These individuals whisper suggestions or advice, helping the
participant make a decision. Thus, participants form two lines,
creating a corridor, and offer suggestions or comments as the
individual walks through. These statements represent the inner voice
of the individual, intensifying as they proceed along the corridor. It
is an effective way to develop clear thinking in complex situations
while addressing group dynamics (Akar Vural & Somers, 2012).
Maintaining a spacious area during the use of this technique
enhances the impact of dramatic moments, where a whisper is more
effective than a loud or shouting voice. In this technique, students
are divided into two groups facing each other, forming a standing
corridor. The central character experiencing a dramatic conflict
approaches chosen individuals to listen to reflections of their internal
struggles.

Flashback

Flashback is used during a drama activity to revisit moments
from the past of a character being portrayed, thereby establishing a
connection with previous experiences. This technique is employed
to reinforce the main theme by creating a link between the present
and the past, enabling comparisons between the character’s past and
current state (Adigiizel, 2022).

Gossip Circle

In this technique, participants invent rumors about each other
and share them in a circle, exaggerating and distorting the
information as they pass it along. It is used to identify tensions and
conflicts within the process (Adigiizel, 2022). Participants discuss

--95--



an event that has affected them, conveying their thoughts in a way
reminiscent of gossip. As the narrative progresses, participants add
interpretations and details, often reaching deeper insights while
improving their communication abilities (Akar Vural & Somers,
2012). Gossip Circle technique involves students enacting characters
that discuss and reflect on the behavior of a central character. This
technique fosters exploration of social dynamics and conflict
resolution through exaggerated expressions and interactions. By
focusing on how rumors and perceptions spread, students gain
insight into social influences and interpersonal relationships
(Adigiizel, 2022).

Frozen Image

This technique involves freezing a scene or action in a play,
similar to a photograph or video still. Alternatively, participants may
create their own static poses or body shapes without halting ongoing
action. Groups can be tasked with narrating a story through a series
of prepared still images. This method can be particularly effective
for students who are less inclined toward improvisation, as still
images can transition into dynamic scenes. In techniques such as
frozen image or photograph frame, participants assign a title or name
to the selected image. This title then becomes a focal point for
discussion and it encourages further communication (Akar Vural &
Somers, 2012). In this technique, the teacher or leader pauses the
drama process at a particular moment to initiate a discussion about
that instant. Participants create silent, motionless, and wordless
images, either individually or in small groups. These images can take
the form of a tableau, sculpture, or photographic stance. To achieve
the desired outcomes, the group portraying the image must ensure it
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is clear and comprehensible to others (Adigiizel, 2022). This
technique is often used to concretize abstract concepts. In language
education, students can effectively use this technique to learn
concepts, ensuring that their understanding of vocabulary and terms
in a foreign language becomes more permanent.

Role Cards

Role cards, which provide detailed information about the roles
to be enacted, are distributed during the drama process to save time
and enhance efficiency. The effectiveness of this technique depends
on the improvisational skills of the participants. If the desired
outcomes are not achieved, the facilitator revisits the roles, making
necessary adjustments and additions (Adigiizel, 2022).

Dance Drama

Dance drama encourages participants to express their thoughts
and emotions through dance movements, typically performed to
accompanying music. Participants are expected to convey the ideas
in their minds through dance, inspired by the music being played
(Akar Vural & Somers, 2012).

Soundtracking

In this technique, participants produce sounds using either
their own voices or external tools. They are asked to evaluate and
describe how closely the sound they produce matches their intended
outcome (Akar Vural & Somers, 2012).

Photograph Frame

Participants are shown a photograph and are asked to discuss

the emotions and thoughts evoked by it. They are encouraged to
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express their impressions and share their interpretations of the image
(Akar Vural & Somers, 2012).

Flashbacks

Flashbacks involve reenacting scenes from a selected
character’s past experiences. This technique fosters interaction and
collaboration among participants as they bring the character’s
history to life, creating opportunities for meaningful communication
(Akar Vural & Somers, 2012).

Thought Tracking

This quick formation strategy allows learners to articulate their
understanding of characters and situations without rehearsals. It
serves as a stepping stone for students to gain confidence, enabling
them to speak in front of others and transition to extended
improvisation. After defining a role and creating a still image,
students often find it surprisingly easy to express their thoughts. This
technique enables teachers to gather effective feedback from all
participants (Akar Vural & Somers, 2012).

Dear Diary

Participants write down their emotions and thoughts, which are
later analyzed and compared to draw shared conclusions and insights
(Akar Vural & Somers, 2012).

Puppets and Masks

In creative drama activities, puppets and masks are often
employed as tools to convey ideas or emotions indirectly. Puppet
characters and the masks worn during these activities represent
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specific meanings or messages, which are subtly communicated to
the audience.

Writing in Role

The writing in role technique involves students writing in-
character during a dramatization process, such as composing a
newspaper article, diary entry, or letter. In this process, all
participants write from the perspective of the same hero, fostering
the development of diverse viewpoints regarding events. Writing in
role is an effective and beneficial technique that enhances the written
expression skills of all participants (Adigiizel, 2022).

In summary, creative drama techniques are valuable means to
strengthen students’ active involvement in the learning process. It
brings excitement, fun, and laughter into the language classroom and
encourages cooperation and collaboration in a creative context
(Aykag¢ & Cakir Sar1, 2023). Undertaking this method, puts students
into real-life discourse models that will assimilate through imitation
and performance. ‘“Regularly conducted activities (i.e.,
drama/theater training and performance) have the potency to
desensitize students’ speaking anxiety by allowing them to
constantly explore and experience the target language in various
meaningful, realistic contexts” (Purcell-Gates, Degener, Jacobson &
Soler, 2002, p. 75).

5. Three-Stage Framework in Creative Drama

Adigilizel (2022) proposed a three-stage framework for
implementing creative drama activities in educational settings. This
framework provides a structured approach to fostering meaningful
and engaging learning experiences through drama.
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> Preparation
» Improvisation
> Reflection

5.1 Preparation

Similar to pre-exercise routines in sports, creative drama also
requires warm-up activities before starting the main sessions. In the
preparation stage, warm-up exercises are conducted to help
individuals adapt to the environment and group dynamics, establish
connections for future activities, and prepare both the body and mind
for upcoming tasks. The aim is to gently activate the body and mind
without overexertion, relax muscles, stimulate joints, awaken
sensory organs, foster group cohesion, and introduce the
environment. Therefore, movements such as running, walking,
crawling, and jumping, which are appropriate for children’s
developmental levels and do not strain them, are encouraged. Using
music and rhythmic instruments makes the warm-up enjoyable and
facilitates the process. Warm-up exercises are typically carried out
at the beginning of creative drama sessions. However, they can also
be employed at any stage of the activity if needed. For example,
when the group's attention wanes, mental fatigue arises, or the
activity extends over a long period, a brief warm-up can be
beneficial. The need for a warm-up should be determined through
the teacher's careful observation. Based on these observations, the
teacher should have a variety of warm-up exercises ready in their
repertoire and select the most suitable one to implement. Developing
a habit of warming up both mentally and physically before any task
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will aid them in progressing more effectively in life (Akoguz &
Akoguz, 2016).

Warm-ups and ice-breakers aim to establish a comfortable and
collaborative environment, helping participants transition into
creative engagement. It is difficult to start role playing and
improvisation with participants who have never experienced this
kind of active participation. Therefore, the actual creative drama
activities should begin with preparation and warming up (Bushman,
2001). The ultimate goal of this stage is to prepare the participants
for the other two stages. Through games, participants can become
more comfortable with the environment and the group, facilitating
greater and more effective participation (Adigiizel, 2022). This stage
primarily involves physical movement, simultaneous use of the
senses, and introspective activities, aimed at building trust and
fostering group dynamics such as cooperation and adaptation. The
rules established in this stage are clear and often guided by the
leader, serving to prepare the group for subsequent stages.
Traditional or adapted child’s games are actively used in this phase.
Preparation-warming up is a stage where all senses are used
simultaneously; exercises and mostly physical activities are
performed (Aykag, 2008).

In conclusion, the aim of the preparation stage is to establish
group dynamics, self-confidence and adaptation. The rules of
preparation-warming up stage are much more definite and the leader
IS more active compared to other stages. The games in this stage
ensure the leader and the participants to get to know each other while
enjoying themselves. This stage prepares participants for the
learning process and encourages them for communication within the
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group. In the groups who have not experienced creative drama
before, the leader should actively participate in the warm-up
activities since the participants may feel anxious about being
ridiculous. The leader’s participation helps to lower the anxiety and
motivates the participants (Adigiizel, 2022).

5.2 Improvisation

Drama in education is a group activity that cannot be
conducted without a group. Groups are another crucial element of
the creative drama process. These groups can be voluntary or include
a compulsory class attending the lesson. In drama education,
techniques from theater and other fields are utilized, with
improvisation and role-play being the most important. Unlike other
techniques, these two are mandatory in drama education (Adigiizel,
2007). Therefore, improvisation and role-playing are essential
components of creative drama. Without improvisation and role-
playing, it is impossible to discuss creative drama. The effectiveness
of creative drama in lessons depends not only on the method applied
but also on the educational environment (Aykac, 2008).

In the second stage, role-plays are used to stimulate
spontaneous and active participation. Through improvisation,
learners engage in dynamic interactions that allow them to explore
ideas, situations, and emotions, enhancing their language use and
expression. In the improvisation stage, participants engage in role-
playing using role cards and various other techniques. This stage
encourages creativity and spontaneity, allowing learners to actively
participate by embodying different roles and scenarios. This stage
involves the development and shaping of a topic through various
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formation processes. It is where improvisation, role-play, and other
techniques serve as the starting point for shaping the subject. In
creative drama, all experiences, reflections, and evaluations are
conducted based on the outcomes and impressions left on individuals
by these formation processes. These dramatizations can be
individual or carried out in small or large groups (Aykag, 2008).

Creative drama can be described as the process of engaging
participants in spontaneous performances based on past experiences.
In this context, improvisation refers to the unplanned use of
movement and speech to develop a character or depict an object
within a specific scenario (Gallagher, 1997). Through these
activities, participants explore different perspectives, emotions, and
communication styles, enhancing their language skills in a dynamic
and immersive environment.

5.3 Reflection

This stage is the last session for creative drama. The final stage
focuses on evaluation and discussion. Participants reflect on their
experiences, analyzing the outcomes of their performances and
identifying areas for improvement. This stage encourages critical
thinking and deeper understanding of the content explored during the
creative drama activities. Participants evaluate themselves and the
learning process in this stage. The importance of the process is
determined in this stage. Participants share their feelings and
thoughts related to the process. Besides, they discuss educational
attainments, the subject matter and the knowledge. These can be
done by discussions. Alternatively, either writing in role (for
instance talking about creative drama process in improvisations by

--103--



two participants) or writing outside role (writing letter, diary,
publishing newspaper) can be used in evaluation-discussion stage.
In this way, the leader gets feedback from the participants (Adigiizel,
2022). In creative drama, the outcomes are evaluated in this stage. In
other words, emotions and the sharing of thoughts are also addressed
in this stage. The evaluation involves understanding whether the
knowledge gained has been internalized and its potential impact on
future experiences. Additionally, how drama experiences and
processes are perceived and understood is discussed. This stage also
serves as a space where the topic or drama teaching concepts are
explored (Aykag, 2008).

In the final stage of creative drama, students are encouraged to
reflect on their experiences throughout the entire process, discussing
the emotions they encountered and the lessons they learned. This
stage is not about assigning grades or offering criticism but rather
focuses on self-assessment and group reflection. Additionally, it
provides an opportunity to review the extent to which the intended
outcomes and objectives have been achieved. Evaluation tools are
selected based on the specific behaviors or skills that the activity
aims to develop (Ozgelik & Aydeniz, 2012). In creative drama, the
emphasis is placed on the process rather than the final outcome. This
process is interactive, active, and centered on the individual's
engagement and experiences with others (Adigiizel, 2006).

6. Research on Creative Drama in Education

One of the most notable benefits of creative drama in ELT is
its capacity to promote authentic language use and intercultural
competence. By simulating real-life situations, drama provides
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learners with opportunities to practice language in ways that mirror
genuine communicative contexts. Such a focus on authenticity in
interaction allows students to develop pragmatic competence:
understanding conversational implicature, tone, and register. In
drama activities, learners can take active roles, thereby engaging
themselves in problem-solving to comprehend how English works
in the context of an imagined world. Consequently, learners find
these drama-based activities enjoyable and value collaborative work
(Anderson & Loughlin, 2014; Araki-Metcalfe, 2012; Doecke, 2015;
Dundar, 2013; Emert, 2010; Gonen, 2010; Kalogirou, Beauchamp,
& Whyte, 2019; Uchiyama, 2011).

The value of drama lies in its potential to replicate life
scenarios and experiences that enable students to perceive the
learning environment as familiar and relevant. The students are
completely involved in a creative drama classroom in the process of
learning through the use of a framework that supports active
participation. The approach, therefore, espouses a constructivist
approach to teaching, whereby the students are perceived to be active
in building and constructing knowledge. Through creative drama,
students become active contributors to their learning, collaborating
and exploring ideas in a dynamic and interactive setting (Courtney,
1990). This active involvement generates intrinsic motivation as
learners find the tasks enjoyable and relevant to their own lives. The
use of creative drama in education increases the knowledge of
concepts, lessons, or texts and, through reflection and expression,
develops an issue into personal and group experience. The method
encourages not only experiential learning and knowledge acquisition
but also verbalization and socialization.
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Creative drama has a transformative impact on learner
attitudes, participation, and enjoyment. By integrating creativity,
interaction, and meaningful practice, it enriches the language
learning experience and fosters a positive emotional connection to
language acquisition. From this perspective creative drama is an
alternative approach to education that fosters creativity, productivity
and making thoughtful, informed decisions. It helps develop
individuals who are confident in using language, capable of critical
thinking and not afraid of change or taking risks. The playful and
imaginative elements of creative drama create an environment where
students feel comfortable experimenting with language. The sense
of freedom coefficient minimizes fear of mistakes, thus allowing
learners to concentrate more on the process of communication than
on perfection. Creative drama or drama in education, applicable at
all educational levels and to people of all ages can distance
themselves from the rigid structures of traditional education and be
integrated with contemporary educational systems. This approach
fosters happy, self-satisfied learners who embrace creativty (San,
2002).

Krashen’s (1982, p. 31) “Affective Filter Hypothesis”
emphasizes the crucial role of emotions in second language
acquisition. Learners with positive attitudes, low anxiety, and high
motivation have a "low affective filter," allowing more input to reach
the brain’s language acquisition area. It suggests that individuals
vary in the strength of their affective filters. Learners with negative
attitudes toward second language acquisition tend to seek less input,
as their affective filters are high or strong. Even if they understand
the message, the input does not reach the brain regions responsible
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for language acquisition. Conversely, learners with positive attitudes
toward acquiring a second language are more receptive to input.
These individuals not only access greater input but also have lower
or weaker affective filters. Based on the “Affective Filter
Hypothesis”, providing meaningful input and creating conditions
where the filter is low are essential for successful language learning.
Creative drama significantly provides a low anxiety learning
environment and helps to develops core language skills: speaking,
listening, reading, and writing. In speaking, creative drama allows
learners to be exposed to an environment where they could use the
language in contextually rich situations. The role-plays and
improvisations demand learners to generate spontaneous speech,
fluency, and to communicate their ideas coherently. Also, oral
performance is at the center of creative drama which enhances
pronunciation through drill and feedback. The drama with its
interactive perspective provides the learners with speaking
confidence which modifies the tension that is usually brought about
by the production stage of language in the classical ways of learning.

There are numerous studies on the use of creative drama in
education. Additionally, it has been observed that creative drama is
used in teaching science (Boran, 2005; Erkoca Akkdse, 2008) and
mathematics (Erdogan, 2008; Erdogan & Baran, 2009; Olekli, 2009;
Sezer, 2008) at the preschool level. Furthermore, creative drama has
been found effective in teaching various outcomes in mathematics
and science (Arieli, 2007; Duatepe-Paksu & Ubuz, 2009; Francis,
2007; Hendrix, 2001) as well as in social sciences (Aykag, 2008;
Cormack, 2003; Kaf, 1999) for school-aged students. Evidently,
creative drama can be integrated into diverse lesson contents,
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providing meaningful contributions to students beyond standard
learning outcomes.

In addition to the subjects mentioned above, creative drama
has also been applied in English language teaching. Many studies
have addressed the positive effects of the use of creative drama in
vocabulary teaching (Bulut-Yilmaz, 2010; Demircioglu, 2008,
2010), speaking skill development (Brouillette, 2012; Sarag, 2007;
Su-Bergil, 2010; Ulas, 2008), teaching tenses (Koyliioglu, 2010),
encouraging learners and their positive attitudes (Kilig & Tuncel,
2009).

EFL learners usually fear the challenge of speaking formally
in front of an audience. When drama is used as a teaching method in
the sense of being part of the eclectic approach to language teaching,
it can become a central aid in acquiring communicative competence
(Davies, 1990). Creative drama sharpens active listening skills by
making the learners process and respond to the speech of their peers
immediately. Dialogues and cooperative storytelling in drama-based
activities do promote focused attention and allow improvement of
comprehension. Students are exposed to varied accents, intonations,
and speaking styles, which build up their abilities to comprehend
spoken English in a number of different situations

Creative drama has also been argued to enhance learners'
writing skills and academic achievement (Dundar, 2013;
Demircioglu, 2010). Additionally, it fosters a lasting interest in
reading and strengthens reading skills among students (Demircioglu,
2010; Dundar, 2013; Li, Kenzy, Underwood, & Severson, 2015;
Mokhtar, Halim & Kamarulzaman., 2011; Talhelm, 2015). Thus, in

--108--



reading and writing, creative drama fosters creative expression and
engagement. Scripts, storylines, and character development often
involve reading materials, enabling learners to interpret texts more
effectively. Drama activities that involve writing—such as creating
dialogues, crafting character backstories, or summarizing role-play
experiences—encourage learners to explore written language in
meaningful ways. This approach will make the skills of reading and
writing more interactive with creativity, thus making learning more
dynamic and student-centered.

Creative drama practices enhance teachers' self-efficacy, and
teachers who incorporate creative drama into their lessons also foster
the creativity of their students (Delihasanoglu, 2021). Goktiirk
(2019) examined the effectiveness of creative drama activities in
speaking a foreign language. Goktiirk (2019) observed positive
effects of creative drama on students' overall speaking skills and
their attitudes toward the lesson over a 10-week period. Similarly,
Siyahli (2019) focused on enhancing foreign language learning for
5th-grade students using creative drama techniques in a way that
improves communicative, interactive, and cooperative creative
activities. The research adopted document analysis as a qualitative
approach. Besides, visual and audio materials were utilized in order
to support language learning. In this regard, it has been revealed that
creative drama activities significantly enhance students' language
skills and provide more interaction in the process of learning.

Su Bergil, Ercevik & Erdem (2017) conducted a study to
explore prospective EFL teachers’ attitudes towards creative drama.
The study found that the majority of participants were familiar with
creative drama techniques and were willing to integrate them into
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their future teaching practices. The results emphasized that
awareness and use of creative drama could improve EFL teachers'
competency and teaching effectiveness. The study also
recommended that the use of creative drama in the teaching of
English to young learners’ courses could enrich teacher training and
support the professional development of prospective teachers.

Research has shown that creative drama is particularly
effective in communication skills. Wang (2017) investigated the
application of drama to improve English language proficiency
among college students. Participants employed cartoons like Beauty
and the Beast, The Lion King, Kung Fu Panda, and Zootopia in
drama activities that were aimed at developing their communication
and cooperation skills. It was found that drama significantly
increased the interest and motivation of the students, as well as their
proficiency. Nurhayati (2016) examined the implementation of
drama as an effect on language development by making
observations, interviews, and documentation of the activities.
Results showed improvement in the speaking abilities, increase in
writing  ability, improvements in self-confidence, while
understanding and portrayal of their characters also deepen. Su-
Bergil (2010) also investigated creative drama and its effect on
improving university preparatory students' speaking, showing its
effectiveness compared with other techniques.

Kilig & Tuncel (2009) examined the effect of creative drama
on speaking and attitude of 48 high school students. The data
indicated that the experimental group which followed the drama
activities showed much better improvement than the control group
in English speaking. Kili¢ & Tuncel (2009) conducted research on
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the use of creative drama to make a difference in students' speaking
skills and attitudes towards speaking English. They conducted
experimental and control group tests, through which they found that,
in the experimental group-undertaking drama activities in addition
to usual techniques-students demonstrated impressive enhancements
regarding speaking skills and attitudes compared to the control
group. Similarly, Sara¢ (2007) investigated children's improvement
in speaking skills, as a result of participation in creative drama. Eight
creative drama sessions are executed and recorded, with observation.
During this period, each student maintains a journal to share his or
her experiences and feelings. Results showed a significant
development in the speaking ability of the students, increased self-
confidence, and more student participation.

Yumurtaci (2019) compared the effectiveness of creative
drama in vocabulary acquisition and creative thinking skills with
traditional teaching methods. The research was conducted with 45
second-grade students and two teachers from a school in Istanbul.
The results showed that students in the experimental group had a
significant increase in vocabulary acquisition and creative thinking,
and both teachers and students agreed in an interview that creative
drama is an effective teaching method. Similarly, Bulut-Yilmaz
(2010) reported a significant difference between the experimental
and the control group regarding vocabulary learning due to the
creative drama activities. Demircioglu (2008; 2010) conducted
research on the employment of drama for the improvement of
vocabulary learning among 3rd-grade students aged 9-10 years. One
group was exposed to drama techniques in learning new vocabulary
items, while the other group of students received traditional teaching
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of new words. The comparison between posttest scores revealed that
the experimental group outperformed their peers in the control group
in vocabulary acquisition.

Ay (1997) focused on the use of creative drama in foreign
language teaching, while Kdyliioglu (2010) compared the effects of
traditional and creative drama methods of teaching Simple Present
Tense. The results showed that students taught by the creative drama
method obtained higher success rates.

In conclusion, research on creative drama in English Language
Teaching (ELT) highlights that it is an engaging and effective way
to help learners improve their language skills. It encourages
communication, creativity, and confidence through activities like
improvisation and role-play. Creative drama makes learning more
meaningful and enjoyable while also helping students think
critically. By focusing on interaction and engagement, it becomes a
powerful tool for language learning.

7. Practical Applications and Strategies
7.1 Teacher Roles and Responsibilities

To achieve the objectives of creative drama, qualified
instructors/leaders are essential. This is because one of the
fundamental elements of creative drama—the
instructor/leader/teacher—must facilitate group dynamics through
communication and interaction, ensuring a smooth transition into the
group's interaction process and creating the necessary atmosphere
for the process (Adigiizel, 2022). The success of creative drama in
ELT largely depends on the teacher’s ability to facilitate activities
and create a supportive learning environment. Teachers act as
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facilitators, guiding students through the stages of drama activities
and ensuring that all participants are engaged and feel comfortable.

One critical role of the teacher is to model enthusiasm and
participation, setting the tone for an interactive and inclusive
classroom atmosphere. The instructions and objectives of each
activity should also be clear so that learners understand the purpose
and what is expected of them. Teachers observe during the activities
and give feedback, encouraging yet constructively addressing errors
in language. It is important to provide a nurturing environment for
drama-based learning. The teacher needs to provide a safe platform
where the learners can feel comfortable expressing themselves
without being ridiculed or judged. This calls for mutual respect
among the participants, with elimination of perturbing behavior. In
addition, the teacher should always be ready to change an activity on
the spot as a response to the dynamics of the group or adjustment of
the level of difficulty.

7.2 Challenges and Limitations

Despite its numerous advantages, creative drama
implementation within the ELT environment faces some challenges.
The major problem is classroom management; large classes, for
example, pose a challenge when one tries to accommodate the
various interactive drama activities. A large class size can severely
limit the teacher's potential to give individual attention, monitor
group activities effectively, and maintain classroom discipline.
Furthermore, the collaborative nature of creative drama necessitates
adequate physical space, which may be difficult to find in many
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schools. A second practical challenge is the lack of resources and
materials that may be required for creative drama activities.

The effective implementation of activities needs to have some
special kinds of skill related to drama facilitation, classroom
management, and creative lesson planning in teaching. Most teacher
education courses have very insufficient drama pedagogy training.
Moreover, most teachers are not very comfortable with the
techniques mentioned.

Another challenge in using creative drama might be social
conventions. The dramatization activities involve cultural scenarios,
behaviors, or themes that may be against the cultural norms of the
learners. These cultural sensitivities are always tricky to negotiate on
the part of the teachers for fear of creating unease or
misunderstanding among students. Adaptation to this sometimes
requires radical adjustments in creative drama to fit the particular
classroom's cultural context and may be quite challenging to
educators.

Lastly the other drawback is that it requires both teachers and
students to be familiar with drama activities. A teacher cannot just
walk into a classroom and start teaching the students using this
technique without being properly prepared to handle its techniques,
and neither can the students participate properly if they have never
been exposed to such activities before. This need for familiarity and
preparation can make the first use of creative drama time-consuming
and perhaps also confusing for an educator as well as for learners.
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7.3 Example of Creative Drama Implementation in
Reading Class: The Turtle and the Hare

In a reading class, starting a reading or listening exercise with
a drama activity is far more interesting than asking typical pre-task
questions. Drama activities activate the learners and help them in
predicting content. In activities like storytelling, for example,
students become actively involved in the story and can thereby
internalize concepts in a more interactive and memorable way. For
instance, the fable "The Tortoise and the Hare" is a good example of
how creative drama can be used in a reading class. This example
shows how the stages such as preparation, improvisation, and
reflection can deepen students' understanding of the story while
enhancing their language skills.

1. Preparation
A. Warm-Up Activity: Turtle and Rabbit Movement

Obijective: To engage students in a fun and physical warm-up
activity using creative drama elements.

Materials Needed: Music player or device with a playlist;
Selection of music tracks (slow and fast tempo); Open space for
movement

Set the Stage: Clear an open area in the classroom to allow
students to move freely. Explain to the students that they will be
using their bodies to act like a turtle and a rabbit, based on the music's
tempo.

Demonstrate: As the leader, first demonstrate the movement
of a turtle. Move slowly, taking small and deliberate steps, keeping
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low to the ground. Use your arms to mimic the movement of a turtle's
flippers.

Select Music: Play a piece of slow-tempo, calming music (e.g.,
classical music or nature sounds). Ask students to listen and imitate
the movements of a turtle as they explore the space. Encourage them
to really get into character, moving at a turtle's pace.

Transition: After a few minutes of slow turtle movements, stop
the music. Ask students to gather in the center of the space.

Explain the Rabbit: Now, explain that it is time to become a
rabbit. Describe how rabbits are fast, agile, and make big, energetic
leaps. As the leader show a quick demonstration of rabbit
movements to illustrate.

Select Faster Music: Play a piece of fast-tempo, lively music
(e.g., an up-tempo song or a piece with a strong beat). Ask students
to listen and transform into rabbits, moving quickly and energetically
around the space, making big leaps and hops.

Switch Back and Forth: Continue switching between the slow
turtle movements and the fast rabbit movements. Use different music
tracks to set the tempo for each character.

Guided Exploration: While the music is playing, encourage
students to explore different movements and expressions as turtles
and rabbits. They can act out scenarios, such as a rabbit escaping
from a predator or a turtle finding its way to the water.

Reflect: After a few rounds of switching between turtle and
rabbit movements, gather the students and ask them to share their
experiences. How did it feel to move like a turtle or a rabbit? Did
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they find it challenging to switch from slow to fast movements and
vice versa?

B. Warm-Up Activity: Animal Swap

Objective: To engage students in an interactive and lively
warm-up activity that encourages active listening, quick thinking,
and movement.

Materials Needed: Open space for forming a circle

Instructions: Have the children stand in a circle, facing inward.
This circle is the "z00." Choose one child to be "It" (the tagger), and
have him/her stand in the center of the circle.

Animal Names: Explain to the children that they are going to
play a game involving animal names. Each student in the circle will
take turns calling out either "turtle” or "rabbit" one after another.
Start with one child in the circle who calls out "turtle.” The next child
to their right might call out "rabbit,” and so on. Continue until each
child has had a turn to call out an animal name.

"It" Chooses: "It," the tagger in the center, now calls out either
"turtle” or "rabbit." Children in the circle who hear "It" call out the
same animal name (either "turtle™ or "rabbit"™) must quickly swap
places with each other. For example, if "It" says "turtle,” only the
children who called out "turtle” must swap spots. While the animal
swaps are happening, "It" tries to take one of the empty spots in the
circle. If "It" successfully occupies a spot, the child left without a
place becomes the new "It."

"Zoo" Shuffle: At any point, "It" can call out "z00." When this
happens, all the children in the circle must swap places with each
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other. During the shuffle again, "It" tries to catch a spot and the child
without a place becomes the new "It." The game continues in this
manner with different children taking turns as "It."

Reflection: After a few rounds, have a brief discussion with the
children. Ask them how they felt during the game, what strategies
they used, and whether they enjoyed the activity.

2. Improvisation: "Being the Tortoise and the Hare”

The Tortoise
and the Har

Once upon a time, there was “Nobody can beat mel”

a tortoise and a hare. Hare soid.
The hare liked o brag about “Let's race ond find out.”
how fast he could run. Tortoise said.

Hare wanted o snack.
He hopped fo a field and Tortoise took one step
ate some plants. after another.

Hare wonted to win. -
He hopped away and Tortoise took one step
Aemassty. L J left Tortoise far behind. after another.
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Tortoise won the roce.

Hare woke from his nap. He smiled at Hare
He hopped fo his feet and ran. “Slow and steady wins
He could not run fast enough. the racel” Tortoise said.

Figure 2. The Story of “The Tortoise and The Hare”
(Rosenbloom, 2017)

Objective: To engage students in a drama improvisation
activity that allows them to explore different roles and emotions
while encouraging reflection on personal experiences and lessons.

Materials Needed: Open space for students to move around

Instructions: Have the children stand in a circle, facing inward.
Students count aloud one by one, assigning themselves a number
from 1 to 4 (or 5, depending on the class size). After counting, all
students with the same number form a group. For example, all "1s"
form Group 1, all "2s" form Group 2, and so on. Each group chooses
a designated spot in the classroom to gather. Once in their groups,
hand out each group the story of “The Tortoise and The Hare”
(Figure 2). Briefly discuss the fable. Explain the characters (turtle,
rabbit, audience) and the qualities associated with the turtle (slow
and steady) and the rabbit (fast and overconfident). Tell the groups
that one student in the group will be acting as the turtle, and their
goal is to embody the qualities of the turtle: slow and steady. Another
student will be acting as the rabbit, representing the fast and
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overconfident nature of the hare. The other members of the group
will act as the audience, observing the race and commenting on the
behaviors of the turtle and rabbit. Provide each group with sufficient
time for preparation, allowing them to plan their actions, dialogue,
and audience interactions. After each group has performed, gather
the class together for the reflection stage.

This stage gives the students the chance to act out the traits of
the tortoise and the traits of the hare, thus, enabling comprehension
of the underlying morals..

3. Reflection: evaluation, discussion

Open up a discussion where students can share their thoughts
and insights. Encourage them to relate the role play to real life,
addressing the need for patience, perseverance, and respect for
others. Gather the students and ask them reflection questions:

- How did you feel when you acted as the turtle?
- How did you feel when you acted as the rabbit?

- Can you think of a lesson from the story "The
Tortoise and The Hare"?

- Can you share a time when you worked hard for
something?

The reflection stage students reflect on and discuss what took
place during the experience, their actions, and feelings. It helps them
make connections between the drama exercise and real-life lessons
or personal insights. The students answer the questions and tell about
how they felt when acting as a particular character, what was learnt

from the story, and how this links to their life. This reflection
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develops greater insight and critical thinking with enhanced
development of social-emotional skills.

7. Conclusion and Future Directions
7.1 Summary of the Review

The general aim of drama in education is to develop
individuals who are creative, self-reliant, self-aware, capable of
communicating effectively with others, and able to enhance these
skills. In addition to this, creative drama aims at developing
creativity and aesthetic development, enhancing the ability for
critical thinking, supporting social development and team working,
facilitating the search for ethical values, boosting self-confidence,
encouraging decision-making, and improving language and
communication while developing imagination. It also introduces the
child and adolescent to themselves and their identity and culture
while helping them adjust and shape their thoughts, attitudes, and
behaviors during communication effectively (Adigiizel, 2000).

This review has discussed the role of creative drama in ELT,
and various benefits, challenges, and practical strategies that could
be adopted while putting it into practice. Creative drama provides an
interactive and dynamic way to learn languages. It enhances
speaking, listening, reading, and writing. The immersive nature of
drama nurtures not only language acquisition but also the
development of communication skills and cultural understanding.
Furthermore, its use has been proved to motivate learners and raise
their involvement, making language learning less tedious and more
relevant.
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However, the review also underlined different problems
related to creative drama, such as classroom management, teacher
training, and contextual constraints. Practical issues of resource
availability and adaptation of drama activities to cultural contexts
create certain barriers for educators. Despite all these complications,
creative drama has the potential to enhance language instruction with
the necessary support.

7.2 Future Research Directions

Previous authors have highlighted the effectiveness of creative
drama as a method to enhance English teaching and learning, as it
aids in addressing various challenges in the educational process.
Hence, drama activities should be supported, motivated, and
engaged by the teachers among students. Researchers also call for
research on creative drama training programs that shall help teachers
to facilitate the students in the expression of their ideas and opinions
(Galante & Thomson, 2017; Araki-Metcalfe, 2012). The future
researchers may investigate if creative drama activities can help in
developing fluency, pronunciation as well as comprehension of the
authentic content (Galante & Thomson, 2017). Equally significant is
the degree to which creative drama pedagogy can support various
forms of communication and create a space for dialogue in which
students assume responsibility for their own learning process
(Ntelioglou, 2011; Wong, 2014).

While this review has identified some of the advantages of
creative drama, there are a number of omissions in the current
literature that call for further investigation. For example, future
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research needs to be conducted on the long-term effects of creative
drama on language acquisition and learner motivation.

Although the potential for creative drama in ELT has been
widely recognized, several gaps in the research already conducted
indicate where further research is needed. Whereas, for instance,
much research has targeted the impact of creative drama on speaking
and listening skills, less attention has been paid to its impact on
reading and writing development. Equally, there is limited empirical
research into the long-term effects of creative drama on language
acquisition and learner motivation. Second, many existing studies
are context-bound; they are conducted within highly resourced
classrooms or, in some cases, within ideal conditions. The field of
creative drama indeed warrants more research into different
education settings, such as less privileged or multilingual education
contexts.
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BOLUM V

The Influence of Code-Switching on EFL Students’
Vocabulary Retention

Mithat EKINCI!
Ecem EKINCI?

1. Introduction

Code-switching, gaining an enormous interest in
bilingualism and multilingualism studies recently, is a term coined
to describe the switching back and forth between two or more
languages within a conversation or a discourse. Code-switching
occurs in EFL class environments when students switch native and
target languages. Such students employ code-switching to mediate
their language learning and to ease their comprehension. Given the
central role of vocabulary acquisition in language learning, it is
theoretically and practically essential to understand how code-
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switching influences the process. To shed light on the issue, this
research aims to explore how EFL students view the role of code-
switching in facilitating their vocabulary acquisition within the
language learning process.

2. Literature Review

2.1. Theoretical Perspectives on Code-Switching in
Vocabulary Retention

Several theoretical standpoints support the point that code-
switching has the potential to facilitate vocabulary acquisition. For
instance, the sociocultural theory, developed by Vygotsky (1978),
postulates that social interaction is vital in language learning.
According to this theory, language development occurs through
collaborative dialogues and exchanges, in which language is a
mediational tool. In EFL situations, code-switching serves as a
mechanism that facilitates vocabulary retention. The scaffolding
effect is especially beneficial for learners who may find it difficult
to comprehend new phrases in L2. By merging L1 and L2, code-
switching connects known and new languages, enhancing overall
comprehension (Ahmad & Jusoff, 2009).

Code-switching is also supported by Krashen’s Input
Hypothesis (1982), as he theorizes that language learning occurs
when learners are exposed to comprehensible input. Through code-
switching, the input becomes more accessible or available to
language learners, hence increasing the probability of retaining the
vocabulary. Similarly, Schmidt’s Noticing Hypothesis (1990)
assumes that language acquirement is possible once the learners
notice specific linguistic forms in the input. Focusing on differences
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and similarities between L1 and L2, code-switching allows teachers
to draw learners’ attention to significant forms of language. This
practice enhances learners’ awareness of vocabulary and encourages
a more profound assimilation of new words, as it enables them to
develop a comprehensive understanding of lexical items within the
frameworks of both their first and second languages, thereby
deepening their linguistic competence (Lucas & Katz, 1994).

2.2. Code-Switching as a Tool for Vocabulary Acquisition

Code-switching as a teaching method has proven to facilitate
vocabulary learning in EFL contexts. Cenoz and Gorter (2011) state
that in classes where learners share the same L1, code-switching
allows the teacher to explain complex vocabulary or cultural
connotations or to make meaning clear by anchoring in students’
already acquired knowledge. This method works particularly for
low-level learners because they are unable to possess the required
language to obtain complete comprehension of vocabulary in L2
(Ekinci & Sanverdi, 2021; Sanverdi, 2021). By relating unfamiliar
L2 words with known L1 concepts, code-switching may create a
cognitive framework that favors vocabulary learning (Turnbull &
Dailey-O’Cain, 2009).
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Figure 1. Enhanced Vocabulary Learning via Code-Switching

Furthermore, code-switching can effectively introduce
students to the cognates—words showing similar forms or
phonology in native and target languages (Broersma, 2009). In this
way, by highlighting this similarity, instructors assist learners in
acquiring new vocabulary through already familiar structures, thus
facilitating a more accessible and natural learning flow. Moreover,
code-switching helps distinguish the so-called “false friends”-words
that look or sound similar in L1 and L2 but have very different
meanings. This prevents misunderstanding and fosters a much
clearer insight into the target vocabulary. When applied selectively,
code-switching serves as a scaffold that supports vocabulary
retention while still encouraging the active use of L2 (Macaro,
2001).

Even though code-switching has some advantages
concerning vocabulary acquisition, it also presents some
disadvantages. For example, excessive use of code-switching
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reduces exposure to L2 and diminishes the immersion effect, an
essential part of language learning. As stated by Sampson (2012),
students depend on L1 explanations in highly code-switching classes
and could have fewer reasons for using L2 independently. In
addition, learners in a multilingual class can have different first
languages. This calls for the differential use of code-switching since
the teacher will need to be more sensitive to equity and consider the
learning needs of all learners. Finally, frequent code-switching may
lead to confusion when learning a foreign language, which could
result in linguistic interference. For these reasons, teachers need to
be conscious of when and how they use code-switching so that they
do not reinforce specific invalid linguistic patterns.

There are some studies on the practical outcomes of using
code-switching as a pedagogical tool in EFL vocabulary acquisition.
For instance, a study by Ahmad and Jusoff (2009) on university
students found that strategic code-switching helped learners
understand and remember complex terms. Teachers who switched to
L1 to explain complicated vocabulary terms observed greater
understanding over time, highlighting the efficacy of code-switching
as a scaffold. Likewise, Turnbull and Dailey-O’Cain (2009) found
that teachers who employed code-switching detected improved
lexical retention among students. This was because code-switching
allowed for immediate clarification, connecting unfamiliar words in
L2 with familiar L1 concepts. In addition, Blair and Morini (2023)
conducted a study to determine the impact of code-switching on
novel word learning in adult second-language learners of Spanish.
The results of the study demonstrated that code-switching may aid
the retention of newly acquired vocabulary.
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On the other hand, some other studies demonstrate that such
high reliance on L1 might decrease students’ exposure to L2
vocabulary and limit the chances of the active use of L2 vocabulary.
According to Macaro (2001), overuse of code-switching might
discourage learners from developing their own strategies for
vocabulary acquisition, ultimately impeding immersion in L2.
Furthermore, Makulloluwa (2013) established that code-switching
in the second language classroom reinforces the use of the mother
tongue while weakening the acquisition of the target language. In
addition, Moghadam, Samad and Shahraki (2012) unearthed that
code-switching can have long-lasting harmful consequences on the
learners’ target language production.

Considering the studies above, it can be stated that although
code-switching has proven to be quite promising in strategic use,
especially in explaining complex terms and improving lexical
retention, too much reliance on L1 could limit the exposure of L2
and discourage autonomous vocabulary learning strategies for the
EFL students. Therefore, code-switching can be a valuable
pedagogical tool; however, its use should be deliberate and measured
to optimize L2 immersion and vocabulary learning.

3. Methodology

This study employs a survey-based design to examine the
perceptions of English as a Foreign Language (EFL) students
regarding the role of code-switching in enhancing vocabulary
acquisition within the language learning process. The survey used in
data collection was designed based on an extensive literature review
concerning the existing studies about code-switching and vocabulary
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retention. To ensure the reliability and clarity of the instrument, a
pilot study with 17 participants was conducted, confirming the
internal reliability of the survey items (std. alpha > .81). The final
questionnaire consists of 14 items arranged on a 5-point Likert scale
to let the respondents express varying degrees of agreement or
disagreement with regard to the statements about code-switching
concerning its use as a pedagogical device.

This study was conducted during the Fall Semester of the
2023-2024 academic year at the School of Foreign Languages of a
state university in Turkey. The study participants were 75 university
EFL students aged between 18 and 21, chosen through convenience
sampling to facilitate accessibility and representation of the target
demographic. Data collected from the survey responses were
subsequently analyzed using the SPSS 25 statistical package, and the
mean scores of the items were calculated using the descriptive
analysis section of the software.

4. Findings

The data obtained via the survey was used to find out the
perceptions of the EFL students towards the role of code-switching
in facilitating their vocabulary acquisition. The survey includes 14
items with a 5 Likert Scale. The researchers examined the items
using SPSS 25, and Table 1 presents the findings of the descriptive
statistics of the survey filled out by the participants.
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Table 1. Descriptive Statistics of the Survey Items

M
Item ean
Score

1. I regularly switch between my native and target languages 3,
while learning new vocabulary. 61

2. | tend to use my native language to clarify meanings when 3,
I encounter unfamiliar vocabulary in the target language. 56

3. Code-switching is a natural part of my language-learning 3,
process. 69

4. Code-switching helps me better understand new vocabulary 3,
in the target language. 97

5. Translating new vocabulary into my native language helps 4,
me remember it longer. 04

6. | find that | can use new vocabulary more effectively when 3,
I use both languages while learning. 82

7. Code-switching aids my understanding of complex 3,
vocabulary. 74

8. Allowing myself to code-switch keeps me more engaged in 3,
vocabulary learning activities. 74

9. | feel more motivated to learn vocabulary when | can use 4,
both my native and target languages. 17

10. Code-switching makes vocabulary learning more 3,
enjoyable for me. 68

11. Code-switching has helped me improve my vocabulary 3,
knowledge in the target language. 82

12. Using both languages helps me become more confident in 3,
using new vocabulary in conversations. 96

13. Code-switching makes it easier for me to apply vocabulary 3,
to real-life situations. 7

14. Code-switching improves my vocabulary usage in 3,
spontaneous language contexts. 64
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Table 1 above provides statistics for survey items related to
the use of code-switching in vocabulary learning. The mean scores
of the items range from 3,56 to 4,17, indicating a mostly positive
perception of code-switching as a strategy for enhancing vocabulary
learning. The highest mean score (4,17) belongs to the item stating
that learners feel more motivated to learn vocabulary when using
their native and target languages. Another notable mean score is
4,04, which suggests that translating new vocabulary into the native
language significantly aids memory retention. Items related to the
influence of code-switching on understanding new vocabulary (3,97)
and building confidence in vocabulary use during conversations
(3,96) also received high ratings. On the other hand, the lowest mean
scores were for using the native language to clarify meanings of
unfamiliar target vocabulary (3,56) and regularly switching between
the native and target language while learning new vocabulary (3,61),
indicating a relatively less frequent or less favorable perception
compared to other strategies.

5. Discussion and Conclusion

The findings from the study showed that the EFL students
perceive code-switching as an effective vocabulary learning
strategy. It was also given that the translations of new vocabulary
into the native language significantly help memory retention. Code-
switching probably creates a cognitive framework that enhances
retention by connecting new vocabulary in L2 to the familiar L1
concepts. This outcome is consistent with the study conducted by
Song and Lee (2019), who found that code-switching during learning
activities enhanced vocabulary acquisition among young EFL
learners. Similarly, Akhter (2018) reported that students getting
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code-switching while learning English outperformed those with
English-only explanations in vocabulary retention, suggesting that
code-switching facilitates better understanding and memory of new
lexical items.

In addition, the study identified that learners feel more
motivated to learn vocabulary when using their native and target
languages alternatively. The outcome of the current study also
suggested that code-switching helps learners build confidence in
vocabulary use during conversations. Obviously, code-switching
boosts learners’ motivation and confidence, making them feel more
engaged and self-assured when using new vocabulary in authentic
conversations. This conclusion of the study is supported by the
research of Mortega (2022), who found that code-switching
enhances students’ engagement and language learning motivation,
facilitating better comprehension and participation.

In conclusion, the present study highlights that code-
switching may be an effective pedagogical tool in vocabulary
acquisition among EFL learners. Code-switching is a means of
relating new vocabulary to some familiar concepts in the native
language, and it assists memory retention and understanding. In
addition, this approach increases the learners’ confidence and
motivation to encourage the active and meaningful use of the
vocabulary in a natural setting.
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