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Horwitz, Horwitz, and Cope (1986) and adapted to Turkish by Aydin (1999), and
Attitudes Towards English Course Scale developed by Aydoslu (2005) were used as the
pre-test and the post-test. Weekly evaluation forms and a focus group interview were
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isbirligine Dayali Konusma Etkinliklerinin ingilizce Sinif kaygisi ve
Tutumuna Etkisi
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Grup Galigmasi, aramaktadir. Sonuglar grup ¢alismasindaki etkinliklerin  6grenme ortaminda
Kaygl, ogrencilerdeki kaygiyr azalttigini ve Ogrencilerin derse yonelik olumlu tutum
Tutum. gelistirmelerini sagladigini gostermektedir.

Introduction

The number of English learners is so many that the quantity can not be underestimated. Around the
world students are learning English starting in primary school and continuing through university and often
beyond. Despite all this effort, many people think that they are not good at the skill of speaking. Zeytin
(2007) claims that the implementations in speaking in English have been insufficient in the university.
According to Beebe (1983, p.43), while learning a foreign language, the productive skill of speaking involves
a lot of effort for minimal objective achievement yet speaking, more so than reading or writing, is the one
skill most associated with fluency in a language (Nazara, 2011).

When the aim is to develop speaking skills, one of the most significant points is to provide a
communicative atmosphere for students (Byrne, 1986; Murcia, 1991; Shaw and McDonough, 1993). In the
literature review, there have been student-centred studies based on collaboration and interaction in a peer-
learning environment which display that anxiety level is reduced (Atas, 2014; Campbell and Ortiz, 1990; Kilig,
2014; Suwantarathip and Wichadee, 2010; Tabatabaei, Afzali, and Mehrabi, 2015; Young, 1998). There
should be an indirect student-centred attempting strategies such as discussion, role-play, dialogue and
solving a problem and communicative methods including speaking strategies and group work which provide
students exposure to input (Demirel, 2007; Dornyei and Thurrell, 1994, p.41; Willis, 1996). McGroarty (1993)
states that group work is advantageous because there is an increase in natural input, and students have
exposure to information at different levels. He also claims that students have less tendency to make
mistakes during group work compared to a presentation in front of the class.

Pica and Doughty (1985) suggest that group work enables students to have an opportunity for better
understanding and practising with the question-answer process. Such work requires reflections of
individuals’ experiences and discussions on topics (Oxford and Shearin, 1994). When group work is
effectively manageable, students get more motivated and self-confident. While their anxiety decreases and
their self-congruity and learning responsibility increases (Abi Samra, 2001; Swain and Miccoli, 1994; Webb,
1985). Apart from teaching method, learners’ qualifications are also crucial for developing speaking skills. If
the student has a negative attitude like anxiety towards learning, such a situation impedes developing skills.
Macintyre and Gardner (1993) define learning foreign language anxiety as an anxious and nervous situation
which associates with concepts in learning a foreign language particular in speaking, listening and learning.
Researchers agree on the issue that especially speaking skill causes intense anxiety during learning a foreign
language (Chiu et al., 2010; Horwitz et al., 1986; MacIntrye and Gardner, 1991; Tim and Kunt, 2013).
According to Krashen’s Affective Filter Hypothesis (1985), a language learner’s anxiety causes a mental block
which prevents processing a meaningful input into the intake. Stress in a foreign language class is at an
alarming level, and almost half of the learners get anxious (Campbell and Ortiz, 1991; Young and Horwitz,
1991).

Young (1998) puts forward group work activities to cope with anxiety (Koch and Terrell, 1991, p.17; Price,
1991, p.28) such as providing talking among students and support group (Saunders and Crookall, 1985,
p.30), and playing games (Cope-Powell, 1991, p.6). Moreover, students with positive attitudes have more
attentive and successful performance (Gardner, 1985).

In a 2003 Japanese study called “Improving Students’ Speaking Skills” by Sato, there have been such
results as encouraging students to real communication and reducing their anxiety levels by choosing group
work activities and using selective techniques while correcting mistakes. For Sato, students fail in speaking
skill, although they are good at listening and writing activities. Essential reasons behind this issue are a
crowded class, the focus on teaching grammar and student qualifications. Students think that activities are
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unnecessary in daily life. Additionally, they are afraid of making mistakes. Sato (2003) thinks that reducing
anxiety and providing a meaningful communicative atmosphere are the right solutions for the problem.
There also should be suitable techniques for correcting mistakes and group work.

Kondo and Yang Ying-Ling (2003) have researched on speaking skill in the aspect of coping strategies.
There were 93 female and 116 male participants in their study. Researchers observed the most common
coping strategy in the study. These are preparation, using relaxing techniques, thinking positively, asking
friends and giving up to reduce the level of anxiety. Chien (2004) has 161 participants in his study. He carried
out a placement test, and subsequently divided the participants into two groups: an intermediate and an
advanced. He also used control and experimental groups. The groups took weekly achievement tests as a
pre-test and a post-test. After the six week study, he observed that the group with collaborative activities
understood the reading texts, vocabulary and idioms better. Students in this group also imitated friends’
accuracy and fluency within the group.

Gursoy and Karatepe (2006) researched the impact of cooperative learning for language learning on
English Language Teaching Program students’ attitudes. Students took a pre-test and a post-test and made
interviews face to face. In the analysis of the collected data, it is clear that students find student-centred
cooperative learning more motivating than the teacher-centred techniques and, as a result, develop a
positive attitude towards collaborative learning.

Balemir (2009) also studied the reasons for anxiety and the relationship between anxiety level and
sufficiency and found out that assessment and evaluation styles, individual differences and the fear of being
evaluated in a wrong way are the factors causing anxiety.

To determine the level of students’ anxiety and attitudes towards anxiety and to reduce the anxiety
level, Saglamel (2009) aimed to search an alternative technique. He carried out a six-week creative drama
program for 22 participants. He used a pre-test and post-test in a single group randomly to measure the
effect of the program on speaking foreign language anxiety. In light of the findings, he claimed that there is
no significant difference between performance test scores and anxiety level. However, students' speaking
anxiety level decreases considerably.

Sentirk (2010) researched students’ and teachers’ perceptions of activities for fluent foreign language
speaking. With qualitative and quantitative data, he stated that a language class is good for fluency, but
there are differences among activities. Results showed that discussion stimulates fluency; however, just
conveying knowledge results in indifference. In a comparative study including four universities; one in
America and three of them in Taiwan, Duxbury and Tsai (2010) researched the impact of cooperative
learning on foreign language anxiety. They used the Foreign Language Anxiety Scale by Horwitz developed in
1986. Researchers learned that there was a significant difference in only one Taiwanese University.

Kilig (2014) also studied the relation of cooperative learning activities and the level of anxiety and
wanted the participants to record their opinions for six weeks. He found out that students experience
tensions which are various and variable. He classified the results into three categories: personal and
interpersonal reasons, teacher’s beliefs in teaching a language and teaching procedure in the class. Overall,
students stated that speaking activities based on collaboration are active. Oksal (2014) said that
collaborative activities and technology have a direct effect on students’ anxiety and motivation level. The 41
participants were divided into control and experimental groups with both quantitative and qualitative data
collected. The study has resulted in a strong correlation between anxiety and motivation levels. The fear of
being evaluated in the wrong way is the source of anxiety.

Bozok (2014) studied anxiety with first-year students and sophomore in the English Language Teaching
Department. He identified five factors that affect anxiety: perfectionism, the perception of self-efficacy
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reasoning from lack of practice, teacher qualifications, the fear of making structure or pronunciation
mistakes and being evaluated negatively.

There is little debate that speaking skills must be practiced in order to be improved. The debate centers
on what are the best activities with which to practice speaking. In this point, this study aims to research the
effect of collaborative speaking activities in the teaching procedure, reasons for anxiety and elimination of it.
One of the researchers has taught English for years and has faced many students who have difficulty in
developing speaking skill. She thinks that such affective domains as anxiety and attitudes have an essential
role in this point. Researchers expect that the teachers in the field, program specialists and policymakers will
benefit from the study results and suggestions in terms of cooperative learning, anxiety and attitudes
concepts altogether, which contains group work as a solution and practice.

The expectation in the action-research study is to contribute to closing the gap in the literature by
determining the effect of collaborative activities on anxiety and attitudes towards the course, revealing
students’ opinions and putting a practical emphasis on speaking skill, especially challenging one.

The researchers think that the study will provide insight for further research and implementations in light of
findings, including quantitative and qualitative data on collaborative activities in developing speaking skills.

In this study, the researchers have aimed at identifying the effect of collaborative English-speaking
activities on university preparatory students’ anxiety levels and attitudes and their opinions about these
activities.

Following this purpose, they structured the research questions below:

1. How do English collaborative speaking activities for university preparatory students affect their:

a. Levels of anxiety for English class?
b. Levels of attitudes towards English class?

2.  What are the students’ opinions about these activities?
Method

This study is an action research aiming at contributing to literature by stating the problems that
researchers and practitioners have experienced, providing an action plan for solutions, discussing data and
implementation.

Carr and Kemmis (1986) define that action research is improving the implementation, the state and
insight of implementation. The research is also a mixed method which enables us to get quantitative and
qualitative data (Creswell, 2007). In the study, The Foreign Language Anxiety Scale and The Attitudes
Towards English Course Scale were carried out as a pre-test and post-test on preparatory class students at
the department of English Language and Literature in a state university. The effect of cooperative learning
activities on students’ level of anxiety and attitudes was examined for one and a half hours a week over a
six-week period. Additionally, students’ views on the process were analyzed through weekly evaluation
forms and a focus group interview.

Study Group

Participants for the study were found by voluntarily signing up for the study on a school notice board.
Originally 12 students signed up for the study but only 9 students, six female and three males, completed all
the requirements. The data comprise these 9 participants. All participants graduated from the language
department at high school. Their age ranges between 18-19. According to European Language Passport
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Criteria, their proficiency level is B1. Their curriculum consists of General English, Grammar, Reading,
Listening, Writing and Speaking Courses. Each course lasts one and half an hours twice a week. In this study,
speaking courses lasted one and half an hours once a week.

English Speaking Activities

The content of the English speaking activities was prepared according to students’ needs and interest,
which were determined during the pre-study interviews with each participant. They suggested mostly these
topics: films especially anime movies, TV serials, taboo games, and news. Objectives are like the ones stated
in the Reference (CEFR) for Languages: exchange information directly and communicate on familiar topics
and activities by participating in short conversations. Collaborative activities in the teaching process are
communicative and student-centred. Activities include such teaching techniques as debate, jigsaw and
team-games- tournaments. The researcher made use of knowledge gotten in seminars, some web-sites,
conversations with colleagues, feedback from students and written sources. Activities were arranged for
pairs and a group of four and examined by a native English teacher, an English teacher whose mother
tongue is Turkish and a program specialist. In total 12 activities were carried out as two activities each week
for six weeks. Activities were word games called " a word for each number" which enables the student to
speak in English or to use gestures or mime, taboo, news and movie discussions, brainstorming, the game
called "What it has", the feeling of music (how music makes you feel) and writing poems in small or big size
groups. Detailed plans and materials were saved for future use by teachers and researchers.

Data Collection Tools

Foreign Language Classroom Anxiety Scale (FLCAS) developed by Horwitz and others (1986) was used as
a pre-test and post-test to determine the level of anxiety towards the English Course. This scale consists of
32 items. In the pilot study with 300 students, Cronbach’s alpha is .93; reliability coefficient is .83. The scale
of Foreign Language Class was adapted to Turkish by Aydin (1999). In both the English version of the scale
and this study, Cronbach’s alpha is .91. The Attitudes towards English Language Class Scale developed by
Aydoslu (2005) was also used to determine students’ attitudes towards learning a language in this study. In
the scale consisting of 30 items, the reliability coefficient is .94 and Cronbach’s alpha is .81. Weekly
evaluation forms and a focus group interview were also tools to find out students' opinions on the study.
Data from weekly evaluation forms were analyzed and displayed in a frequency table. A focus group
interview can be defined as "attentively planned discussion series on a predetermined topic to get
perceptions in a moderate and non-threatening atmosphere" (Kruger and Casey, 2000, s.4-5). In the study, a
focus group interview was chosen in order to reach many participants at the same time. Besides, group work
is a prominent topic in this study. Interview questions were inspired by the situations faced during activities
and the literature review. The weekly evaluation form (Pattanpichet, 2011) consists of five multiple-choice
questions relating to the cognitive, affective and social objectives students experience, if at all. Three
specialists examined it in a pilot study.

Data Collection

Quantitative data tools were carried out as pre-test and post-test at the beginning and end of the six-
week study by the researcher. Also, students were asked to fill out weekly evaluation forms at the end of
each course. Qualitative data were collected by using a voice recorder in the focus group interview at the
end of the study.

Data Analysis

The number of participants is not adequate (n=9); therefore, non-parametric tests were chosen for the
study. To see if pre-test and post-test results of participants’ attitude levels change or not, Wilcoxon signed
ranks test is preferred as a non-parametric t-test for correlational sampling. The process of qualitative data
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analysis consists of the steps of preliminary preparation, coding data, finding themes, regulation according
to codes and themes. In the preliminary preparation stage, voice recording was transcribed after the
interview, and 11 pages of data set was obtained. While coding data, a code list was created according to
the concepts in the literature. After that, themes were found and transferred in an Excel file in a table with
columns for each participant. Each code and data belonging to the theme were added to the table by
relating their meaning. Data were analyzed in several levels in relation to data perspective and range. It was
examined whether data were meaningful or not under thematic codes by taking internal consistency into
account. After checking all themes in terms of explaining data, different themes were also examined if they
are meaningful or not as a whole in terms of external consistency. In that stage, the induction method and
content analysis based on coding were used. And then, the findings were defined and interpreted.

The Role of the Researcher

One of the researchers personally carried out the activities in the students' environment in the
university. For the purpose of spending more time with students and getting to know them better, the
researcher also attended in "ELT Conference", "Shakespeare Day" and "Poster Presentations" in the
university.

Validity and Reliability

While the quality of a phenomenon or a case is prominent in qualitative research, quantities of the
phenomenon or a case are essential in quantitative research (Kirk and Miller, 1986). The researchers
expected a data set of 12, received 15 volunteers and only nine students completed the entire study. The
attrition of students during the study was attributed to conflicts with students’ exams. Quantitative data
was supported with qualitative ones to make the study deeper and more reliable. Data from the focus group
interview and weekly evaluation forms were blended to see the consistency in the study. In addition,
students’ relevant quotes from the collected data were provided to strengthen plausibility.

Findings and Conclusion

The first research question is "How do English collaborative speaking activities for university preparatory
students affect students'; a) levels of anxiety for English class and b) levels of attitudes towards English
class? Table 1 shows that the results of the mean and standard deviation of different pre-test and post-test
scores related to participants' attitude levels.

Table 1. The Values of Mean and Standard Deviation Related to Difference between Pre-test and Post-test
Scores of Participants’Attitude Levels

N Min. Max. Mean Standard Deviation
Pre-test 9 59.00 111.00 83.67 18.78
Post-test 9 54.00 77.00 63.44 8.05

According to results in descriptive statics, it is shown that students were more anxious before the
activities (M=83.67, SD=18.78). It is clear that the level of anxiety decreased (M=63.44, SD=8.05) after
collaborative activity-based study.

Findings from Wilcoxon signed ranks test with pre-test, and post-test data are stated in Table 2.
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Table 2. The Results of Wilcoxon Signed Ranks Test Related to Difference between Pre-test and Post-test of
Participants’ Anxiety Levels

Pretest-Posttest N Rank Rank Total Z P
Mean
Negative Rank 7 5.93 41.50
Positive Rank 2 1.75 3.50 -2.25 .024*
Equal 0 - -
*p<.05

Analysis of the results shows that there is a significant difference between pre-test and post-test of
anxiety levels of students, (z=-2.25, p<.05). It is seen that rank mean and totals of variance scores are on the
side of the scores of the post-test. According to the results, activities have an essential role in reducing
anxiety. With the purpose of examining the levels of students' attitudes towards the course, results of
Wilcoxon signed ranks test using pre-test and post-test data are shown in Table 3.

Table 3. Wilcoxon Signed Ranks Test Findings Related to Difference between Pre-test and Post-test Scores of
Participants’ Attitude Levels

Pretest-Posttest N Rank Mean Rank Total Z P
Negative Rank 0 .00 .00

Cognitive Domain Positive Rank 8 4.50 36.00 -2.54 .011*
Equal 1 - -
Negative Rank 0 .00 .00

Affective Domain Positive Rank 9 5.00 45.00 -2.69 .008*
Equal 0 - -
Negative Rank 0 .00 .00

Behavioural Domain Positive Rank 6 3.50 21.00 -2.23 .026*
Equal 3 - -
Negative Rank 0 0 0

Attitude Total Positive Rank 9 5.00 45.00 -2.67 .008*
Equal 0 - -

p<.05

In Table 3, it seems that there is a significant difference between pre-test and post-test scores of the
cognitive domain in the attitude scale (Z=-2.54, p<.011). As it comes to mean values, it is different before the
activities (Md=21.00) and after the activities (Md=23.00). There is also a significant difference between pre-
test and post-test scores of the affective domain in the attitude scale (Z=-2.69, p<.05). The mean value is
(Md=82.00) before the activities, and it is
(Md=96.00) after the activities. These findings are similar to ones in the behavioural domain. There seems
to be a significant difference in terms of ranked mean in the pre-test and post-test again (Z=-2.23, p<.05).
Mean values related to behavioural domain are (Md=18,00) and (Md=20.00). These results show that
activities are effective on cognitive, affective and behavioural domains.

Apart from sub-dimensions, cooperative learning activities cause a significant difference in rank to mean
based on pre-test and post-test total scores (Z= -2.67, p<.05). Mean values of total scores are (Md=121.00)
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before activities, and (Md=138.00) after activities. As a result, it is said that there is a significant difference

between rank means of sub-dimensions and the whole attitude scale on the side of post-test.

Another research question is “What are students’ views on the activities?”. To get the answer, data from
the focus group interview and weekly evaluation forms were mixed and analyzed. Data from weekly

evaluation forms are shown with their frequency in Table 4.

Table 4. The Weekly Evaluation Form

Question and Answers

Frequency (n=9)

What do you think about the study?

- I liked it. 51

- 1 didn’t like it. 1

Do you think that group work enables you to provide a more effective learning

environment?

-Yes. 47

-No. 0

-I’'m not sure. 5

What are the benefits of group work for you? (You can sign more than one choice)

-Joy, stress-free, felling active

-Knowledge and a better understanding 36

- Useful feedback for development 19

-Confidence 9

-Courage 14

-Cooperation 16
29

What kind of difficulties did you have during the group work?

-Waste of time

-Not being able to gather after the course

- Not being able to cooperate or to get a contribution

-Nothing 48

What do you think about your development after the study?

-l improved a little. 13

-l improved to some extent. 24

-l improved a lot. 15

At the end of the six weeks, 54 forms were expected. However, 52 forms were received. According to the
frequency in students' feedback, it can be said that results are positive. In the table, it is seen that students
like to participate in group work; they find the activities advantageous, and they think that activities have a
positive contribution to their learning. It is stated that activities are useful in terms of joy, cooperation,
knowledge, a better understanding, courage and confidence. In general, there seems no negativity
concerning the group work during the study. Most students express that they improved their skill to some
extent. Some of them state that they improved a lot and the rest of them say that they improved a little.
These findings seem coherent with the data from the focus group interview. Themes and codes are

explained below.
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Affective Properties
e The Fear of Making a Mistake

Students stated that they generally have anxiety and worries related to speaking skill; there are a

number of different reasons for this. The most important reason is the fear of making a mistake. For
example, S3 says "...Sometimes | know, | want to express what | want to say, but | am afraid. Making a
mistake scares me a lot.”
Even if the student wants to talk, he states that he is afraid of making a mistake. Not being able to find an
appropriate word also causes a worry. “.. Not being able to find the appropriate word, for instance, | start,
then, | forget the word, | get worried, so | forget even what | know...” with these words S1 emphasizes that
this worry causes such an anxiety level that he forgets about what he already knows. Another student
expresses that pronunciation is also a reason because students may get ironical reactions in the class
environment if they do not pronounce the words correctly. A student says: “...while talking, | give importance
to pronunciation, for | do not want to get ironical reactions from my friends, such a situation affects my
performance negatively...” (55). At that point, it is thought that students seek a positive and enjoyable
learning environment which reduces or removes anxiety such as wrong pronunciation or inappropriate
words.

e Confidence

Students express that group work increases the feeling of confidence. For instance, S6 explains “... I think
group work reduce my anxiety. In the beginning, | refrain from initiating a conversation; however, this
situation has changed. | feel relaxed...” S4 also says “..Doing something with the group affected me
positively, which is better rather than sitting silently alone. I built my confidence. So, | feel less excited as |
build my confidence..." With these words, the student supports that group work builds confidence. S5 states
“ | developed speaking skill, | could not speak any words before, now | cannot speak perhaps, but | feel
confident, | used to think a lot (exaggerating five hours), the person who listens to me used to get tired of
waiting for me, | speak more confidently anymore." The student also states that grammar is not an essential
focus while speaking. In the paralleled view with the weekly evaluation form, the feelings of confidence and
courage are real properties which the group work has contributed to students (See Table 4).

e Joy

Students state that they have been willing to come to the course. The reason for this willingness
probably comes from the enjoyable course. S5 proves this claim with these words, “... We were thinking of
that we would enjoy the course again while attending because the atmosphere is not tense.” S2 explains
that enjoyable courses create such a warm atmosphere that they feel relaxed. The student utters “Because
group work makes the environment more enjoyable and sincere and | have felt comfortable. Additionally, |
have felt no stress...” It can be said that topic choice has a positive effect on an enjoyable course. S2, who
finds the topics exciting and enjoyable, says “I have enjoyed a lot since topics were enjoyable and interesting.
I really enjoyed with my friends. It was the speaking course | have always waited for years. Speaking courses
should be stress-free and enjoyable like this course.” In weekly evaluation forms, students’ most frequently
identified the classes as being stress-free, enjoyable and effective. In total, the choice of 'l liked' was
preferred 51 times, which explains that group work is enjoyable (See Table 5).
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Social Environment and Interaction

Students state their opinions about being in the same atmosphere as individuals with various languages
and cultures. S4 would like to interact with people with different languages and cultures saying: “I really
want to talk and communicate with foreign people and also learn their cultures...” S3 says, "... When | went
to Poland, | realized the issue. Let's imagine that a foreigner came here, he does not say that | want to go to
Sultan Ahmet by using inappropriate grammatical structures in Turkish with subject and verb, we also make
such mistakes, but people in Poland did not laugh at the same mistakes, and | felt relaxed." With these
words, the student emphasizes on being relaxed while speaking in the social environment.

Students are aware of the contribution of interaction to the learning environment. S4 confirms that
interaction with other students increases and explains "... when | came to class in the beginning, | almost
have known nobody. | get excited about such an atmosphere where | know nobody. | do not want to talk. At
first, | came to the class and sat in the corner and listened to you for an hour and I left; but now we are doing
something, we did, it was nice." S1 supports the idea saying: “..let’s say we are five in a group, as everybody
contributes to the group, they love group work and get pleased at what they have done.” Sharing ideas
increases during the interaction, and there is an opportunity to see different points of view. S2 adds “It was
useful to get idea from my friends; group work contributed to me positively. Group work enabled us to share
ideas. Moreover, it made me more courageous and happier.” It can be said that group work provides an easy
and enjoyable learning process; therefore, a positive environment results in increased confidence instead of
anxiety and the possibility of increased spoken interaction among individuals. For a balanced interaction, the
number of a group member is stated. S1 says “... | had some difficulties in previous group work experiences.
We had some disagreements before this study; however, | have no problems with these activities here. It was
enjoyable. | think the number of group members is important. | suppose it should be maximum four if the
number raises, the luck of the right to speak decreases. There also seem some disagreements...” According to
the weekly evaluation forms, the concepts of ‘cooperation for interaction and getting feedback’ are
additional contributions for the group work (See Table 5).

Cognitive Properties

Students say that they get prepared for the courses by researching the topic and taking notes. Even if
they have no idea about the topic beforehand, they take notes just before talking about it. S3 explains “/
express myself better as | take notes beforehand because | raise my hand and | forget about what | am
saying, but when | write down my ideas, | can remember it easily.” Note taking also affords the student time
to think about pronunciation, a useful skill when speaking. So, before some activities, they had a chance to
think, write down ideas and research about the topic. Furthermore, they can understand better by sharing
ideas in such an active learning environment. Students stated how much they improved at the end of the
study in the weekly evaluation forms (See Table 4).

Teacher Qualifications

Students also commented on the effect of teacher qualifications on anxiety level. S5 says “...It is up to
the teacher...” According to students, the style of correction and being knowledgeable about the topic are
essential points. The researcher took some notes on mispronounced words during the course wrote them
on the board, without attributing the words to their speakers, at the end of the class for the students to
study.

Students found this method of correction at the end of the course effective. It is thought that such a style
protects from distraction and saves fluency. The students also emphasized that there should be a warm
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approach to feedback. These expectations get clearer in these words by S5, “It is better to get correction at
the end of the course because interruptions distract while speaking. What is more, instead a sudden
correction, subtle one is while speaking or after speaking...”

S1 makes a comment on teacher attitudes, saying “If the teacher gets serious while speaking, | get tense
unavoidably and | think if | just have made a mistake or not.” S2 also says "... When you smile and joke, the
atmosphere gets warmer, and | feel relaxed." S3 adds “... If you are relaxed, we are also relaxed...” S6 also
says “We express ourselves better, and your course was beneficial. Our speaking improved, and our anxiety
level decreased, and we learnt a lot of things, including phrases and presentation skills at the same time."

As a result, it can be said that cooperative speaking activities reduce the anxiety level of students
towards speaking and their negative attitudes towards English class. The most valid reason for anxiety is the
fear of making mistakes. Apart from the fear of making mistakes, not being able to find the appropriate
vocabulary, mispronunciation and possible peer mocking pressure cause anxiety. Students seek positive and
enjoyable learning environments which reduce or wipe out the anxiety. Such an environment is possible,
thanks to cooperative activities. Group work enables them to have a stress free atmosphere and allows for
more practice in an active learning process. It is also profitable in terms of getting knowledge and a better
understanding. Students get motivated when the teacher encourages them and gives suitable feedback.
Teachers are supposed to be knowledgable about the topic and pronunciation and convey the meaning of
the words in the right way. It can be said that students like group work, and find it advantageous in terms of
developing speaking skill.

Discussion, Interpretation and Suggestions

At the end of the study, it is seen that a cooperative activity reduces students' anxiety level, and they get
more positive attitudes towards speaking skill. Their views on the issue give clues related to reasons for
anxiety and a more effective learning environment. The most crucial reason for anxiety is the fear of making
mistakes. Students think that such preparation techniques such as getting information about the topic,
getting prepared for vocabulary choice and sentence structure beforehand are essential. The fear of making
mistakes, being mocked, being evaluated negatively by peers and teachers, lack of vocabulary, perfectionist
attitude, teachers' approach for correction, dull and uninteresting teaching methods are the reasons which
come to the forefront for anxiety (Aydemir, 2011; Aydin, 1999; Balemir, 2009; Bozok, 2014; Chiu vd., 2010;
Oksal, 2014; Oztiirk and Giirbiiz, 2014; Price, 1991; Subasi, 2010; Koch and Terrel, 1991). Students get more
motivated thanks to teachers who are knowledgeable about topic and pronunciation and are able to convey
these issues. Teachers also should be careful about giving appropriate feedback. Students should be
informed that making mistakes is a natural part of the learning process, and not every mistake needs to be
corrected which allows for students to practice unimpeded (Price, 1991; Stroud and Wee, 2006). Students
expect a teacher to provide a warm approach, attentive feedback, a sense of humour and powerful
knowledge.

Young (1999, pg.427) claims that anxiety may be caused by a problematic or unnatural situation related
to the teacher’s method. Another finding shows that activities may affect attitudes towards the course
positively. In the literature, there are studies that found a cooperative learning environment positively
contributes to students’ attitudes about the course and their in-class performance (Copur, 2011; Giirsoy and
Karatepe, 2006; Hassan, 2013; Kartal, 2014; Suwantarathip and Wichadee, 2010). Group work enables
students to have an enjoyable, stress-free course with more practice opportunity by encouraging them to
have an active role. It is understood that students like group work and find it contributes to developing their
speaking skill in a positive way. Students expect to feel confident in their learning process. Apart from
learning, they also would like to enjoy the course. Moreover, there should be group work, and vocabulary
focused courses instead of grammar-based ones. Bozok (2014) also expresses that activities should be
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designed by taking students’ needs and interest into consideration. Group work makes the course more
enjoyable and relaxed. Alrayha (2018), Chien (2004), Pattanpichet (2011), Sato (2003) and Wei (1996) state
that interaction is vital in terms of providing a practice chance, increasing available vocabulary quantity,
decreasing the fear of making mistakes in a sincere atmosphere, presenting an opportunity for students to
take ownership of their learning, which develops speaking skill. The findings also reveal the importance of
teacher qualifications. Teachers should create a comfortable and reliable environment for students to
reduce communicative tense and to improve speaking skill. Developing speaking skill requires proper
pronunciation. It is necessary for teachers to have proper pronunciation and diction because the most
effective way to correct students' mistakes is listening to teachers in the course (Uggun, 2007: 59-67).
Students are more likely to perform for teachers who are knowledgeable. In this study, students utter that
they want teachers to be moderate, knowledgeable and able to communicate well. They also think that it is
better to get feedback at the end of the course. Teachers can wait for the end of the talk to correct mistakes
to keep constant fluency and motivation.

Suggestions

In light of the findings and discussion, with the ideal number of members, group work is an excellent way
to develop speaking skill, and it should take place more often in the field. Teachers should include
cooperative activities in their program by taking students' needs and interests into account. They can create
a standard activity file in their institutions for this. Another suggestion is to have more vocabulary-focused
rather than grammar-focused work. Vocabulary should be in a context, and correct pronunciation should be
highlighted. Moreover, teachers should give feedback more attentively and mildly.

The participants in the study met once a week for one and a half hours and the study lasted six weeks.
The study was also restricted to a study group consisting of English Language and Literature Department
Preparatory School students focused on speaking skill. It is suggested that further studies test the
generalizability of our findings, with similar studies containing a more extensive study group and more
allocated time. Because of the circumstances, this study has no control group. An experimental study can be
conducted with significantly more participants. According to the findings, the most crucial reason for anxiety
is the fear of making mistakes. Additionally, it is seen that the number of students claiming that they
improved a lot is less than those students who claimed they to some extent but more than those who
claimed they improved a little. In this context, there can be further research with the variable of self-
efficacy. What's more, anxiety based on the possible peer mocking during the course can be examined to
define the situation clearly and create balanced dynamics and an incentive to talk in the learning
environment. This study can also be conducted in an elementary or a high school, and then results can be
tested.
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Tiirkge Siirimii

Giris

ingilizce dgrenenlerin sayisi azimsanamayacak kadar fazladir. Ogrenciler neredeyse ilkégretim
gagindan lisans mezuniyetlerine kadar ingilizce 6grenimi gérmektedir. Yiiksek 6grenimini tamamlayip
dil kurslarina gidenlerin sayisi da giin gectikce artmaktadir. Tim bu ¢abaya ragmen, pek ¢ok kisi
ozellikle konugsma becerilerinde yeterli olmadigini dusiinmektedir. Strdurilen uygulamalar Gniversite
dgrencilerinin ingilizce konusma becerisini gelistirmede basarisiz kalmaktadir (Zeytin, 2007). Yabanci dil
6greniminde konusma, Beebe (1983, s.43)’ye gore yiiksek risk icererek bunun sonucunda az ve yavas
kazanim saglayan Uretimsel bir beceridir. Konusma becerisi dil bilmenin 6lcttli olarak gorilmektedir.
Okuma ve yazma becerilerinden ziyade sohbet edebilme yetenegi dil 6grenimini kanitlayan ve akicilik
olarak adlandirilan 6nemli bir durumdur (Nazara, 2011).

Konusma becerisini gelistirme hedeflendiginde, dikkat edilmesi gereken en 6nemli noktalardan biri
ogrencilere iletisimsel bir ortamin hazirlanmasidir (Byrne, 1986; Murcia, 1991; Shaw ve McDonough,
1993). Alan yazin incelendiginde isbirligine dayali ve etkilesimli, 6grencinin merkezde oldugu,
akranlariyla iletisim iginde oldugu 6grenme ortamlarinin, 6grencilerin ingilizce dersine yodnelik
kaygilarini azaltabilecegini gosteren calismalara rastlanmaktadir (Atas, 2014; Campbell ve Oritz, 1990;
Kilig, 2014; Suwantarathip ve Wichadee, 2010; Tabatabaei, Afzali, ve Mehrabi, 2015; Young, 1998).
Tartisma, canlandirma, diyalog ve problem ¢ézme gibi konusmayi dolayli bir sekilde tesvik edici ve
ogrenci merkezli, konusma stratejileri ve grup calismalari iceren ayni zamanda dile maruz kalinan
iletisimsel bir yontem tercih edilmelidir (Demirel, 2007; Dornyei ve Thurrell, 1994, s.41; Willis, 1996).
Grup ¢alismasi sirasinda, dogal bir girdi artisi oldugu ve farkli seviyelerdeki konusmacilar sayesinde dile
maruz kalindigi i¢in avantaj saglandigini belirten McGroarty (1993), 6grencilerin grup konusmalarinda,
tim sinif karsisinda oldugundan daha az hata yaptigini belirtmektedir. Pica ve Doughty (1985), bu
durumu grup icindeki soru ve yanit alisveris trafigine baglayarak daha iyi anlama ve dil pratigi yapma
sansi sagladigini ileri sirmektedir. Grupla ¢alismasi, bireylerin kendi deneyimlerini yansitmalarini ve
birlikte anlam Gzerine tartismalarini gerektirir (Oxford ve Shearin, 1994). Bu strateji etkili
yonetebilindiginde, 6grencilerin daha fazla gudulendikleri ve 6z givenlerinin artarak kaygilarinin
azaldigi; benlik saygisinin ve 6grenme sorumlulugunun arttigi gériilmektedir (Abi Samra, 2001; Swain
ve Miccoli, 1994; Webb, 1985).

Ogretim yénteminin yani sira, dgrenci 6zellikleri de konusma becerisini gelistirmede &nemlidir.
Ogrenci kayg! gibi olumsuz bir durum veya 6grenmeye ydnelik olumsuz bir tutuma sahipse, bu durum
becerisini gelistirmesine engel olusturacaktir. Yabanci dil 6grenme kaygisi MaclIntyre ve Gardner (1993)
tarafindan su sekilde tanimlanir: “Ozellikle konusma, dinleme ve 6grenmeyi iceren yabanci dil 6grenme
kavramiyla gagrisim halinde olan kaygl ve gerginlik halidir”. Arastirmacilar yabanci dil 6greniminin
ozellikle de konusma becerisinin yogun kaygi yarattigi konusunda hem fikir gériinmektedirler (Chiu vd.,
2010; Horwitz vd., 1986; Maclntrye ve Gardner, 1991; Tim ve Kunt, 2013). Krashen (1985)’in
gelistirdigi Duyussal Slizge¢ Teorisine gore, dil 6grenen bireydeki kaygi, dil edinimi icin gerekli olan
anlaml girdiyi alip islemesine engel olan zihinsel bir blok olusturur. Dil siniflarinda kaygi alarm verici
diizeydedir ve dil 6grenenlerin neredeyse yarisi kaygl yasamaktadir (Campbell ve Ortiz, 1991; Young ve
Horwitz, 1991). Young (1998)'in kaygi ile basa ¢ikmada ileri siirdiigli 6neriler arasinda 6grencileri
gruplara ayirma (Koch ve Terrell, 1991, s.17; Price, 1991, s.28); 6grencilerin kendi icinde konusmalarini
saglama ve grubu destekleme (Cope-Powell, 1991, s.6); sinifta dil oyunlari oynama (Saunders ve
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Crookall, 1985, s.30) gibi isbirligine dayali 6grenmeyi gerektiren etkinlikler bulunmaktadir. Ayrica
olumlu tutum sergileyen 6grenciler daha fazla dikkat ve basari gosterirler (Gardner, 1985).

Japonya’da 2003 yilinda yapilan “Ogrencilerin Konusma Becerilerini lyilestirme” adli arastirmada Sato,
hata duzeltirken segici teknikler kullanarak ve grup calismasi uygulayarak ogrencileri gercek iletisime
cesaretlendirme ve kaygilarini azaltma Uzerine tespitlerde bulunmustur. Ona gore, 6grenciler okuma,
yazma ve dinleme becerilerinde iyi olmalarina karsin konusma becerisinde basarisizhk yasamaktadir.
Konuya iliskin en 6nemli nedenler siniflarin kalabalik olmasi, dilbilgisi odakli klasik dil 6gretme metodunun
uygulanmasi ve 6grenci 6zellikleridir. Ogrenciler etkinlikleri gereksiz ve giinlik hayatta ise yaramaz
bulmaktadir. Ayni zamanda hata yapmaktan da g¢ekinmektedirler. Sato (2003), kaygiyi azaltip anlamli
iletisim ortami saglayarak bu sorunun ¢ozilebilecegi gérusiindedir. Bu ¢6ziime yonelik gerekenler uygun
hata diizeltme tekniginin ve grup calismasinin uygulanmasidir. Kondo ve Yang Ying-Ling (2003), konusma
becerilerini kaygiyla basa ¢ikma stratejileri agisindan incelemislerdir. 93 kadin ve 116 erkek katilimci sekiz
haftalik ingilizce derslerine katilarak en ¢ok kullandiklari stratejiler belirlenmistir. En ok kullanilan
stratejilerin hazirlanma, rahatlama teknikleri kullanma, olumlu diisinme, arkadasina sorma ve vazgegcme
oldugu, boylece kaygilarini azalttiklari tespit edilmistir. Chien (2004)’in ¢alismasinda 161 6g8renci seviye
belirleme testi uygulanarak orta diizey ve ileri diizey olmak Uzere iki farkli seviye seklinde gruplanmistir.
Ayrica kontrol ve deney grubu olarak da 6grenciler ikiye ayrilmistir. Calismada 6n test son test ile haftalk
basari testi uygulanmistir. Alti haftalik uygulama sonunda, is birligine dayali tasarlanan etkinlikler yapilan
sinifta, 6grencilerin okuma pargalarini, kelime ve deyimleri daha iyi anladiklar gézlenmistir. Bunun yani
sira grup ici arkadaslarinin birbirlerinin dogruluk ve akiciliklarini 6rnek alarak uygulamaya calistiklari tespit
edilmistir. ingiliz Dili ve Ogretimi Programi 6grencilerine yénelik Giirsoy ve Karatepe (2006) ortak
¢ahismalarinda isbirlikli 6grenci merkezli egitimin dil ediniminde kullanilmasinin 6grenci tutumlarina
etkisini arastirmislardir. On test ve son test seklinde uygulanarak ve yiiz yiize gériisiilerek toplanan
verilerin analizi sonucunda 6grencilerin 6gretmenden ziyade kendilerinin etkin oldugu 6gretim sirecini
daha glideleyici buldugu ve bu teknige iliskin olumlu tutum gelistirdikleri gérilmektedir. Balemir (2009)
ingilizce konusma kaygisi nedenleri ve kaygi diizeyi ile yeterliligin iliskisini arastiran calismasinda tespit
ettigi kaygi uyandiran faktorler, 6gretim ve degerlendirme sekilleri, kisisel nedenler ve olumsuz
degerlendirilme korkusudur. Ogrencilerdeki kaygi diizeyini saptamak, konusma derslerindeki dil kaygisina
yonelik tutumlarini belirlemek ve yasanan dil kaygisini azaltmak igin alternatif bir yontem aramak
amaciyla Saglamel (2009) tarafindan yapilan c¢alismada, alti haftalik yaratici drama programi
uygulanmistir. Bu program cercevesinde rastgele secilen 22 katilimciya bir tek gruplu Ontest-sontest
¢alismasi yapilarak, programin konusma derslerindeki dil kaygisi Gzerindeki etkisi 6lglilmustir. Bulgulara
gore konusma dersi performans notlariyla kaygi diizeyleri karsilastirildiginda anlamh bir farklilik olmadigi
gorulmistir. Bunun yani sira, yaratici drama programina katilan 6grencilerin dil kaygisi seviyelerinde
kayda deger bir disus oldugu saptanmistir. Sentiirk (2010) 6grencilerin ve 6gretmenlerin akici konusma
etkinliklerine yonelik algisi ile ilgili calismasindaki nitel ve nicel analizler akiciligin dil siniflarinda mevcut
oldugunu fakat etkinlikler arasinda 6nemli farkhhklar oldugunu gostermektedir. Sonuglar, tartisma
etkinliginin daha c¢ok akicilik yaratirken, sadece bilgi aktariminin ise kayitsizlik yarattigini ortaya
cikarmistir. Biri Amerika’da, t¢li Tayvan’da olmak lizere toplam dort Universitede yaptiklar karsilastirmali
calismada Duxbury ve Tsai (2010) isbirligine dayali 6grenmenin 6grencilerin yabanci dil kaygi diizeyine
etkisini arastirmislardir. Horwitz (1986) tarafindan gelistirilen Yabanci Dil Kaygi Olgegini kullanmislardir.
Amerika’daki ve Tayvan’daki iki okulda yabanci dil kaygisi ve isbirligine dayali 6grenme arasinda 6nemli bir
iliski bulunmamistir. Sadece Tayvanh 6greticinin bulundugu bir okulda anlamli bir iliski tespit edilmistir.
Kilig (2014) isbirligine dayal 8grenme yéntemi ile ingilizce konusma kaygisini calistigl arastirmasinda, sinif
icerisinde alti hafta boyunca bir grup 6grenciye isbirligine dayali tasarlanan etkinlikler uygulayarak
ogrencilerden etkinliklerin etkililigi ile ilgili notlar alabilecegi glinlikler tutmalarini istemistir. Sonuglar,
o6grencilerin yasadiklari gerginliklerin sebeplerinin ¢esitli ve degisken oldugunu gostermistir. Sonuglarin
daha acik sergilenebilmesi icin baslica li¢ kategori belirlenmistir. Bu kaynaklar, kisisel ve kisiler arasi
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sebepler, 6gretmenin dil 6gretimi ile ilgili inanglar ve sinif i¢i uygulamalar olarak belirlenmistir. Ayni
zamanda 6grencilerin etkinlikler ile ilgili dislinceleri, isbirligine dayali tasarlanan etkinliklerin yabanci dil
siniflarinda etkili oldugunu gostermistir. Oksal (2014) isbirligine dayali 6grenme yéntemi ve teknolojinin
ogrencilerin konusma kaygilari ve motivasyon diizeyine dogrudan etkisi oldugunu dile getirmistir. B1
seviyesi 41 Universite hazirlik 6grencisi ile deney ve kontrol gruplari olusturarak ve sonrasinda 12 égrenci
ile gorismeler yaparak elde ettigi nicel ve nitel veriler ile ¢alismasini yliritmustir. Kaygi nedenleri ile ilgili
O0gretmen davranigindan ziyade degerlendirilme sekillerinin en ¢ok kaygiya yol actigi ve kaygi ile
motivasyon arasinda giiclii bir iliski bulundugu gérilmistiir. Bozok (2014) ingilizce dil 6gretiminde hem 1.
ve 4. Sinif 6grencileri hem 6gretmenlerini kapsayan kaygi ile ilgili yaptigi calismasinda, pratik eksikligi
kaynakl 6z yeterlilik algisi, 6gretici 6zellikleri, hata yapma ve olumsuz degerlendirilme korkusu ve
mikemmeliyet¢i tutumdan olusan bes etmen belirlemektedir. Sirasiyla kelime, dilbilgisi ve telaffuz
konularinda hata yapma korkusu yasadiklari anlasiimaktadir.

Konusma etkinliklerinin yeterince yapilmamasi; yapilsa dahi grup c¢alismasini icermemesi ve
konusmaya tesvik edici yontemlerin uygulanmamasindan dolayi bu beceri yeterince gelisememektedir. Bu
baglamda, grup calismasi ile tasarlanan 6grenme siireglerinin konusma becerisine iliskin sonuglarinin
birlikte incelenmesi, konusma becerisini gelistirmedeki aksakliklarin neler oldugunun anlasiimasinda ve
giderilmesinde yararli olacagi dislinilmektedir. Bu arastirmada, arastirmacilardan biri deneyimli bir
ingilizce 6gretmeni olarak yillardir ingilizce 6grenimi géren; ancak konusma becerisini tam gelistiremeyen
pek cok Ogrenci ile karsilasmaktadir ve bu noktada kaygi ve tutum gibi duyussal Ozelliklerin 6nemli
oldugunu dislinmektedir. Arastirmacilar ¢6zim olarak grup calismalarinin bir secenek olabilecegini ve
uygulamali olarak, isbirligine dayali 6grenme, kaygi ve tutum kavramlarini birlikte ele alarak yuratilen bu
arastirmadan elde edilen sonuglarin ve onerilerin politika yapicilara, egitim programi uzmanlarina ve
ogretmenlere faydal olabilecegini ummaktadir.

Bu ¢alismada, isbirligine dayali tasarlanan ingilizce konusma etkinliklerinin Gniversite hazirlik sinifi
dgrencilerinin ingilizce dersi kaygisi ve ingilizce dersine yonelik tutum diizeylerini nasil etkiledigi ve
ogrencilerin etkinliklere iliskin gorisleri belirlenmeye ¢alisilmaktadir. Bu amag dogrultusunda arastirma
sorulari su sekilde yapilandiriimistir:

1. Universite hazirlik sinifi 6grencilerine yénelik hazirlanmis isbirligine dayali tasarlanan ingilizce
konugma etkinlikleri 6grencilerin;

a. Ingilizce sinif kaygisi diizeylerini,
b. Ingilizce dersine yénelik tutum diizeylerini nasil etkilemektedir?
2. Ogrencilerin derste uygulanan etkinliklere iliskin gérisleri nasildir?

Calisma, isbirligine dayali etkinliklerin derse yonelik kaygi ve tutum Uzerindeki etkilerini belirlerken,
etkinlikler hakkindaki 6grenci gorislerini de ortaya cikartarak 6zellikle zorluk ¢ekilen konusma becerisi
tizerinde durmaktadir. ingilizce konusma becerisinin gelistiriimesi icin yapilacak olan etkinliklerin ve
bunlara iliskin bulgularin sonraki galismalara ve uygulamalara fikir verebilecegi distiniilmektedir.

Yontem

Calisma, arastirmaci ve uygulayicilarin deneyimledigi bir sorunu tanimladiklari, ¢6ziime yonelik
eylem plani olusturarak uyguladiklari ve bulgulari tartisarak alan yazina katki saglamayi hedefleyen bir
eylem arastirmasi niteligindedir. Carr ve Kemmis (1986) eylem arastirmasini; uygulamanin, uygulamayi
anlamanin ve uygulamanin gerceklestigi durumun iyilestiriimesi olarak tanimlar. Ayni zamanda
arastirma, nitel ve nicel verilerin birlikte kullanildigi karma desen tirinde bir ¢alismadir (Creswell,
2007). Karadeniz Teknik Universitesi ingiliz Dili ve Edebiyati Béliimi hazirlik sinifi 6grencilerine calisma
dncesi ve sonrasl Yabanci Dil Sinif Kaygisi Olcegi ve ingilizce Dersine Yonelik Tutum Olgegi dn-test ve
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son-test olarak uygulanmistir. Alti haftalik ve haftada bir buguk saatlik isbirligine dayali tasarlanan
konugma etkinliklerinin 6grencilerin tutum ve kaygi dizeyine etkileri incelenmistir. Ayni zamanda
ogrencilerin stirece iliskin gérusleri, odak grup goriismesi ve haftalik degerlendirme formlariyla alinarak
analiz edilmistir.

Calisma Grubu

Calismaya baslarken ilan panosunda “Kim ingilizce Konusurken Kendini Kaygili Hissediyor?” adli
duyuru bélimdeki ilan panosunda paylasilmis ve ismini yazan 6grenciler calismaya dahil edilmistir. 12
O0grenci olarak planlanan c¢alisma, devamli katihm saglayan dokuz Ogrenci ile tamamlanmistir.
Katilimcilarin altisi kadin, Ggu erkektir. Tamaminin lisede 6grenim alani yabanci dil olup; yaslari 18-19
arasinda degismektedir. Avrupa Dil Pasaportu Kriterlerine gére ingilizce yetkinlik seviyeleri B1
diizeyindedir. Universitedeki ders programlari, Genel ingilizce, Dilbilgisi, Okuma, Dinleme, Yazma ve
Konusma derslerinden olusmaktadir. Her ders haftada iki kez bir buguk saat diliminde islenmektedir. Bu
calismada, Konusma dersleri haftada bir kez bir buguk saatlik stirede islenmistir.

ingilizce Konugma Etkinlikleri

ingilizce konusma etkinliklerinin icerigi 6grencilerin ilgi ve gereksinimleri géz 6niinde bulundurularak
hazirlanmistir. Tanisma toplantisinda ¢alisma hakkinda bilgi verilerek, katilimcilardan konu ile ilgili
onerilerde bulunmalari istenmistir. Agirhikli olarak onerilen konular; different cultures (farkli kiltirler),
literature (edebiyat), movies- especially anime movies (filmler- 6zellikle anime filmler), TV serials,
(diziler), taboo game (tabu oyunu) ve news (haberler) seklindedir. Ogrenci ilgileri dikkate alinarak
konular belirlendikten sonra, Avrupa Dil Pasaportu B1 seviyesi konusma becerileri hedefleri
dogrultusunda etkinlikler hazirlanmistir. Dil pasaportunda bahsedilen hedefler kisinin bildik konular ve
faaliyetler hakkinda dogrudan bilgi alisverisini gerektiren basit ve alisilmis konularda iletisim
kurabilmesi ve kisa sohbetlere katilabilmesi seklindedir. Ogrenme ve dgretme siireci ile ilgili olarak,
isbirligi esas alinarak tasarlanan etkinlikler, iletisimsel yonteme dayali olup, 6grenen odaklidir.
isbirligine dayal kullanilan 6gretim tekniklerinden Tartisma Grubu, Ayrilip Birlesme (Jigsaw), Takim-
Turnuva-Oyun (Team- Games- Tournament) Teknikleri secilerek etkinliklere uyarlanmistir. Etkinlikler
hazirlanirken arastirmaci, katildigi seminerlerden, bazi web sitelerinden, meslektaslari ile
sohbetlerinden, daha onceki 6grencilerin geri bildirim ile 6nerilerinden ve vyazili kaynaklardan
yararlanmustir. Etkinlikler, 2—4 kisilik gruplarla calsilabilecek sekilde tasarlanmis; hem ana dili ingilizce
olan bir 8gretmen hem ana dili Tiirkge olan bir ingilizce dgretmeni ve program uzmani tarafindan
incelenmistir. Alti hafta silresince kelime oyunlari, “her saylya bir kelime” etkinligi, taboo oyunu,
Takim-Turnuva-Oyun teknigi, kelimeleri ingilizce kelimeler veya jest / mimik kullanarak anlatma, haber
ve film tartismalari, beyin firtinasi, nesi var oyunu, muzigin duygusu (uyandirdigi hisler) etkinligi ve siir
yazma etkinligi gibi kiclik ve buyiuk grup calismalari yapilmistir. Calismalarin detayli plani ve
materyaller arastirmaci ve uygulayicilarin kullanimi igin saklanmustir.

Veri Toplama Araglari

Ogrencilerin &n-test ve son-testte ingilizce dersine yénelik kaygi diizeylerini belirlemek amaciyla
nicel veri toplama araglari olarak Horwitz ve digerleri (1986) tarafindan gelistirilen 32 maddelik
Foreign Language Classroom Anxiety Scale ( FLACS ) “Ingilizce Dersine Yénelik Kaygi Olcegi”
kullanilmistir. 300 6grenci ile yapilan calismada olgegin i¢ tutarlik katsayisi (Cronbach’s alpha) .93;
glvenirlik katsayisi ise .83 olarak olarak hesaplanmistir. Calismada kullanilan “Yabanci Dil Sinif Kaygisi
Olgegi’ Aydin (1999) tarafindan Tiirkceye uyarlanmistir. Hem Tiirkge formunun hem bu calismanin
Cronbach alfa katsayisi .91 olarak hesaplanmistir. Ogrencilerin dil 6grenmeye iliskin tutumlarini
belirlemek i¢in, Aydoslu (2005) tarafindan Universite 6grencileri icin gelistirilen 30 maddelik giivenirlik
katsayisi yiiksek (.94) “ingilizce Dersine Yénelik Tutum Olgegi” uygulanmistir. Bu ¢alismada, Cronbach
alpha katsayisi .81 olarak bulunmustur.
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Ogrencilerin siirece iliskin gérislerini ortaya ¢ikartmak amaciyla nitel veri toplama araglari olarak
haftalik calisma degerlendirme formlari kullanilmis ve ¢alisma sonunda odak grup goriismesi
yapilmistir. Odak grup goriismesi “imli ve tehditkar olmayan bir ortamda 6nceden belirlenmis bir konu
hakkinda algilari elde etmek amaciyla dikkatle planlanmis bir tartismalar serisi” olarak tanimlanabilir
(Kruger ve Casey, 2000, s.4-5). Bu ¢alismada, hem ayni anda daha ¢ok katilimciya ulasmak icin hem
konu geregi grup calismasi 6n planda oldugundan odak grup gériismesi yapilmistir. Gériisme sorulari,
etkinlik sirasinda karsilasilan durumlardan yola gikilarak ve alan yazin ile ilgili tarama yapilirken elde
edilen bilgiler dogrultusunda, sondalar ile birlikte hazirlanmistir. Haftalik calisma degerlendirme formu,
Pattanpichet (2011)'in ¢alismasinda kullandigi ve i¢ uzman tarafindan incelenen, pilot uygulamasi
yapilmis bes soruluk c¢oktan seg¢meli bir formdur. Sorular 6grencilerin etkinlikler ile ilgili biligsel,
duyussal ve sosyal agidan kazanimlar edinip edinmedigi ve hangi tiir kazanimlar olduklari ile ilgilidir.

Verilerin Toplanmasi

Nicel veri toplama araglari 6n test ve son test olarak denel islemin basinda ve sonunda arastirmaci
tarafindan uygulanmistir. Ayrica, her dersin sonunda 6grencilerden haftalik degerlendirme formlarini
doldurmalari istenmistir. Siire¢ sonunda 6grencilerle odak grup goriismesi yapilarak nitel veriler ses
kaydi alinarak toplanmistir.

Verilerin Analizi

Arastirmada nicel veriler igin katilimcilarin sayisi (n=9) parametrik test yapmaya uygun olmadigi igin
parametrik olmayan testler uygulanmistir. Katilimcilarin tutum dizeylerinin 6ntest-sontest arasinda
farkhlasip farklilasmadigina bakmak igin, iliskili 6rneklemler t testinin parametrik olmayan karsilig
Wilcoxon isaretli Siralar Testi kullanilmistir. Nitel analiz siireci 6n hazirlik, verilerin kodlanmasi,
temalarin bulunmasi, verilerin kod ve temalara gére diizenlenmesi asamalariyla gerceklestirilmistir. On
hazirlik asamasinda gorlismeler tamamlandiktan sonra ses kaydi yaziya dékilmis ve 11 sayfalik veri
seti elde edilmistir. Verilerin kodlanmasi agamasinda alan yazin dogrultusunda goze ¢arpan kavramlar
not alinarak kod listesi olusturulmustur. Sonrasinda kodlardan temalara ulasilarak veriler Excel
dosyasina aktarilmis ve her bir slituna bir katihmci denk gelecek sekilde bir tablo olusturulmustur. Her
bir kod ve ait oldugu tema ile ilgili veri, anlamsal iliski kurularak agiklama seklinde tabloya eklenmistir
ve analiz, verilerin derinligine ve kapsamina gére birkag diizeyde yapilmistir. i¢ tutarliliga dikkat edilen
tematik kodlamada temanin altinda yer alan verilerin anlaml bir bitin olusturup olusturmadigi
incelenmistir. Ortaya ¢ikan temalarin timinin, arastirmada elde edilen verileri anlamli bigcimde
aciklayabilmesine iliskin kontrol yapilarak, farkli temalarin birbiri ile anlaml bir bitin olusturmasi
acisindan dis tutarlilik incelenmistir. Bu asamada tiimevarim yéntemi kullaniimis olup kodlamaya dayali
icerik analizi yapilmistir. Daha sonra bulgular, tanimlanarak yorumlanmustir.

Arastirmacinin Rolii

Arastirmacilardan biri etkinlikleri bizzat Ogrencilerin dogal ortami olan Universite dersliginde
uygulamistir. Derslerin disinda 6grencilerle daha ¢ok zaman gegirmek ve onlari tanimak adina
ogrencilerin aktif katilimlariyla hazirlanan “Shakespeare Giinii”, “ELT Konferansi” ve “Poster Sunumlari”
gibi etkinliklerde de bulunmustur.
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Gegerlik ve Giivenirlik

Nitel aragtirmada arastirilan olgu veya olayin niteligi 6n plana gikarken, nicel arastirmada bu olay
veya olgunun sayisal 6zellikleri 6nem kazanmaktadir (Kirk ve Miller, 1986). Calisma, 12 kisi olarak
planlanip, 15 kisi ile baslamistir. Calisma gilinlin ve saatinin birlikte kararlastirilmasina karsin, sinav
donemi vb. etkenlerden dolayi katilim azalmis; gondllilik esas alindigindan galisma dokuz kisi ile
tamamlanmistir. Nicel veriler, nitel verilerle desteklenerek, calismanin derinlik kazanmasi ve
gugclenmesi saglanmaya gahsiimistir. Odak grup goriismesi ve haftalik degerlendirme formlari ile elde
edilen nitel veriler, harmanlanarak tutarliga bakilmistir. Ayrica, nitel verilerden elde edilen bulgularin
sunumunda dogrudan alintilar yapilarak ¢alismanin inandiriciigi gliglendirilmeye galigiimistir.

Bulgular ve Sonug
Arastirmanin ilk sorusu “Universite hazirlik sinifi seviyesine yonelik hazirlanmis isbirligine dayali
tasarlanan ingilizce konusma etkinlikleri 6grencilerin a) ingilizce dersi kaygi diizeylerini ve b) Derse
yonelik tutumlarini nasil etkilemektedir?” seklindedir. Tablo 1 katihmcilarin kaygi 6ntest-sontest
puanlari arasindaki farkliliga iliskin ortalama ve standart sapma degerleri sunmaktadir.

Tablo 1. Katiimcilarin Kaygi Ontest-Sontest Puanlari Arasindaki Farklihda iliskin Ortalama ve Standart
Sapma Degerleri

N Min. Maks. Ort. Standart Sapma
Ontest 9 59.00 111.00 83.67 18.78
Sontest 9 54.00 77.00 63.44 8.05

Betimleyici istatistik sonuglarina gore, calismadan 6nce 6grencilerin daha kaygil oldugu (M=83.67,
$5=18.78) belirlenmistir. isbirligine dayali etkinlik galismasindan sonra kaygi seviyesinin diistiigii
(M=63.44, 55=8.05) goriilmektedir. Ontest ve sontest verileri kullanilarak yapilan Wilcoxon isaretli
Siralar Testi’'nden elde edilen bulgular Tablo 2’de verilmistir.

Tablo 2. Katiimcilarin Kayg: Ontest-Sontest Puanlari Arasindaki Farkliliga iliskin Wilcoxon isaretli
Siralar Testi Sonuglar

Ontest-Sontest N Sira Ort. Sira Top. y4 P
Negatif Sira 7 5.93 41.50
Pozitif Sira 2 1.75 3.50 -2.25 .024*
Esit 0 - -

*p<.05

Analiz sonuglari, 6grencilerin etkinlikler dncesi ve sonrasi kaygl puanlari arasinda anlamh bir fark
oldugunu gostermektedir, (z=-2.25, p<.05). Fark puanlarinin sira ortalamasi ve toplamlari son test
puani lehinde oldugu goriilmektedir. Sonuglara gére, uygulanan etkinliklerin 6grencilerin kaygilarini
azaltmada dnemli etkisinin oldugu sdylenebilir. Ogrencilerin derse yonelik tutum diizeylerine etkisinin
incelenmesi amaciyla, katilimcilardan toplanan dntest ve sontest verileri kullanilarak yapilan Wilcoxon
isaretli Siralar Testi’nden elde edilen sonuglar Tablo 3’te verilmistir.
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Tablo 3. Katiimcilarin Tutum Ontest-Sontest Puanlari Arasindaki Farkliliga iliskin Wilcoxon Isaretli
Siralar Testi Bulgulari

Sontest-Ontest N Sira Ort. Sira Top. z P
Negatif Sira 0 .00 .00

Bilissel Boyut Pozitif Sira 8 4.50 36.00 -2.54 .011*
Esit 1 - -
Negatif Sira 0 .00 .00

Duyussal Boyut Pozitif Sira 9 5.00 45.00 -2.69 .008*
Esit 0 - -
Negatif Sira 0 .00 .00

Davranigsal Boyut Pozitif Sira 6 3.50 21.00 -2.23 .026*
Esit 3 - -
Negatif Sira 0 0 0

Tutum Toplam Pozitif Sira 9 5.00 45.00 -2.67 .008*
Esit 0 - -

p<.05

Tablo 3 incelendiginde, katilimcilarin tutum 6lgeginin bilissel boyutundan aldiklari dntest ve sontest
puanlarina dayali sira ortalamalari arasinda anlamli bir fark oldugu gorilmektedir (Z=-2.54, p<.011).
Elde edilen medyan degerleri etkinlik 6ncesinde (Md=21.00) iken, etkinlik sonrasinda (Md=23.00)
seklindedir. Tutum 6lgeginin duyussal boyutuna bakildiginda, katihmcilarin bu boyuttan aldiklari 6ntest
ve sontest puanlarina dayali sira ortalamalarinda da anlamh bir fark oldugu gorilmektedir (Z=-2.69,
p<.05). Medyan degerleri etkinlik dncesi (Md=82.00), etkinlik

sonrasi (Md=96.00) olarak bulunmustur. Olgegin son boyutu olan davranissal boyutta da bulgular
benzerdir. Katiimcilarin bu boyuttan aldiklari 6ntest ve sontest puanlarina dayali sira ortalamalari
arasinda anlamli bir fark oldugu gorilmektedir (Z=-2.23, p<.05). Tutum o&lgeginin davranissal
boyutundan elde edilen medyan degerleri etkinlik 6ncesi (Md=18,00) iken, etkinlik sonrasi (Md=20.00)
seklindedir. Bu sonuglara gore, etkinliklerin 6grencilerin tutumlarinin bilissel, duyussal ve davranissal
boyutunu arttirmada etkili oldugu soylenebilir.

Alt boyutlardan sonra, isbirligine dayali tasarlanan ingilizce etkinliklerin 6grencilerin tutum ontest-
sontest toplam puanlarina dayali sira ortalamalarinda degisiklige neden olup olmadigina bakildiginda,
Ontest-sontest toplam puanlarina dayali sira ortalamalarinda beklendigi lizere anlamli bir fark
gorilmektedir (Z= -2.67, p<.05). Toplam puanlarin medyan degerleri etkinlik 6ncesi (Md=121.00),
sonrasi (Md=138.00) olarak bulunmustur. Buna gore, katiimcilarin tutum olgeginin hem alt
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boyutlarindan hem de 6lgegin tamamindan aldiklari 6ntest-sontest puanlarina dayal sira ortalamalari
arasinda sontest lehine anlamli farklilik vardir.

ikinci soru “Ogrencilerin etkinliklere iliskin gdrisleri nasildir?” seklindedir. Sorunun yaniti igin, odak
grup gorlismesi ve haftalik ¢calisma degerlendirme formlari ile elde edilen veriler harmanlanarak analiz
edilmistir. Degerlendirme formundan elde edilen veriler frekanslari alinarak Tablo 4’te sunulmaktadir.

Tablo 4. Haftalik Calisma Degerlendirme Formu

Soru ve Yanitlari Frekans (n=9)
Calisma hakkinda ne diisiiniiyorsunuz?

- Sevdim. 51

- Sevmedim. 1

Calismayl grup arkadaslarinla yapmanin daha iyi 6grenme sagladigini
disiiniiyor musunuz?

-Evet. 47
-Hayir. 0
-Emin degilim. 5

Grup arkadaglarinizla calismak size ne kazandirdi? (Birden fazla segenek
isaretleyebilirsiniz)

-Eglence, stresten uzaklik, aktif hissetme 36
-Bilgi ve daha iyi anlama 19
-Gelisme igin yararli geribildirim 9
-Glven 14
-Cesaret 16
-Isbirligi 29
Grup calismasi sirasinda ne gibi zorluklarla karsilastiniz?

-Zaman kaybi olmasi 2
-Dersten sonra bir araya gelememe 1
-isbirligi saglayamama ya da katki alamama 1
-Hicbir sey 48
Calisma sonrasi gelisiminiz ile ilgili ne diisiinliyorsunuz?

-Biraz ilerledim. 13
-Belli bir 6lglide ilerleme kaydettim. 24
-Cok ilerledim. 15

Alt haftanin sonunda beklenen toplam form sayisi 54 iken, 52 adet form toplanmistir. Ogrencilerin
geri bildirimlerinde belirtilen siklik durumuna goére, olumlu sonuglar elde edildigi soylenebilir. Tabloya
gore, 6grencilerin grup calismasina severek katildigi, etkinlikleri avantajli buldugu ve 6grenmelerine
olumlu katki sagladigini dislindikleri gorilmektedir. Etkinliklerin eglence, isbirligi, bilgi ve daha iyi
anlama, cesaret, gliven ve yararli geri bildirim agisindan fayda sagladig belirtiimektedir. Genelde grup
calismasi sirasinda olumsuz bir seyle karsilasilmadigl belirtilmistir. Cogunluk belli bir dlglide ilerleme
kaydettigini, bir grup 6grenci cok ilerledigini, digerleri de az ilerleme kaydettigini ifade etmistir. Bu
bulgular 6grencilerle yapilan goriismelerden elde edilen verilerle tutarli gériinmektedir. Elde edilen
tema ve kodlar asagida agiklanmaktadir.
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Duyussal ozellikler

e Hata yapma korkusu

Ogrenciler genelde konusma becerisine iliskin kaygi ve endise duyduklarini; bazi nedenlerden dolay:
konusmaktan cekindiklerini belirtmislerdir. Bunun en énemli nedeni, hata yapma korkusudur. Ornegin
G3 bunu soyle agiklamaktadir:“..Bazen biliyorum, séylemek istedigimi ifade etmek istiyorum ama
korkuyorum hata yapmak beni cok korkutuyor.” Ogrenci konusmak istese de hata yapmaktan
korktugunu belirtmistir. Dogru kelime bulamama da endise yaratabilmektedir. “..Dogru kelimeyi
bulamamak, mesela basliyorum ondan sonra distiniiyorum acaba nasildi, endiselendigim igin
bildiklerimi de unutuyorum...” seklinde gorislerini bildiren G1, bu endisenin bildiklerini unutacak
derecede kaygi seviyesine yol agtigini vurgulamaktadir. Dogru séylenim (telaffuz) agisindan bir 6grenci,
sinif ortaminda diger 0Ogrencilerin alayci tepkilerinden olumsuz yoénde etkilendigini dile
getirmistir:“...konusurken kelimelerin telaffuzuna 6nem gdésteririm ki arkadaslarimdan tepki almayayim
ve hata yaptigimda giilinmesi performansimi olumsuz etkiler...” (G5). Bu noktada 6grencilerin dogru
kelimeyi bulamama, yanls telaffuz gibi hatalarin neden oldugu kaygiy! azaltan ya da ortadan kaldiran
givenli ve eglenceli 6grenme ortamlari aradig1 distinidlmektedir.

e Giiven

Ogrenciler grup calismalarinin giiven duygusunu arttirdigini ifade etmektedirler. Ornegin G6 bu
durumu “...Grup olarak ¢calismanin endisemi azalttigini diisiiniiyorum. Bu dénemin basinda herhangi bir
konuda ilk konusmaktan c¢ekinirdim; fakat bu simdi dedisti Kendimi daha rahat
hissediyorum...”seklinde agiklamaktadir. G4, grup ¢alismasinin giiven artigi agisindan yararini “..Tek
basima sus pus oturmaktansa grupla bir olup bir seyler yapabilmek beni olumlu etkiledi. Kendime
glivenim artti. Giivenim arttikca heyecanim azald....” s6zleriyle desteklemistir. G5 daha 6nce dilbilgisi
(grammar) odakli konusmaya calistigini; ancak diyaloglar sayesinde bunu biraz daha asarak 6zgiiveninin
arttigini soyle belirtmektedir:“...Speaking im[konusmam] gelisti, ben hi¢c konusamiyordum, ger¢i simdi
de konusamiyorum ama daha 6zglivenliyim, eskiden bes saat dlisiiniirdiim, karsimdaki yorulurdu beni
dinlemekten, artik daha ézgiivenli konusuyorum.” Degerlendirme formunda bu gorislere paralel
olarak, gliven duygusu ve cesaret, grup ¢alismasinin kattigi olumlu 6zellikler olarak vurgulanmaktadir
(Bakiniz Tablo 4).

e Eglence

Ogrenciler konusma derslerine gelirken istekli olduklarini belirtmislerdir. Bu istek, dersleri eglenceli
bulmalarina baglanabilir. G5, “..Bugiin yine eglenecediz diye geliyorduk; ¢iinkii gergin ortam yok
hocam.” ifadesi ile bunu somutlastirmaktadir. G2, eglenceli derslerin ihmli ortam olusturdugunu ve
boylece daha rahat hissettigini “...Grup calismalari eglenceli oldugu icin daha samimi bir ortam oldu ve
daha rahat oldum. Ayni zamanda kendimi stressiz hissettim...” seklinde agiklamistir. Derslerin eglenceli
gecmesinde konu sec¢iminin etkisi oldugu soylenebilir. Konulari ilgi cekici ve eglenceli bulan G2,
“..Konular edglenceli ve ilgi gekiciydi ¢ok edlendim. Gergcekten arkadaslarimla ¢ok eglendim. Yillardir
bekledigim speaking [konusma] dersi buydu. Konusma dersleri hep bu sekilde stressiz ve eglenceli
gecmeli.” sozleriyle bunu dogrulamaktadir. Degerlendirme formlarinda stresten uzaklik, eglenme,
kendini aktif hissetme secenegi cogunlukla isaretlenmistir. Toplamda 51 kez isaretlenen ‘sevdim’
secenegi, grup calismasinin eglenceli bulunmasiyla agiklanabilir (Bakiniz Tablo 5).
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Sosyal Ortam ve Etkilesim

Ogrenciler farkli kiiltiir ve dile sahip bireylerle birlikte olmakla ilgili de gériis belirtmektedir. G4 farkl
kiltire ait farkl insanlarla etkilesim icerisinde olmak istedigini soyle dile getirmistir:“..Yabanci
insanlarla konusabilmek, anlasabilmek, onlarin kiiltiirlerinin ne oldugunu 6grenebilmeyi ¢ok
istiyordum...” G3, “...Polonya’ya gittigimde sunu gérdiim, séyle diisiinelim, yurt disindan biri geldigini
diistinelim, Sultan Ahmet’e gitmek istiyorum demiyor, ciimlesi 6zne yiiklem Tiirkce formatinda degil,
ben var Sultan Ahmet gitmek diyor, biz de ayni hatalari yaptigimizda giilmediler, rahatladim.” ifadesi ile
sosyal ortam igerisinde beceriyi gostermek konusunda rahatlama lizerinde durmaktadir.

Ogrenciler ¢alismanin dgrenme ortamindaki etkilesime katkilari (izerinde durmaktadirlar. G4 diger
ogrencilerle etkilesimindeki artisi soyle aciklamaktadir: “..derslere ilk geldigimde sinifta neredeyse
kimseyi tanimiyordum. Bilmedigim bir ortamda konusurken heyecanlaniyorum. Konusmak istemiyorum.
ilk geldigimde késede geldim

oturdum, bir saat dinledim ve kalkip gittim; ama su an bir seyler yapiyoruz, yaptik, giizeldi.” G1, “...
diyelim grupta bes kisiyiz, herkes bir sey kattik¢a insan grup ¢alismasini sever, yaptidi isten de memnun
olur...” sozleri ile bu durumu desteklemektedir. Etkilesim sirasinda bilgi alisverisi artmakta ve olaylara
baskasinin penceresinden bakabilme firsati saglanmaktadir. Bu durum “Arkadaslarimdan fikir almak
yararli oldu; grup ¢alismasinin olumlu katkisiydi. Grup ¢alismasi bilgi alis verisi sagladi. Ayni zamanda
beni cesaretlendirdi ve mutlu oldum.” (G2) ifadesinde somutlagsmaktadir.

Grup calismalarinin rahat ve eglenceli 6grenme siireci sagladigi, béylece duyulan kayginin yerini
givene birakarak olumlu ortam olustugu ve kisiler arasi etkilesimin artarak pratik yapma sansinin da
arttig1 soylenebilir. Etkilesimin dengeli oranda gerceklesebilmesi icin sayi belirtilmistir. G1, “..Diger
zamanlarda grup c¢alismasinda zorluklar yasadim. Anlasamadigimiz noktalar olmustu; ancak bu
etkinlikleri yaparken sorun yasamadim. Aksine eglenceliydi. Sanirim grup sayisi ¢ok olmadigi igin.
Maksimum dért kisi olmali bence. Fazla olunca séz hakki olmuyor ya da anlasmazlik oluyor.” ifadesini
kullanmistir. Degerlendirme formlari incelendiginde, “etkilesimi saglayan isbirligi ve geri bildirim alma”
kavramlari grup calismasinin sagladigi diger 6zelliklerdir (Bakiniz Tablo 5).

Biligsel Ozellikler

Ogrenciler ders &ncesi konuyla ilgili arastirma yaparak ve notlar alarak hazrlandiklarini
belirtmektedirler. Konuyu 6nceden bilmeseler de konusma oncesi disiincelerini toparlayarak yazip,
sonrasinda soz olarak bunlari paylasmaktadir. G3, bu durumu “Yazmamin sebebi kendimi daha iyi ifade
edebiliyorum; ¢linkii parmadgimi kaldiriyorum ve sonrasi gelmiyor ama yazdigimda su séyleydi
diyebiliyorum.” sozleri ile agiklamaktadir. Hazirlik telaffuzla ilgili de olabilmektedir; ¢linkii bu konusma
becerisinin gelismesinde 6nemlidir. Bu yilizden, 6grencilerin bazi etkinliklerden 6nce disliniip not
almalari ve arastirma yapabilmeleri saglanmistir. Ayrica, fikirlerini paylasarak daha iyi anladiklarini ve
verimli bir 6grenme ortami saglandigini diisinmektedirler. Bazilari formlarda az, bazilar belli bir
olglide, bazilari ise ¢ok ilerleme kaydettiklerini belirtmislerdir (Bakiniz Tablo 4).

Ogretici Ozellikleri

Ogrenciler kaygi durumlarina &greticinin etkisini de eklemislerdir. G5 “..hocadan hocaya
dedisiyor...” seklinde konusmustur. Ogrencilere gore, hatalari diizeltme yéntemi ve konuya hakim
olmasi gibi noktalarda 6gretici 6zellikleri 6nem tasimaktadir. Calismayi yiriiten arastirmaci, ders
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sirasinda yanhs sdylenen kelimeleri not alarak, ders sonunda tahtaya yazip 6grencileri galistirmigtir.
Hatalarin konusma sonunda diizeltilmesi olumlu karsilanmistir. Bunun dikkat dagitmadigina ve akiciligi
koruduguna deginilmistir. Ayrica donutlerin ilimh bir sekilde yapilmasi gerektigi vurgulanmistir. Bu
beklentiler G3’lin “...Konusmadan sonra hatalar diizeltilse daha iyi olur; ¢iinkii béliinmeler olmaz insan
béliindiigiinde konusurken karistirabiliyor. Bir de pat diye diizeltmek degdil de sessizce diizeltmek
konusma esnasinda ya da sonradan...” ifadelerinde netlesmektedir. Ogretici tavirlarinin &grencideki
etkisini G1 “Konusurken hoca fazla ciddi bir tavir takinirsa ister istemez geriliyorum ve acaba yanls mi
yaptim diye diisiintiyorum.” seklinde dile getirmektedir. Iliml tavirla yaklagan 6greticinin, sinif ortamini
rahatlattigi distinulmektedir. G2, “...Hocamiz giiliimsedidi ve espri yapip daha rahat bir ortam sagladigi
icin kendimi rahat hissettim...” seklinde konusmustur. G3,“...Siz rahatsiniz hocam, biz rahatiz...” ifadesi
ile 6gretici tavrinin etkisini dile getirirken; olumlu tavirlarin 6grenmelerine etkilerini G6, “...Kendimizi
daha rahat ifade edebiliyoruz ve dersiniz gercekten faydaliydi, hem speakingimiz [konusmamiz] gelisti,
anksiyetemiz (kaygimiz) azaldi hem de ¢ok fazla sey 6grendik phraselerden (séz Gbekleri) tutun da
kaliplara kadar. Sunum teknikleri de ayni zamanda...” seklinde agiklamaktadir.

Tartigma, Yorum ve Oneriler

Calismanin sonucunda, etkinliklerin 6grencilerin kaygl durumunu azalttigi ve daha olumlu tutuma
sahip olduklari anlasilmaktadir. Alinan gorisler, kaygli durumunun nedenlerine ve daha verimli ders
ortaminin nasil olmasi gerektigine dair fikir vermektedir. Duyulan kayginin en 6nemli nedeni, hata
yapma korkusudur. Ogrenciler igerige iliskin bilgi sahibi olmanin ya da kelime secimi ve ciimle yapisi ile
ilgili hazirlanmanin konusma sirasinda énemli oldugunu belirtmektedirler. Kaygi nedenleri olarak hata
yapma korkusu, alay edilme, akranlari ve 6gretmenleri tarafindan olumsuz degerlendirilme korkusu,
kelime eksikligi, mikemmeliyetci tutum, hata dizeltmede Ogretici yaklasimi, sikici ve ilgi cekmeyen
egitim durumlari 6n plana ¢ikmaktadir (Aydemir, 2011; Aydin, 1999; Balemir, 2009; Bozok, 2014; Chiu
vd., 2010; Oksal, 2014; Oztiirk ve Giirbiiz, 2014; Price, 1991; Subasi, 2010; Koch ve Terrel, 1991).

Ogrenciler cesaret veren, yerinde geri bildirimde bulunan, konuya ve telaffuza hakim ve bunu
rahatca aktarabilen Ogreticilerle kendilerini rahat hissederek gilidiilenmektedirler. Hatalarin
o6grenmenin dogal bir pargasi oldugu konusunda 6grenciler bilgilendirilmelidir ve hatalari hos
karsilayarak dgrenmeleri saglanmalidir (Price, 1991; Stroud ve Wee, 2006). Ogrenciler iimli yaklasan,
geribildirimi 6zenle yapan, mizah anlayisini dersle bagdastirabilen, alanina hakim 0Ogretici profili
beklemektedirler. Boylece dersin daha gtivenli ve eglenceli olabilecegi séylenebilir. Young (1999, 5.427)
da ogrencideki kayginin 6greticinin metodu ile ilgili yolunda ve dogal olmayan bir durumun isareti
olabilecegini ileri slirmektedir.

Bir diger bulgu, etkinliklerin derse yonelik tutumu olumlu etkileyebilecegini gostermektedir. Alan
yazinda isbirligine dayali tasarlanan 6grenme ortamlarinin 6grencilerin derse yonelik olumlu tutum
gelistirmelerine ve performanslarina katki saglayan bazi ¢alismalara rastlanmaktadir (Copur, 2011;
Glirsoy ve Karatepe, 2006; Hassan, 2013; Kartal, 2014; Suwantarathip ve Wichadee, 2010). Grup
calismasinin eglenceli, stresten uzak, pratik yapma olanagiyla, 6grencilerin daha etkin olduklari bir
ortam sagladigl soylenebilir. Ogrencilerin grup calismasini sevdigi, avantajli buldugu ve grup
calismalarinin  konusma becerilerini gelistirmede onlara olumlu katki sagladigini disindikleri
anlasilmaktadir. Ogrenciler giivende hissettikleri ve 6grenirken eglendikleri egitim durumlari
beklemektedirler. Bunu saglayabilmek icin, konu seg¢imlerinin kendi ilgi ve gereksinimlerine yonelik,
yogun dilbilgisi yerine daha kelime odakh ve grup calismalarinin yer aldigi ortamlar diizenlenebilir.
Bozok (2014) da konusma etkinliklerinin 6grencilerin fikir ve secimlerinin dikkate alinarak tasarlanmasi
gerektigini ve grup c¢alismasinin derste eglenceli ve rahat ortam sagladigini ifade etmektedir. Grup
calismalarina iliskin olarak Alrayha (2018), Chien (2004), Pattanpichet (2011), Sato (2003) ve Wei
(1996) etkilesimin pratik yapma sansini ve mevcut kelime dagarcigini arttirdigini, samimi ortam
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saglayarak hata yapma korkusunu azalttigini, kendi 6grenme sorumlulugunu alma sansi sundugunu ve
boylece dil becerilerini gelistirildigini belirtmislerdir.

Bulgular, 6gretici 6zelliklerinin dnemini de aciga cikarmaktadir. iletisimsel gerginligi azaltmak ve
ogrencilerin konusma yetenegini gelistirmek icin Ogretici, 6grencilerin kendilerini rahat ve glivende
hissedebilecekleri tlimh sinif ortami olusturmalidir. Konusma becerisi gelistiriimede hedefe ulasabilmek
icin, Ogreticinin telaffuzunun ve diksiyonunun diizglin olmasi gerekir; ¢lnkld Ogrencilerin
konugmalarindaki hatalari duzeltmelerinin en etkili yollarindan biri, 6greticilerinin  konusmasini
dinlemeleridir (Uggun, 2007: 59-67). Ogreticinin konuya hakim olmasinin verdigi given, &grenci
tarafindan anlasilir ve bu onu derse baglar. Bu ¢alismada, 6greticinin iml, konusuna hakim ve olumlu
iliski kurma o&zellikleri dgrenciler tarafindan sikca dile getirilmektedir. Ogrenciler geri bildirimin,
konusma sonunda verilmesinin daha iyi oldugunu distinmektedir. Hatalarin diizeltilmesinde, akiciligin
bozulmamasi ve motivasyonun diismemesi agisindan konusmanin bitmesi beklenebilir.

Bulgular ve tartisma 1siginda uygulamalara doénuk isbirligine dayali, 06grencilerin ilgi ve
gereksinimlerinin dikkate alindigi etkinlikler arttirilabilir. Ayrica, dilbilgisinden ziyade kelime odakli ve
baglam icinde kullanim ile dogru telaffuzun vurgulandigi bir anlayisla 6gretici o6zelliklerinin
dgrencilerdeki kaygiy! azaltan bir 8riintii sunmasi 6nerilebilir. Ogreticiler kurumlarinda isbirligine dayal
etkinliklerin bulundugu ortak dosya olusturup paylasabilirler ve 6grencilere dénit verirken daha tlimh
ve dikkatli olabilirler. Bununla birlikte, arastirmada katilimci sayisi giderek azalmistir. Kontrol grubunun
da yer aldigi, deneysel olarak daha giglii ve katilimci sayisinin daha fazla oldugu ve daha uzun sireyi
kapsayan benzer ¢alismalar yapilarak buradaki sonuglarin genellenebilirliginin test edilmesi gerektigi de
onemli gorilmektedir. Ayrica ¢calismada 6grenciler gelisimlerini degerlendirirken az, bir 6lglide ve ¢ok
seceneklerini isaretlemislerdir. Bu noktada 6z yeterlik degiskeni de ele alinarak ayrica bir ¢alisma
yapilabilir. Ozellikle hata yapma korkusuna dayali olasi alay edilme kaygisi ile ilgili durumun
belirlenmesine yénelik daha dengeli bir sinif dinamiginin olusmasi ve konugsmanin baslatilip arttirildig
6grenme ortami saglayabilmek icin arastirmalar onerilebilir. Bu ¢alisma farkh Universite bolimlerinde
ya da lise dlizeyinde de uygulanip sonuglari test edilebilir.

1207



TOPCU & BASBAY — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 1184-1210

References

Abi Samra, Nada (2001). Team Building Workshop - Cooperative Learning, notes for the workshop
presentation, retrieved from http://www.nadasisland.com/team/cooplearning.html 2009-12-12.

Alrayha, H. (2018). The Effectiveness of Cooperative Learning Activities in Enhancing EFL Learners’ Fluency.
English Language Teaching, Vol. 11, No. 4, 2018 ISSN 1916-4742 E- ISSN 1916-4750 Published by
Canadian Center of Science and Education.

Atas, M. (2014). The reduction of speaking anxiety in EFL learners through drama techniques. Master’s
Thesis, Cag University, Graduate School of Social Sciences, Mersin.

Aydin, B. (1999). Konusma ve yazma siniflarinda kayginin nedenleri.Yayimlanmamis doktora tezi, Anadolu
Universitesi, Sosyal Bilimler Enstitiisii, Eskisehir.

Aydemir, O. (2011). Gazi Universitesi Hazirlik Sinifi Ogrencilerinin Yabanci Dil Kaygi Diizeylerinde Ogretim
Yili Siirecinde Olusan Dedisiklikler Uzerine Bir Arastirma. Yiksek Lisans Tezi, ingiliz Dili Egitimi Anabilim
Dali, Gazi Universitesi, Ankara.

Aydoslu, U. (2005). Ogretmen adaylarinin yabanci dil olarak ingilizce dersine iliskin tutumlarinin
incelenmesi (B.E.F. 6rnedi). Yiiksek Lisans Tezi, Siileyman Demirel Universitesi, Sosyal Bilimler Enstitiis{,
Isparta.

Balemir, S. H. (2009). The sources of foreign language speaking anxiety and the relationship between
proficiency level and degree of foreign language speaking anxiety. Master’s Thesis, Bilkent University,
Graduate School of Social Sciences, Ankara.

Beebe, L. (1983). Risk-taking and the language learner. H. Seliger and M.H. Long. (Eds.).Classroom oriented
research in second language acquisition.MA: Newbury House.

Bozok, D. (2014). Investigating speaking anxiety of university EFL students: The case of instructors and
students. Master Thesis, 18 Mart University, Graduate School of Social Sciences, Canakkale.

Byrne, D. (1986). Teaching Oral English. England: Longman Group Limited.

Campbell, C. M. and Ortiz, J. (1991). Helping students overcome foreign language anxiety: A foreign
language anxiety workshop. E.K. Horwitz and D. J. Young. (Eds.).Language anxiety: From theory and
research to classroom implications (pg. 153-168). New Jersey: Prentice-Hall.

Carr, W. and Kemmis, S. (1986) Becoming Critical: education, knowledge and action research. Lewes:
Falmer Press.

Chien, Y.(2004). Incorporating cooperative learning in Taiwan English as foreign language EFL
classrooms. Doctoral dissertation, University of Central Florida, College of Education, Florida.

Chiu, C. Y., Chang, K. C., Chen, K. Y., Cheng, W. Y,, Li, P. S., and Lo, Y. C. (2010). College students’ English-
speaking anxiety at the foreign language corner. Journal of National Formosa University, 29(1), 105-
116.

Cope-Powell, J. (1991). Foreign language classroom anxiety: Institutional responses. E. K. Horwitz and D. J.
Young (Eds.), Language Anxiety from theory and research to classroom implications (pg.169-176). New
Jersey: Prentice-Hall.

Creswell, J. W. (2007). Educational research: Planning, conducting, and evaluating quantitative and
qualitative research. Lincoln, Nebraska: Pearson.

Copur, G. (2011). Ingilizce Hazirlik Siniflarinda isbirligine Dayali Ogrenmenin Odgrencilerin Dért Dil
Becerisine Etkisi.Yliksek Lisans Tezi, Egitim Bilimleri Anabilim Dali, Sosyal Bilimler Enstitlisii, Hacettepe
Universitesi, Ankara.

Demirel, 0. (2007). Kuramdan uygulamaya editimde program gelistirme. Ankara: Pegem Akademi.

Dornyei, Z. and Thurrell, S. (1994). Teaching conversational skills intensively: course content and rationale.
ELT Journal, 48(1), 40-49.

Duxbury, J. G. and Tsai, L. (2010).Foreign language anxiety in relation to cooperative learning: A
Comparative Study of Taiwanese and American Universities./nternational Journal of Instruction.3(1), 3-
18.

1208



TOPCU & BASBAY — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 1184-1210

Gardner, R.C. (1985). Social psychology and social language learning: The role of motivation and attitudes.
London: Edward Arnold.

Glrsoy, E. and Karatepe, C. (2006). Attitudes of student teachers towards collaborative and student-
centred learning in an EFL teacher education setting. KaratepeEgitim Fakiiltesi DergisiXiX(1),135-152.
Hassan, R. (2013). Discourse analysis in group work interaction in a task-based and cooperative classroom.
Master Thesis, Graduate School of Social Sciences, Department of English Language Teaching, Ufuk

University, Ankara.

Horwitz, E. K., Horwitz, M. B. and Cope, J. (1986) Foreign language classroom anxiety. The Modern
Language Journal, 70(2), 125-132.

Horwitz, E. K., and Young, D. J. (1991) Language anxiety: From theory and research to classroom
implications. New Jersey: Prentice-Hall.

Kartal, S. (2014). isbirlikli Ogrenme Yoénteminin Odgrencilerin ingilizce Dersine Yénelik Tutumlarina ve
Basarilarina Etkileri. Egitim Bilimleri Enstitiisii, Egitim Programlar ve Ogretim Anabilim Dali, inéni
Universitesi, Malatya.

Kilig, N. (2014). A case study on collaborative group activities to reduce EFL learners’ foreign language
speaking anxiety in a university context. Master’s Thesis, Cag University Graduate, School of Social
Sciences, Mersin.

Kirk, J. and Miller, M. L. (1986).Reliability and validity in qualitative research. Beverly Hills, CA: Sage.

Koch, A. and Terrell, T. D. (1991). Affective reactions of foreign language students to Natural Approach
activities and teaching techniques. E. K. Horwitz and D. J. Young. (Eds.)Language anxiety(pg. 109-125).
London: Prentice-Hall.

Kondo, D.S. and Ying-Ling, Y. (2003) Strategies for coping with language anxiety: The case of students of
English in Japan.ELT Journal, V. 58, Issue 3. (s.258-265).

Krashen, S. D. (1985). The input hypothesis: Issues and implications. New York: Longman.

Krueger, R. A. and Casey, M. A. (2000). Focus groups: A practical guide for applied research (3rd ed.).
Thousands of Oaks, CA: Sage.

Maclintyre, P. D. and Gardner, R. C. (1991) Methods and results in the study of anxiety and language
learning: A review of the literature. Language Learning, 41(1), 85-117.

McGroarty, M. (1993). Cooperative learning and second language acquisition. D.D. Holt (Ed.), Cooperative
learning: A response to linguistic and cultural diversity (pg.19-46). Mchenry: Center for Applied
Linguistics and Delta Systems.

Murcia, M. C. (1991). Teaching English as a Second or Foreign Language. Boston: Heinle and Heinle
Publishers.

Nazara, S. (2011). Students’ perception of EFL speaking skill development. Journal of English Teaching,1(1),
28-43.

Oksal, B. (2014). isbirlik¢i 6§renme yéntemi ve teknolojinin yabanci dil 6Grenen érencilerin konusma
kaygilari ve motivasyon diizeyleri iizerine etkileri: Ozel Universitede bir durum calismasi. Yiiksek Lisans
Tezi, Bahgesehir Universitesi, Sosyal Bilimler Enstitiisi, istanbul.

Oxford, R. and Shearin, J. (1994). Language learning motivation: Expanding the theoretical framework.
Modern Language Journal, 78, 12-28.

Oztiirk, G. and Giirbliz, N. (2014). Speaking anxiety among Turkish EFL learners: The case at a state
university. Journal of Language and Linguistic Studies, 10(1), 1-17.

Pattanpichet, F. (2011). The effects of using collaborative learning to enhance students’ English speaking
achievement. Journal of College Teaching and Learning, Vol. 8, No. 11,1-10.

Pica, T. and Doughty, C. (1985). The role of group work in classroom second language acquisition. SSLA, 7,
233-248.

1209



TOPCU & BASBAY — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(2), 2020, 1184-1210

Price, M. L. (1991). The subjective experience of foreign language anxiety: interviews with highly anxious
students. E. K. Horwitz and D. J. Young (Eds.) Language anxiety: From theory and research to the
classroom (pg.101-108). New Jersey: Prentice-Hall.

Saglamel, H. (2009). An experimental study on the role of creative drama in alleviating language anxiety in
speaking classes with reference to teachers and learners’ perceptions of language anxiety. Yiksek
Lisans Tezi. Karadeniz Teknik Universitesi Egitim Bilimleri Enstitiisii, Trabzon.

Sato, K. (2003). Improving our students’ speaking skills: Using selective error correction and group work to
reduce anxiety and encourage real communication. Akita Senior High School. A project at Georgetown
University sponsored by the Japanese Government: Japan.

Saunders, D. and Crookall, D. (1985). Playing with a second language. Simulation/Games for Learning, 15,
8-17.

Shaw, C. and McDonough, J. (1993). Materials and Methods in ELT. Oxford: Blackwell Publishers.

Stroud, C.and Wee, L.(2006). Anxiety and identity in the language classroom. RELC Journal,37, 299-307.

Subasi, G. (2010). What are the primary sources of Turkish EFL students anxiety in oral practice? Turkish
Online Journal of Qualitative Inquiry, 1(2). 29-49. Retrieved from
http://www.acarindex.com/dosyalar/makale/acarindex-1423932623.pdf.

Suwantarathip, O. and Wichadee, S. (2010). The Impacts of Cooperative Learning On Anxiety And
Proficiency In An EFL Class. Journal of College Teaching and Learning — November 2010 Vol 7, No 11.
Bangkok, Thailand.

Swain, M. and Miccoli, L. S. (1994). Learning in a content-based, collaboratively structured course: The
experience of an adult ESL learner. TESL Canada Journal, 12, 15-28.

Sentlrk, B. A. (2010) Teachers’ and students’ perceptions of flow in speaking activities. Master’s Thesis,
Bilkent University Graduate School of Social Sciences, Ankara.

Tabatabaei, O., Afzali, M. and Mehrabi, M. (2005).The Effect of Collaborative Work on Improving Speaking
Ability and Decreasing Stress of Iranian EFL Learners. Mediterranean Journal of Social Sciences, Vol 6,
No 4.

Tim, D. 0. and Kunt, N. (2013). Speaking anxiety among EFL student teachers. Hacettepe Universitesi
Egitim Fakiiltesi Dergisi, 28(3), 385-399.

Uggun, D. (2007). Konusma egitimini etkileyen faktérler. Erciyes Universitesi Sosyal Bilimler Enstitiisii
Dergisi (22), 59-67.

Webb, N. M. (1985). Student interaction and learning in small groups: A research summary. In R. Slavin, S.
Sharan, S. Kagan, R. Hertz-Lazaorwitz, C. Webb, and R. Schmuck (Eds.), Learning to cooperate,
cooperating to learn. New York: Plenum Press, 147-172.

Wei, C. L. (1996). Perceptions of Taiwanese college EFL learners about cooperative learning. Educational
Research, 4(6)13-25.

Willis, J. (1996). A framework for task-based learning.Essex: Longman.

Young, D. J. (1998). Affect in the foreign language and second language learning: A practical guide to
creating a low-anxiety classroom atmosphere - Boston: The McGraw-Hill.

Zeytin, O. (2007). Effective Techniques in Teaching Speaking Yayimlanmamis Yiiksek Lisans Tezi, Dokuz
Eylil Universitesi, izmir.

1210


http://www.acarindex.com/dosyalar/makale/acarindex-1423932623.pdf

