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ABSTRACT

This study aims to review master theses and doctoral dissertations
which were conducted upon translanguaging and catalogued on the
official website of the Council of Higher Education, the National
Theses Database in Tirkiye. The theses and dissertations were
analyzed in terms of emerging themes, research design, participants,
data collection, and data analysis tools. There were 10 master theses
and seven doctoral dissertations in the database. The gathered data
were subjected to summative content analysis. According to the
findings, while individual differences were the most studied theme in
the master theses, it was the teaching methodology in the doctoral
dissertations. Moreover, a mixed method was the most preferred
research design, and tertiary level students were the most common
participants in both groups. Finally, interviews were the most
employed data collection tools while qualitative content analysis and
descriptive statistics were the most preferred data analysis tools in both
groups. Further educational implications are discussed.
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Introduction

The term translanguaging (TL) was initiated by Cen Williams in 1996 via a Welsh
word, namely trawsieithu, to define a deliberate transition between English and Welsh
while speaking and writing in a classroom setting (Andrews et al., 2018). Grosjean (2010,
p. 4), on the other hand, makes an inclusive definition of bilingualism by defining
bilinguals as people possessing both linguistic competence and performance via knowing
and using at least two languages in their daily lives. Finally, Wei (2018) approaches
translanguaging as a practical theory and considers it ‘as a multilingual, multisemiotic,
multisensory, and multimodal resource that human beings use for thinking and for
communicating thought’ (p. 26). According to Wei, rather than replacing code-switching,
the term translanguaging highlights historical, political, and ideological aspects of
languages. Thus, the term is stated to be an important tool for bilingual or multilingual
educational contexts.

In line with the afore-mentioned definitions, a number of studies have been
conducted on translanguaging with regard to bilingual education in different contexts. For
instance, Creese and Blackledge (2010) recommended employing bilingual approaches
rather than monolingual approaches and proposed a flexible educational approach in
Chinese and Gujarati community language schools in England. Based on in-class
observations and audio-recordings, the authors concluded that a flexible bilingual
pedagogy encompasses several key strategies. These include repetition and translation in
different languages, engaging the audience, fostering identity positions, acknowledging the
necessity of using various languages to convey meaning, using multiple languages
simultaneously for diverse objectives, and enhancing access to the curriculum and
achievement. Also, Yuvayapan (2019) investigated the perspectives of Turkish EFL
teachers on TL via a questionnaire, classroom observations, and semi-structured
interviews. It was revealed that the participating teachers’ views did not match their
practices about L1 usage. Despite their positive views on employing TL in their classes,
the teachers listed stakeholder expectations (from institution, colleague, parents) as
limiting factors, inhibiting frequent use of TL. Specifically, the participants avoided using
Turkish, though they attached importance to using L1 to assist students with a lower level
of linguistic proficiency to make clarifications and teach vocabulary. It was observed that
the teachers held classroom-based and student-based aims while employing TL rather than
adopting a systematic approach to enhance the L2 performance of their students.
Consequently, the mismatch between the participants’ perceptions and practices was
attributed to institutional and contextual factors since TL was considered to be an obstacle
in teaching foreign languages by relevant stakeholders.

To contribute to the newly emerging literature on TL, this study aims to offer a
systematic review of master theses and doctoral dissertations about TL in the Turkish EFL
context in terms of emerging themes, participants, research design, data collection, and
analysis tools. In this way, the findings of the current paper could shed light on the nature
of TL-related studies, demonstrate what still needs to be done for further methodological
considerations, and offer a research space for future researchers.

© 2023 Journal of Language Education and Research, 9(2), 223-246
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Literature Review

When the relevant literature on TL is reviewed, it is seen that previous studies
focused on its definitions, applications, advantages, and challenges. TL is a controversial
issue among scholars regarding its definition and epistemological underpinnings in that
while TL practices are welcomed and accepted by some scholars and practitioners, some
opponents who criticize the theoretical foundations of TL or welcome it partially (Vogel &
Garcia, 2017). To start with definitions, Canagarajah (2011) sees TL as an ability which
multilingual speakers refer to via their diverse linguistic repertoire to move among various
languages. Similar to Garcia (2009), Lewis et al. (2012) argue that TL is a unique concept
in terms of both definition and usage and make a distinction between TL and code-
switching and translation. The authors consider TL as a context-bound and sociolinguistic
concept and attribute an ideological and political side to it. Additionally, MacSwan (2017)
offered codeswitching, translation, and borrowing as examples of TL and proposed ‘an
integrated multilingual model of individual bilingualism’ for TL, claiming that although
bilinguals possess diverse grammar, they rely on one language repertoire. On the other
hand, Fang and Xu (2022) mention the common traits of Global Englishes and TL by
questioning the ideology of native speakerism and favoring various discursive practices in
classroom settings. The authors claim that these two concepts can complement each other
in English Language Teaching (ELT) in the future. All things considered, TL could be
defined as a perspective which extends to include all language learners to explain how they
manage their mental processes for comprehension and production via employing their
diverse linguistic repertoire dynamically to fulfill educational purposes (Conteh, 2018;
Duarte, 2020; Lewis et al., 2012; Vogel & Garcia, 2017; Wei, 2018).

In terms of applications, the reflections of the TL perspective may take different
forms in educational settings for both teaching and testing purposes. For example,
bilingual dictionaries as well as monolingual dictionaries can be employed for two-way
transfer in different languages within the scope of two solitudes assumption in bilingual
pedagogy (Cummins, 2005, 2008). Teachers can also utilize various languages in texts,
tasks, rubrics, and tests for pedagogical purposes. Furthermore, they can refer to students'
reflections and self-evaluations (Cenoz & Gorter, 2021). These applications could be
implemented with different age groups in that students at different age groups could
benefit from TL, ranging from young learners (Csillik & Golubeva, 2020) to university
students (Inci-Kavak & Kirkgoz, 2022), for educational purposes. In this sense, by
adopting ‘critical translanguaging’ to resist certain ideologies and protect linguistic and
cultural diversity (Sah & Kubota, 2022), teachers can build a bridge — in other words an
active dialogue- between theory and practice for bilingual and multilingual education
(Cummins, 2019). However, it is possible to encounter a mismatch between TL-related
attitudes and practices of teachers due to their own teaching beliefs or institutional
expectations to refer to only English (Almayez, 2022). Therefore, teachers should be
provided with opportunities and training about how to employ TL practices to improve
their students’ learning skills (Khan et al., 2021).

As for advantages and disadvantages, TL may offer various benefits or cause some
challenges in educational settings. To start with the benefits, students can process and

© 2023 JLERE, Journal of Language Education and Research, 9(2), 223-246
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comprehend the subject matter deeply, enhance their skills in the language where they are
weaker (Baker, 2001, pp. 281-282), negotiate meaning, and communicate more easily (Nie
et al.,, 2022). Also, multilingual learners can refer to TL to mediate understanding, co-
construct meaning, and manifest knowledge (Portoles & Marti, 2017, p. 66). In addition,
TL can be beneficial in terms of providing practice opportunities, scaffolding, employing
group work for better comprehension and enhanced collaboration skills, and using L1 for
classroom interaction (Erdin & Sali, 2020). Besides, TL practices could enhance students’
critical awareness and facilitate their comprehension and communication (Yang et al.,
2023). Finally, TL can enhance metalinguistic awareness (Zhang & Chan, 2021), and
critical thinking and contribute to identity investment and power relations (Creese &
Blackledge, 2015). Therefore, it can be claimed that TL practices are beneficial in
cognitive, interactive, and affective domains (Teng & Fang, 2022).

Despite the afore-mentioned benefits, TL is not without challenges or problems. To
begin with, Jaspers (2018) mentioned the transformative limits of TL by mentioning its
less transformative probability and more commonality with monolingual authorities as a
dominating force. Similarly, the participants in the study of Escobar and Dillard-Paltrineri
(2015) approached TL critically in that they found L1 use as an ineffective and conditional
practice in the classroom setting, and linked TL to the grammar-translation method. Garcia
and Lin (2017), on the other hand, explored the benefits and challenges of employing TL
practices for bilingual education and came up with two problem areas. The first one was
related to the two theories, namely supporting the idea of softening boundaries and
assuming a single language repertoire in bilingual education. The second one was related
to the possibility of TL presenting a threat to minority languages. In this sense,
practitioners could encounter some problems with the different socio-political status of the
languages used in the class and the possibility of bias while employing different languages
in a classroom setting (Rasman, 2018). Thus, a more cautious and purposeful approach to
adopting TL practices was recommended (Liu et al., 2022).

As it is seen, TL has occupied a prominent place in ELT and appears to be in need
of more research to unveil the hidden dimensions in both theoretical and practical senses.
In this sense, the current status of TL in different genres and contexts in the form of a
systematic review is needed. In addition to the above-mentioned studies, there are a few
systematic review studies conducted in English Language Teaching (ELT) departments,
especially in terms of master theses and doctoral dissertations. Although these are
important academic genres (Hyland, 2009), they seem to be overlooked in some aspects
and could not get attention as much as research articles in the relevant literature.

Master theses and doctoral dissertations have been subjected to a systematic review
by different scholars in the Turkish EFL context in terms of research trends. To start with,
Kirmizi, (2012) investigated master theses that were conducted in the ELT field and
published between 2005 and 2010. The author found that the themes of these theses
centered on language skills, psychology, teaching methods, material evaluation or
curriculum design, and evaluation, to name a few. On the other hand, Ozmen et al. (2016)
examined doctoral dissertations in English Language Teaching (ELT) field published
between 2010 and 2014 about their subject areas, research design, and research context.

© 2023 Journal of Language Education and Research, 9(2), 223-246
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The authors concluded that teaching English as a foreign language, foreign language
teacher education and second language acquisition were the major subject areas.
Additionally, mixed method was the dominant research method and tertiary education
appeared to be the most preferred research context. Finally, Aciroglu (2020) analyzed the
research trends of master theses and doctoral dissertations published in the ELT field
between 2015 and 2018. The author revealed that quantitative and mixed methods research
designs were largely employed in the studies, and Likert-type of surveys and semi-
structured interviews were the commonly preferred ways of collecting data. Moreover, the
studies focused on undergraduate students, in-service teachers, and teacher educators as
the participants. Finally, the subjects of the study which came to the fore were
communicative skills, English language teaching and learning, and vocabulary teaching. In
light of the findings, the author recommended employing qualitative studies for the sake of
delving into the phenomenon in question and focusing on K-12 students attending state
schools as participants.

Consideration of translanguaging (TL) as a pedagogy in recent studies and the need
for more research studies to gain deeper insights into its theoretical and practical
underpinnings (Erdin & Sali, 2020) were the starting point for the current paper. In
addition, the data collection tools and participants in the above-mentioned studies paved
the way for the current study. Specifically, although a number of studies were conducted
on TL in various academic genres such as research articles and book chapters, master
theses and doctoral dissertations seem to be an overlooked genre. Thus, this study aims to
present a systematic review of master theses and doctoral dissertations conducted upon TL
in Tirkiye. In this sense, the unexplored areas of TL are shared with researchers, and some
research-based implications are offered to contribute to the agenda of future post-graduate
students.

Due to its controversial role and definition, TL still seems to require further
research to see its role in establishing rapport with learners and conducting classroom-
based studies so that appropriate pedagogies could be developed accordingly (Conteh,
2018). Although TL has been extensively studied in different contexts, it appears that it is
a new phenomenon which has attracted the attention of scholars in the past decades. In this
vein, recent publications on TL demonstrate its novel nature and implied the need for more
studies to shed light upon its unexplored areas. Also, the number of studies on TL in the
Turkish EFL context still seems limited and calls for more analyses. Furthermore, master
theses and doctoral dissertations seem to be under-researched within the scope of TL.
Finally, studies on research trends in master theses and doctoral dissertations do not
specifically focus on TL but rather center on ELT-related research trends in doctoral
dissertations (Ozmen et al., 2016) and master theses (Kirmizi, 2012) or both master theses
and doctoral dissertations in a specific time. In this sense, the current paper attracts
attention to TL, includes master theses and doctoral dissertations as under-researched
academic genres, and benefits from a systematic review in order to take a holistic approach
and offer a detailed picture of the status of TL in the Turkish EFL context. In other words,
this study fills an important gap in TL, master/doctoral theses, and systematic review areas
and offers a specific focus for future researchers. Consequently, this study paves the way
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228 Pinar KARAHAN & Cagla ATMACA

for future research agenda and has the potential to guide future researchers in their
attempts to explore the complex nature of TL. To this end, the current paper aims to
answer the following research questions:

1. Are there any differences between the master theses and doctoral dissertations
conducted on translanguaging with regard to emerging themes?

2. Are there any differences between the master theses and doctoral dissertations
conducted on translanguaging with regard to research design?

3. Are there any differences between the master theses and doctoral dissertations
conducted on translanguaging with regard to participants?

4. Are there any differences between the master theses and doctoral dissertations
conducted on translanguaging with regard to data collection tools?

5. Are there any differences between the master theses and doctoral dissertations
conducted on translanguaging with regard to data analysis tools?

Methodology

Research Design and Sampling

This paper aimed to offer a systematic review of master theses and doctoral
dissertations which were conducted upon translanguaging and published in Tiirkiye. These
theses and dissertations were analyzed in terms of their emerging themes and categories,
research design, participants/materials, data collection tools, and data analysis tools,
respectively. After the relevant theses and dissertations were gathered, they were coded on
an Excel file. After that, the gathered data were coded and categorized according to their
type, publication year, emerging themes and categories, participants, data collection tools,
and data analysis tools. In this sense, the current paper adopted a descriptive research
design since the aim was to systematically describe and interpret the phenomenon in
question (Cohen et al., 2007) and present the frequency of occurrences regarding the
above-mentioned areas as well. Also, since master theses and doctoral dissertations were
the main concern of this study, document analysis which is a type of qualitative research to
review and evaluate printed or electronic documents through systematic procedures
(Bowen, 2009) was adopted.

Since the current paper specifically focused on master theses and doctoral
dissertations conducted on TL in Tiirkiye, purposive sampling (Ddrnyei, 2007) was
applied in that the researchers chose the studies to be included in the sample depending on
various characteristics (their genre, subject area, context) to meet the specific needs of this
study (Cohen et al., 2007; Fraenkel et al., 2012).

Data Collection Procedures

The inclusion criteria for the gathered documents were their genre, subject of study,
and context since this paper specifically focused on the master theses and doctoral
dissertations conducted on translanguaging in Tiirkiye. After that, the researchers visited
the official website of the Council of Higher Education, the National Theses Database to
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reach and download the relevant theses and dissertations. As is seen in Diagram 1,
PRISMA stands for Preferred Reporting Items for Systematic Reviews and Meta-
Analyses, and the researchers searched for the theses and dissertations under the labels of
“translanguage” or “translanguaging”. In the initial investigation, 23 studies were
identified. However, six were excluded for various reasons: two studies focused on code
switching or language switching without any specific reference to translanguaging; two
studies investigated the transfer of Arabic words to Turkish; one study examined the
transfer of Turkish words to Georgian; and the last study, written in French, focused on
amphiboly in French and Turkish. After excluding these studies, 17 studies were
specifically about translanguaging, either in the theoretical or practical sense. In total, there
were 10 master theses and seven doctoral dissertations in the database. Three doctoral
dissertations were conducted in another country while the rest of the studies were
conducted in Turkish EFL (English as a Foreign Language) context. Additionally, nine
master theses were published in English Language Teaching (ELT) departments and one
thesis was published in the Department of English Language and Literature. As for the
doctoral dissertations, among the ones which were conducted in the Turkish context, three
dissertations were published in ELT departments while one dissertation was published in
the Department of English Language and Literature.

Study Materials

The characteristics of the gathered master theses and doctoral dissertations are
presented in Table 1.

Table 1. Distribution of Master Theses and Doctoral Dissertations by Year

Year Master theses Doctoral Dissertations
2018
2019
2020
2021
2022
Total 10

N W W -
~N O w NN O

There were 10 master theses and seven doctoral dissertations which were published
upon translanguaging (TL) and were accessible on the Turkish database. As is seen in
Table 1, translanguaging has recently attracted attention among Turkish scholars since
2018. This indicates that the phenomenon in question is quite a new subject within these
academic genres, specifically master theses and seven doctoral dissertations. The table
suggests that studies related to translanguaging were relatively more abundant between
2020 and 2021 in both groups. However, there were no doctoral dissertations on
translanguaging in 2018 or 2022. Finally, it should be noted that the data for this study
were collected on October 14, 2022. The list of these theses and dissertations is provided
in the Appendix.

Data Analysis

As a qualitative research method, content analysis provides opportunities to
analyze documents via systematic examination (Cohen et al., 2013; Fraenkel et al., 2012;
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Leedy & Ormrod, 2001). Content analysis is a frequently referred research tool to achieve
research goals in language and literature-related studies. It is mainly concerned with the
existence of various keywords, patterns, or important concepts in texts (Hoffman et al.,
2011). It is seen as a flexible means of qualitative analysis to describe and interpret
different types of texts (White & Marsh, 2006).

For this purpose, the gathered data were analyzed in light of summative content
analysis which requires counting and comparing keywords via relating content to the
underlying context; however, the researchers first reviewed the relevant literature so as not
to miss any important aspects or end up with irrelevant categories (Hsieh & Shannon,
2005). Since qualitative data analysis has an iterative nature, the researchers compared the
content of each thesis and dissertation to reach synthesis (Dornyei, 2007; Fraenkel et al.,
2012). In other words, the researchers followed a zigzag pattern to gather a more complete
picture of the emerging themes. In light of the relevant literature, the researchers decided
to systematically analyze the theses and dissertations in terms of their subject of study,
research design, participants, data collection, and data analysis tools. They first identified
the keywords which represented the underlying content about TL in terms of the above-
mentioned areas and counted their frequency of occurrence. In this way, the researchers
aimed to reveal the patterns and themes (Leedy & Ormrod, 2001), and categorize the
emerging themes in the qualitative data via constant comparison (Glaser & Strauss, 2017;
Strauss & Corbin, 1998). Besides, in order to increase objectivity in the qualitative data
analysis procedures, there were two coders, namely the researchers. For the sake of
ensuring intra-rater reliability, each coder first analyzed the data separately and revised her
emerging themes and categories about three weeks later. To ensure inter-rater reliability,
the coders held two meetings to compare their analyses. After 25% of the data were
analyzed, in the first meeting, the agreement level between the coders was found to be .83
according to the inter-rater formula proposed by Miles and Huberman (1994). In this
meeting, some minor changes for the themes and categories were made to clarify the
disagreed aspects and apply the same procedure for the rest of the data. In the second
meeting, when all the data were analyzed, the agreement level was revealed to increase up
to .95. Both meetings resulted in a high level of coder agreement level as .70 is considered
to be the minimal ideal level for inter-rater reliability.

© 2023 Journal of Language Education and Research, 9(2), 223-246
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Diagram 1. The PRISMA Flow Diagram for Selecting Theses and Dissertations

Identification

National Theses Database= master and doctoral studies on
translanguaging (n = 23)

Studies written in French was excluded (n=1)

Studies on code switching or language switching without any
reference to translanguaging were excluded (n=2)

Studies about the Arabic words which were transferred to
Turkish were excluded (n=2)

!

Studies about the Turkish words which were transferred to
Georaian were excluded (n=1)

!

Studies included for analysis (n=17)

Findings

The findings of the research questions (RQs) are given in the following tables.
RQ 1: Are there any differences between the master theses and doctoral
dissertations conducted on translanguaging with regard to emerging themes?
The emerging themes and categories in the master theses and doctoral dissertations
conducted on TL are presented in Table 2 and Table 3.
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Table 2. Emerging Themes and Categories in the Master Theses

Theme Category Frequency
Individual differences strategies 2
attitudes 1
anxiety and self-esteem 1
Total 4
Language acquisition Turkish-English bilingual acquisition 2
Turkish as a second language 1
Total 3
Teaching methodology task-based language teaching activities 1
TL goals and strategies 1
Total 2
Teacher education Teacher beliefs 1
Total 1

In the master theses, four themes emerged and these were individual differences,
language acquisition, teaching methodology and teacher education, respectively. While
individual differences included the categories of strategies, attitudes and anxiety, language
acquisition covered bilingual acquisition and second language acquisition. In addition,
teaching methodology included teaching activities and strategies and finally teacher beliefs
fell under the theme of teacher education. To illustrate, Kiigiik (2018) aimed to investigate
student and lecturer attitudes towards using TL as a learning and teaching strategy, and
reveal TL strategies and practices employed by students and teachers within the scope of
English medium instruction (EMI). It was demonstrated that TL practices were widely
employed by the students and teachers, and the participants held favorable attitudes
towards TL. Specifically, the students employed TL practices for scaffolding, translation
and note-taking purposes while the lecturers employed them for facilitating
comprehension, explaining new concepts and motivating students. On the other hand,
Janid Baradi (2020) examined the TL practices of a group of Arab students acquiring
Turkish and concluded that the TL practices were in the form of code-mixing between the
two languages. Also, it was stated that TL was facilitated with the use of cognates but it
was confused because of false cognates. As for teaching methodology, Ayta¢ Tanik (2021)
focused on task-based classroom activities to reveal TL practices and strategies of EFL
students and found that the students referred to TL to overcome their learning difficulty,
complete the tasks and scaffold their pairs. Finally, Ozyer (2021) investigated EFL
teachers’ perspectives on TL practices and revealed that state school teachers put more
emphasis on TL compared to private school teachers and thus referred to students’ native
language more in their classes.

Table 3. Emerging Themes and Categories in the Doctoral Dissertations

Theme Category Frequency
Teaching methodology language skill/writing 2

TL pedagogies 1

Total 3
Language acquisition boundary crossing 1

multilingualism 1
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Total 2
Individual differences Socialization 1
Total 1
Teacher education Teacher identity 1
Total 1

Similar to the master theses, the same themes emerged in the doctoral dissertations;
however, the order of these themes and the relevant categories displayed differences when
compared to those of master theses. To start with, Karabulut (2019) explored the
implementation of TL practices for enhancing learners’ L2 writing skills. The participants
in the study indicated that TL practices assisted them to enhance their writing skills in
terms of various aspects such as organization, planning, grammar, vocabulary and group
work. Also, it was found that the scores of the students in the TL group were significantly
higher than those of the other groups. On the other hand, Yardimci (2020) investigated
cross-linguistic interaction of multilingual English language learners in their writing tasks
and thinking processes. The results demonstrated that the bi/multilingual participants
actively relied on their previously learnt languages and were flexible in employing their
linguistic repertoires while thinking. However, Turkish was dominant in their thinking
process while writing a composition in L2. As for the individual differences, Keles (2020)
explored his own experiences in term of learning and teaching English and becoming an
educational researcher within the scope of socialization. The author concluded that there
were complex factors in his socialization such as attitudes of different members, individual
desires, language ideologies and previous experiences. The author finally concluded that
his transnational academic discourse socialization was a multifaceted and complex process
which displayed TL practices. Finally, Yiizli (2021) examined identity reconstruction of
EFL teachers within the scope of TL training as part of ELT pedagogy and found that this
training changed their existing identities.

RQ 2: Are there any differences between the master theses and doctoral
dissertations conducted on translanguaging with regard to research design?

The research design of the master theses and doctoral dissertations are presented in
Table 4 and Table 5.

Table 4. Research Design of the Master Theses

Research Design Frequency
mixed methods research design 5
qualitative research design 4
quantitative research design 1

Total 10

According to Table 4, five master theses adopted a mixed methods research design,
four of them referred to a qualitative research design and finally one of them was
conducted via a quantitative research design. As it is seen, half of the master theses
adopted mixed methods research design. To start with, Apa Oztiirk (2022) adopted an
explanatory sequential mixed methods research design to examine the attitudes of
preparatory class students towards TL practices via combining both quantitative and
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qualitative data. While the quantitative data were collected via a questionnaire, the
qualitative data were gathered via observation and interviews. In a similar vein, Sezer
(2022) revealed the TL goals and strategies were employed by university lecturers in
English medium classes via adopting an explanatory sequential mixed methods research
design in that the author relied on both numerical and textual data in the form of a
questionnaire and interview. However, Daghan Aslan (2019) aimed to benefit from
descriptive ethnographic research perspectives and conducted a qualitative study to reveal
the TL strategies employed by teachers. Also, Erbakan (2020) conducted a single case
study under qualitative research design to examine the relationship between bilingual
language acquisition and TL in a simultaneous Turkish-English bilingual education
program. Similarly, Kayadibli Oguz (2021) executed a longitudinal qualitative case study
to provide insights into the nature of TL in her own daughter’s case by providing detailed
examples of the Turkish-English context in which her daughter grew up and illustrating
her language development during the first four years of her life. Finally, different from the
rest of the master theses, Ozkaynak (2020) preferred a quantitative research design via a
survey and specifically employed a correlational research design to provide insights into
the link between TL practices, foreign language classroom anxiety, reconceptualized L2
motivational self-system and English language achievement scores of emergent bilinguals.

Table 5. Research Design of the Doctoral Dissertations

Research Design Frequency
mixed methods research design 4
qualitative research design 3
Total 7

According to Table 5, four doctoral dissertations adopted a mixed methods research
design whereas three of them adopted a qualitative research design. Similar to the master
theses, there were more studies with a mixed methods research design. However, in
contrast to the master theses, there were no doctoral dissertations with a quantitative
research design. For example, Karabulut (2019) executed a convergent parallel mixed
method design. Also, Kiictikali (2021) followed a mixed methods research design. Besides,
Zorluel Ozer (2021) employed sequential mixed-methods procedures, specifically focusing
on the perspectives of college composition instructors and students on TL. However,
Yilmaz (2019) adopted a linguistic ethnographic multi-case study under the qualitative
research design to investigate languaging practices of culturally and linguistically diverse
students in discursive spaces such as a heritage language school (HLS), mainstream
schools (MSs) and homes, and to reveal the role of TL in boundary crossing among the
Turkish American youngsters. Finally, Keles (2020) referred to evocative and analytic
autoethnography as a new qualitative research methodology in his study.

RQ 3: Are there any differences between the master theses and doctoral
dissertations conducted on translanguaging with regard to participants?

The participants, materials and subjects chosen for the master theses and doctoral
dissertations are demonstrated in Table 6 and Table 7.
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Table 6. Participants/Materials/Subjects in the Master Theses

235

Participants
Tertiary level students

University Lecturers
K-12 students

In-service teachers

Young learners

Other

Categories

prep class university students

first year engineering and management
students

Turkish learners of Arabic

Total

EMI lecturers

Total

High school students

Total

German teacher

EFL teachers at different levels and
schools

Total

4-year-old child

pre-school students in a private school
Total

Interlocutors (nanny, parents, tutor,
teacher)

Total

Frequency
2
1

P P NDNDNDNDN DB

PN R RN

At the end of the analyses, it was found that six types of participants were chosen
for the master theses, namely tertiary level students, university lecturers, K-12 students, in-
service teachers, young learners and interlocutors. For instance, Kiiglik (2018) conducted a
study on English medium instruction students, namely first year engineering and
management students and lecturers delivering English content courses while Daghan Aslan
(2019) focused on a German language teacher and 10" graders at an Anatolian high
school. On the other hand, Erbakan (2020) included pre-school students in a private school
in her study and Kayadibli Oguz (2021) included her own daughter and her interlocutors,
specifically 4-year-old child, her mother, father, nanny, nanny's daughter, English tutor,
the second nanny and kindergarten teacher.

Table 7. Participants/Materials/Subjects in the Doctoral Dissertations

Participants
Tertiary level students

In-service teachers

Instructors

Other

Categories

prep class university students
multilingual university students
college composition students
Total

MS-HL teachers

Language teachers at university
MoNE English teachers

Total

Language teachers at university
college composition instructors
Total

Interlocutors (mother)
educational researcher

Frequency

P P NRPRPWOWRRRDNRRERDN
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Total
Young learners Turkish-American youngsters 1
Total 1

Similar to the master theses, tertiary level students were in the first place as
participants in the doctoral dissertations and similar participant profiles emerged.
However, the order of these participants was different from that of the master theses. Also,
there were no K-12 students as participants in the doctoral dissertations. To start with,
Yardimer (2020) examined cross-linguistic interaction of multilingual English language
learners in Mardin, specifically five Turkish, five Arab, five Kurd and five Syriac
Christian students studying at a university. In a similar vein, Kiigiikali (2021) investigated
planned vs. spontaneous TL practices of bilingual teachers of English, multilingual
teachers of English and Russian/Turkish, and their students in the School of Foreign
Languages at a state university. On the other hand, Yiizli (2021) examined identity
construction of 12 in-service EFL teachers working at a kindergarten, primary school,
secondary school and high school. Finally, Keles (2020) referred to his own socialization
experiences as an educational researcher whereas Yilmaz (2019) preferred Turkish-
American youngsters together with their mothers, mainstream teachers and heritage
language teachers.

RQ 4: Are there any differences between the master theses and doctoral
dissertations conducted on translanguaging with regard to data collection tools?

Data collection tools employed in the master theses and doctoral dissertations are
presented in Table 8 and Table 9. The frequency of the categories is provided in
parentheses as well. It should be noted that some studies employed various data collection
tools and thus the frequency of categories and total occurrences may not match.

Table 8. Data Collection Tools in the Master Theses

Theme Category (occurrence) Frequency (Total)
Interview Semi-structured (3) 8

Focus group (3)

Stimulated recall (1)

Open-ended questions (1)

Questionnaire Questionnaire (5) 6
Survey (1)
Scale (1)

Observation Observing lectures (1) 4

Observing classroom (1)
Observing the activities (1)
Observing online reading classes
()
Recording Audio (3) 4
Video (2)
Voice (1)
Field notes Field notes (2) 4
Diary (1)
Documents (1)
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Teacher logs (1)
Task activities (1)

In light of the analyses, it appeared that the master theses referred to such data
collection tools as interviews, questionnaires, observation, recording and field notes. To
exemplify, Kiiciik (2018) employed a Likert-type questionnaire, conducted individual
semi-structured interviews and focus group interviews (both were face-to-face), used an
observation checklist for non-participant observation and made video-recording of the
lectures. In addition, Daghan Aslan (2019) employed a research diary, classroom
observation field notes and checklist, transcriptions of the semi-structured interview, and
included various documents in her study such as worksheets, exam papers, classroom
artifacts, bilingual stuffs such as dictionary, books of the students or library books, syllabi,
handouts and classroom diagram.

Table 9. Data Collection Tools in the Doctoral Dissertations

Theme Category (occurrence) Frequency (Total)
Field notes Field notes (3) 6
Tasks (3)

Documents (2)

Self-reflections (1)

Anrtefacts (1)

Scores (1)

Reflective journals (1)

Multimodal dataset (1)
Interview Semi-structured (6) 6

Stimulated recall (1)

Focus group (1)

Think aloud protocol (1)
Questionnaire Survey (2) 5

Scale (1)

Questionnaire (1)

Post-questionnaire (1)

Observation Observing schools and homes (1) 3
Observing classrooms (2)

Recording Audio (1) 2
Video (1)

Similar data collection tools were used in the doctoral dissertations as well;
however, the order of these tools was different from that of the master theses. For instance,
in her study, Yilmaz (2019) referred to questionnaires, semi-structured in-depth interviews
with the students, parents and teachers, observations within the heritage language schools,
mainstream schools and homes, field notes and audio-recordings of students’ language
practices in the heritage language schools. In addition, Kiiclikali (2021) used a post-
questionnaire, semi-structured interviews, graphic elicitation tasks and students’ exam
scores in her study.
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RQ 5: Are there any differences between the master theses and doctoral
dissertations conducted on translanguaging with regard to data analysis tools?

Data analysis tools used in the master theses and doctoral dissertations are
demonstrated in Table 10 and Table 11.

Table 10. Data Analysis in the Master Theses

Data analysis Frequency
qualitative content analysis
descriptive statistics

ANOVA

Independent samples t-test
structural equation modeling
exploratory factor analysis
Levene’s test

Gabriel post hoc test

Kruskal Wallis

Tukey's multiple comparison test

o e el SRV I N 7}

It should be noted that some studies employed various data analysis tools and that
is why there is a mismatch between data analysis tools and their frequency. Besides, under
qualitative content analysis, a number of terms are used in these theses. For example, the
following terms are used in the gathered data: inductive content analysis, thematic
analysis, ethnographic analysis, descriptive coding, deductive analysis, inductive method,
descriptive analysis, categorization, selective coding method. For this purpose, qualitative
content analysis emerged as an umbrella term to cover the above-mentioned terms as
qualitative data analysis tools. In addition, six studies referred to SPSS (Statistical Package
for the Social Sciences), one relied on Notepad and finally one employed Excel program to
analyze the data.

According to Table 10, the master theses referred to qualitative content analysis
more than the other data analysis tools. This is followed by descriptive statistics, ANOVA
and Independent samples t-test. To illustrate, Apa Oztiirk (2022) preferred descriptive
statistics via SPSS for obtaining mean and standard deviation, ANOVA (Analysis of
Variance) and inductive content analysis. On the other hand, Sezer (2022) used SPSS for
descriptive statistics for frequencies, Kruskal Wallis, Bartlett's Test of Sphericity and the
KMO Measure of Sampling Adequacy tests, one-way analysis of variance, independent
samples t-test, Tukey's multiple comparison test and selective coding method.

Table 11. Data Analysis in the Doctoral Dissertations

Data analysis Frequency
qualitative content analysis
descriptive statistics
Kruskal-Wallis test
Mann-Whitney U test

Friedman test

The Wilcoxon-Signed Rank test

P P NDDN B
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Spearman Rank correlation analysis 1
ANOVA 1

Similar to the master theses, doctoral dissertations also employed a number of data
collection tools. In addition, different terms are used for qualitative data analysis. To
illustrate, the following terms are used in the doctoral studies: thematic analysis, open-
axial-selective coding, qualitative analysis, inductive analysis, content analysis,
transcription-comparison-categorization, autoethnographic analysis, chronicling the past
strategy, critical analysis, content and visual analysis, grounded theory analysis - constant
comparative method, thematic coding, descriptive and focused coding. To gather the
findings under an umbrella term, qualitative content analysis was preferred again.
Furthermore, four studies employed SPSS, two studies relied on N-vivo program, one
study used RANGE program, one study preferred CLAN (Computerized Language
Analysis) Program, one study referred to MAXQDA and finally one study employed
Computer Assisted Qualitative Data Analysis Software (CAQDAS) in data analysis. It is
seen that the programs employed for data analysis are more varied in the doctoral
dissertations compared to those employed in the master theses.

Similar to the master theses, qualitative content analysis and descriptive statistics
were the commonly employed data analysis tools in the doctoral dissertations. However,
the order of the remaining data analysis tools displays differences in terms of order and
there are some different analysis types in the doctoral dissertations. For instance,
Karabulut (2019) employed both descriptive and inferential statistics in her study. She
employed SPSS and RANGE program and analyzed her data via descriptive statistics for
frequency and percentage. She also used Kruskal-Wallis test, Friedman test, Mann-
Whitney U test and The Wilcoxon-Signed Rank test. Additionally, she referred to a two-
step qualitative analysis and inductive analysis in her study. Additionally, Yiizli (2021)
employed grounded theory analysis, which is constant comparative method via open
coding axial coding, selective coding in his study. He also preferred verbatim
transcriptions and used MAXQDA.

Discussion and Conclusion

This paper aims to elucidate the methodological foundations of master theses and
doctoral dissertations on translanguaging (TL). The analysis covers aspects such as
research design, participant selection, data collection and analysis tools, and the emerging
themes within these studies. These studies were chosen among the ones which were
accessible via the Council of Higher Education, the National Theses Database website in
Tiirkiye. In light of the analyses, it was found that while individual differences were the
most studied subject in the master theses, teaching methodology was in the first place in
the doctoral dissertations. As for the research design, mixed methods research design was
the most preferred methodological design in both groups. Similarly, tertiary-level students
were dominant as the participant group in both groups. As for data collection tools, the
interview was the most preferred data collection in the master theses whereas field notes
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and interviews were equally dominant in the doctoral dissertations. Finally, qualitative
content analysis was in the first place and descriptive statistics were in the second place in
both groups.

First of all, what draws attention is that the studies on TL have been conducted
since 2018 in that the MA theses were conducted between 2018-2022 while the doctoral
dissertations were conducted between 2019-2021. For this reason, it appears that there are
no parallel studies to compare the results of the current paper. However, it is possible to
consider some of the earlier systematic review studies on master theses and doctoral
dissertations in the Turkish EFL context. In this sense, this study’s results bear some
similarities and differences with previous research. To start with, in contrast to Kirmizi,
(2012), the master theses in this study did not center on language skills in the first place
but focused on individual differences such as strategies, attitudes, anxiety, and self-esteem,
and this is followed by language acquisition, namely Turkish-English bilingual acquisition
and Turkish as a second language. However, teaching methodology seems to be the
important emerging theme in both Kirmizi’s (2012) study and current paper since two
master theses in this study were concerned with task-based language teaching activities
and TL goals and strategies. As for doctoral dissertations, the emerging themes included
teaching methodology, language acquisition, and teacher education, which were similar to
the categories of Ozmen et al. (2016). In addition, the mixed method was the most
preferred research design, and tertiary-level students were the most studied participant
groups in the doctoral dissertations in this study, which echo the results of Ozmen et al.
(2016) again. Finally, different from Aciroglu (2020), there was only one master thesis
conducted in quantitative research design while there was no quantitative doctoral
dissertation in this study. However, interviews, questionnaires, and tertiary-level students
were dominantly preferred in the theses and dissertations in this study, which is parallel to
the findings of Aciroglu (2020). Another similarity with Aciroglu (2020) is that teaching
methodology is among the emerging themes in the theses and dissertations analyzed in this
study. However, it should be noted these studies did not focus on TL specifically but
investigated the ELT-related theses and dissertations holistically.

The results of some of the master theses and doctoral dissertations bear some
similarities with previous studies. To start with, as Canagarajah (2011) argues, Karabulut
(2019) underlines the value of TL practices in foreign language writing classes. Also,
Kiigiik (2018) and Aytag Tanik (2021) propose that TL could be employed for scaffolding
with peers and teachers, and facilitating comprehension, which is in line with Erdin and
Sali (2020), Baker (2001), and Yang, Yang, and Shi (2023). In addition, echoing Csillik
and Golubeva (2020), Erbakan (2020) gives examples of how TL practices can emerge
among young learners. Furthermore, similar to Creese and Blackledge (2015), and Yang,
Yang, and Shi (2023), Apa Oztiirk (2022) indicates that students could refer to TL to show
their critical thinking skills. Finally, echoing Yuvayapan (2019), Daghan-Aslan (2019)
attracts attention to teachers’ lack of a systematic approach while employing TL practices
and Ozyer (2021) stresses the changing TL practices of teachers in different schools. In
this sense, teacher training programs are advised to include the introduction of TL
practices in classroom settings for different educational contexts.
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In summary, TL appears to be a new perspective and has the potential to cater to
the needs of bilingual and multilingual students in today’s globalized world. Though TL
has emerged in the past decades, it has recently attracted attention in Tirkiye, which
implies the need for more research in the Turkish context. Although the results of this
study cannot be generalized to other contexts, it still demonstrates the progress and
direction of TL-related master and doctoral studies in Tiirkiye, and offers a research
agenda for future researchers. In light of the relevant literature and the study findings, it
can be claimed that TL may be considered as a barrier by some stakeholders and refrain
teachers from referring to L1 in their classes, which is likely to result in a mismatch
between their TL- related beliefs and practices. For this purpose, policy makers and
authorities can guide pre-service and in-service teachers to integrate TL into their classes
via delivering workshops, initiating projects, and promoting microteaching, practicum
activities, lesson plans, and materials that include TL instances. In this way, the mismatch
between the beliefs and practices of teachers may be minimized and they can become
conscious of concrete in-class applications such as using cognates, translation, group work,
and discussion activities. Finally, although TL can facilitate comprehension, help to build
rapport, improve classroom interaction and foster critical thinking, teachers should be
careful about their teaching practices so that students can get the maximum benefit from
their linguistic repertoire more effectively. In this vein, teachers can become a model for
TL in their classes to encourage students to participate more in classroom activities.

All in all, since TL is a recent phenomenon for language education and the Turkish
EFL context appears to be in need of more studies to come up with concrete applications,
K-12 students and teachers should be studied more to reveal what works or fails while
using TL in practice. In this vein, pre-service and in-service teacher training programs
appear to have an important role in guiding and shaping the TL practices of teachers. Also,
students of different age groups and language levels should be included in further studies.
To build a bridge between theory and practice, the (mis)match between in-service English
teachers’ TL-related perspectives and in-class practices should be further investigated.
This could help identify factors that facilitate or hinder effective translanguaging
implementation. Finally, longitudinal studies can be conducted with different data
collection tools such as observation, teacher journals, student logs, recordings, and student-
produced language samples so that changing and complex dynamics of TL could be better
understood in different educational settings.

Limitations and Suggestions for Further Research

This study aimed to reveal the emerging themes, research design, participants, data
collection, and data analysis tools in the master theses and doctoral dissertations conducted
on TL in Tiirkiye. Due to the specific attention to one academic genre in an EFL context,
the findings of this study cannot be generalized to other contexts or genres. Also, there
were a limited number of theses and dissertations since the topic of TL has recently
attracted the attention of postgraduate students in Tiirkiye. Thus, future systematic studies
could be conducted on different genres, namely research articles, book chapters, or
conference papers to be more informed about the research focus of various academic
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genres. In addition, studies on TL in different contexts, namely in different ESL (English
as a second language) and EFL (English as a foreign language) contexts could be
investigated at the international level for comparative purposes. Furthermore, future
studies can be conducted on sampling types and interpretation of findings from different
contexts. Finally, it is recommended that TL-related studies should offer concrete materials
and activities for practitioners so that the term could become more applicable in classroom
settings where there are students from different language backgrounds.
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Introduction

Speaking gains meaning when an individual combines sounds to form words,
typically around the age of one. Except in unusual circumstances, the development of
speaking skills follows a consistent pattern in all children until the age of five. From this
perspective, speaking can be defined as a skill that emerges long before students start school
and “encompasses intertwined concepts such as sound, articulation, expression,
comprehension, understanding, and communication” (Temizkan, 2017, p. 200). Speaking
involves cognitive-mental, physical, and affective dimensions (Bozkurt, 2019; Hamzaday,
2019) and is a complex act with various sub-skills. Although individuals learn to speak
before starting school, their language remains confined to that of their peers and immediate
surroundings (Dogan, 2009; Kavcar, 2016; Temizyiirek, 2007). Previous studies (Agca,
2001; Ceran, 2012; Gedik & Orhan, 2014; Kurudayioglu, 2003; Ozden, 2018; Ucgun, 2007;
Yalgin, 2006) emphasized that, although speaking was an innate ability, effective and
accurate speech required education. Mother tongue teachers bear significant responsibilities
in enabling individuals to proficiently acquire speaking skills.

Most daily conversations are spontaneous and do not require prior preparation.
However, for speaking in front of a specific audience on a specific topic and with a specific
purpose, preparation and adherence to a plan become essential to convey ideas effectively.
Research findings (Akkaya, 2012; Arslan, 2012; Ceran, 2012; Gdger, 2008; Karakog Oztiirk
& Altuntas, 2012; Katranc1 & Kusdemir, 2015; Oguz, 2009; Ozdemir, 2018) indicate that
students harbor negative emotions and thoughts toward speaking due to their lack of
engagement in prepared speech practices. Additionally, speaking without paying attention
to its components may result in failure to convey the intended message to the target audience.
Such situations can negatively affect the speaker’s affective state. The speaker may face
anxiety in the absence of an effective preparation process. Furthermore, a change in affective
factors can also influence the physical aspect of speaking, leading to issues such as voice
tremors, stuttering, errors in intonation and emphasis, and inconsistencies in body language.
Hence, Turkish language lessons should include prepared speech practices through
structured activities.

When examining the terms used in the literature as strategies, techniques, and
methods, it becomes clear that the distinctions between these terms are not clear, and they
can often be used interchangeably. This highlights a lack of consensus in the use of
terminology (Kurudayioglu & Kiraz, 2020a; Kurudayioglu & Kiraz, 2020b; Tiirkel 2019).
A review of the learning outcome “Applies speaking strategies” in the 2019 Turkish
Language Curriculum at the secondary school level revealed that it provided methods and
techniques for speaking, and the explanations regarding the learning outcome “Delivers
prepared speeches” are insufficient. Furthermore, the secondary school curriculum level
does not include a learning outcome or explanation related to the affective dimension of
speaking. Affective dimension-focused curricula in second-language teaching have been
found to positively impact students’ affective development (Kara, 2003). This finding may
also apply to mother-tongue education. By identifying speaking strategies and helping
students acquire these strategies, it is possible to not only positively influence their speaking
proficiency but also alleviate speaking anxieties that impact their speaking performance. In
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this context, addressing the cognitive and physical dimensions of speaking, along with
speaking anxiety and strategies, is fundamental to shaping the theoretical framework of the
research.

Literature Review

Cognitive and Physical Dimensions of Speaking

An individual’s ability to express the intended message completely and accurately
to the listener is primarily associated with the cognitive aspect of speaking, while factors
such as emphasis and intonation in the expression process relate more to the physical aspect
(Hamzaday1, 2019, p. 89). The speaking process is categorized into mental design
(conceptualization), linguistic and grammatical organization (formulation), and physical
process/output (articulation). The cognitive and mental aspects of speaking are considered
in tandem (Bozkurt, 2019). Individuals must effectively navigate these stages to engage in
speaking.

The establishment of speech intent and the mental design process pertains to
conceptualization. In contrast, linguistic and grammatical organization involves
formulation. The types of knowledge that the speaker possesses are categorized as
extralinguistic and linguistic-grammatical knowledge (Bozkurt, 2019, p. 45). Semantic
organization occurs during the conceptualization process, and this semantic structure
transforms into sentences through various sub-processes in the formulation stage. The
speaker employs linguistic and grammatical knowledge during these phases. Consequently,
speech is cognitively constructed, activating the physical dimension of speaking.

The physical dimension of speaking encompasses respiration, phonation, and
articulation, and these processes involve the speaker’s respiratory system, vocal folds, and
speech organs, respectively (Bozkurt, 2019). In this context, air strikes the vocal folds during
exhalation, producing a clear sound. This sound is then articulated with the assistance of the
oral and nasal cavities, which house various speech organs. As a result, speech sounds,
including vowels and consonants, are generated.

Speaking Anxiety

The affective dimension plays a decisive role alongside the cognitive and physical
dimensions in successfully realizing the speaking process or in identifying the sources of
problems observed during the speaking process (Hamzaday1, 2019, p. 89). An individual’s
attitude toward speaking, perception of self-efficacy related to speaking skills, and the level
of anxiety experienced before and during speaking make up the affective dimension of
speaking (Golpinar et al., 2018, p. 76). Consequently, the speaking process and the
development of speaking proficiency are deeply intertwined with the affective dimension.
Indeed, the affective component influences all cognitive learning and lexical production
processes.

Anxiety is defined as “a specific emotional state that includes unpleasant feelings of
nervousness, tension, and worry that are consciously perceived and associated with the
activation or arousal of the autonomic nervous system” (Spielberger, 1972). Anxiety affects
individuals in multiple ways: physically, cognitively, motivationally, affectively, and
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behaviorally (Beck & Emery, 1985). Frequent and persistent episodes of anxiety can have a
negative impact on an individual’s life.

Studies on anxiety focus on three different types: trait anxiety, state anxiety, and
situation-specific anxiety (Maclntyre & Gardner, 1991). Trait anxiety pertains to anxiety
that has become an inherent characteristic of an individual’s personality, whereas state
anxiety is the anxiety experienced at a specific moment in response to a particular situation
(Ellis, 1994). Situation-specific anxiety differs from the previous two, manifesting only in
distinct events or contexts, such as anxiety experienced during a speech presentation
(Maclintyre, 1999).

Speaking anxiety is described as the anxiety that causes an individual to avoid
speaking, leads to feelings of nervousness, and results in difficulty expressing thoughts
effectively; this form of anxiety can also be accompanied by physical symptoms such as
sweating and an increased heart rate (Kesapli & Cifci, 2017, pp. 464-465). Studies (Akay &
Uzun, 2018; Demirel, 2019; Solak & Yilmaz, 2017; Yilmaz, 2018) cited negative
educational environments, inaccuracies in assessment and evaluation practices, individual
attitudes, and a lack of knowledge and skills as the primary reasons for individuals
experiencing speaking anxiety.

Studies indicate that speaking anxiety is negatively correlated with speaking
performance (Daly, Vangelisti, & Lawrence, 1989; Daly, Vangelisti, & Weber, 1995;
Golpmar et al., 2018; Menzel & Carrell, 1994; Phillips, 1992; Syafryadin et al., 2020).
Students’ speaking anxieties are associated with their choice of speech topics (Daly,
Vangelisti, Neel, & Cavanaugh, 1989; Duran & Kaplan, 2018). Speaking anxiety can
influence both the quality and the duration of speeches (Gallego et al., 2021). The highest
level of anxiety is often felt on stage, whereas moderately high anxiety is felt before pre-
preparation, during preparation, and before speech presentations (Viwattanabunchong,
2017). Moreover, research shows that speech anxiety is not only connected to speaking
performance but also correlates with attitude and self-efficacy, both of which are
components of the affective dimension of speaking (Adkins, 2006; Baki & Kahveci, 2017;
Dwyer & Fus, 1999; Ellis, 1995; Gokhan, 2020; Giirsoy & Karaca, 2018; Hermagustiana et
al., 2021; Mohammadi & Rezaei, 2021; Teksan et al., 2019; Villegas Puyod et al., 2020).

Speaking Strategies

Strategies can be defined as “a concept that encompasses the activities of selecting
methods, materials, tools, equipment, and instructional guidance to be applied according to
the learning outcomes” (Kurudayioglu & Kiraz, 2020a, p. 389). However, the concept of a
speaking strategy is defined as “a framework and an overall speaking plan encompassing
the determination of methods, techniques, tools, equipment, and resources that can be
employed to achieve a speaking purpose” (Kurudayioglu & Kiraz, 2020b, p. 172). Hence,
speaking strategies can be described as the process of effectively managing the planning,
execution, and evaluation of speaking, as well as selecting and implementing the methods,
materials, techniques, tools, and equipment necessary to achieve the intended goal of
speaking.

Studies have identified strategies for reading, writing, and listening skills, and have
tested them on students through various applications (Bozkurt, 2020; Topuzkanamis, 2014;
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Yildiz, 2015). Giines (2019) compiled speaking strategies from various studies based on
different orientations. Speaking strategies can be categorized into three domains based on
their structure and function: pre-speaking strategies, during-speaking strategies, and post-
speaking strategies. Pre-speaking strategies involve planning and organizing the speech;
during-speaking strategies involve managing the speech; and post-speaking strategies
involve evaluating the speech. The speaking strategies for the prepared speech skill are
presented in three categories in Table 1, drawing from perspectives in various previously
published studies (Beebe & Beebe, 2013; Coopman & Lull, 2018; DeVito, 2017; German,
2017; Giines, 2019; Harris, 2017; Jaffe, 2016; Lucas, 2009; O’Hair et al., 2019; Osborn et
al., 2015; Ozdemir, 2016; Tucker et al., 2019; Verderber et al., 2012; Yalinkilic, 2019;
Young & Travis, 2012; Zarefsky, 2017).

Table 1. Speaking Strategies

Processes Strategies

Determining the overall purpose of the
speech

Selecting the topic of the speech

Activating prior knowledge about the topic
Using  discussion or  brainstorming
techniques

Limiting the content of the speech
Analyzing the target audience

Conducting research

Anticipating audience questions

Deciding on the speech’s organizational
pattern

Outlining the main points

Scripting the speech

Determining the presentation method
Collecting supporting materials for the
speech

Rehearsing the speech

Using body language effectively

Using voice effectively

Using supporting materials during the
speech

Adhering to the speech plan

Addressing audience questions

Assessing the purpose of the speech and the
achievement of the goal

Assessing the accuracy of the analysis of the
target audience

Assessing the content of the speech
Assessing the structure of the speech
Assessing the delivery of the speech

Speech planning

Pre-speaking

Speech organizing

During
speaking

Post-speaking

Examining the models developed to explain speaking (Bayat, 2019; Bozkurt, 2019;
Glines, 2019), one observes that these models emphasize both the cognitive and physical
aspects of speaking. The cognitive dimension of speaking pertains to the formation and
regulation of content in the speaker’s mind, whereas the physical dimension concerns the
act of conveying this content to listeners. Strategies employed before, during, and after a
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speech address both the cognitive and physical dimensions of speaking. Anxiety, as a
component of the affective dimension, affects these processes in various ways. Individuals
with elevated levels of speaking-related anxiety may not manage these processes effectively.
Conversely, those who are not effective in managing speaking cognitively and physically
may experience an increase in speaking anxiety levels. Thus, students should be educated
about speaking and engage in sufficient practice to manage the factors influencing speaking.
These practices can be facilitated through teaching activities structured within the Turkish
Language Curriculum.

Studies on teaching speaking strategies (Atik, 2006; Cohen et al., 1996; Gengoglu,
2011; Keskin, 2013; Kilig, 2003; Kosar & Bedir, 2014; Melendez et al., 2014; Nakatani,
2005; Tsai, 2018) predominantly focus on second language. These studies demonstrate that
strategy instruction positively influences students’ application of speaking strategies and
their speaking performance. Based on these findings, it can be hypothesized that teaching
speaking strategies in the context of mother tongue education can also enhance students’
speaking performance and reduce speaking anxiety. To validate this hypothesis, this study
assembled speaking strategies and evaluated their effects on speaking performance and
anxiety. Pursuant to this objective, the study addressed the following research questions:

1. Is there a statistically significant difference between the pre-test scores of the
experimental and control groups in terms of overall speaking performance and
its sub-dimensions?

2. s there a statistically significant difference between the pre-test scores of the
experimental and control groups in terms of overall speaking anxiety and its sub-
dimensions?

3. Is there a statistically significant difference between the pre-test and post-test
scores of the experimental group in terms of overall speaking performance and
its sub-dimensions?

4. s there a statistically significant difference between the pre-test and post-test
scores of the experimental group in terms of overall speaking anxiety and its sub-
dimensions?

5. Is there a statistically significant difference between the pre-test and post-test
scores of the control group in terms of overall speaking performance and its sub-
dimensions?

6. Is there a statistically significant difference between the pre-test and post-test
scores of the control group in terms of overall speaking anxiety and its sub-
dimensions?

7. Is there a statistically significant difference between the post-test scores of the
experimental and control groups in terms of overall speaking performance and
its sub-dimensions?

8. Is there a statistically significant difference between the post-test scores of the
experimental and control groups in terms of overall speaking anxiety and its sub-
dimensions?
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Methodology

Research Design and Publication Ethics

This study was conducted based on a quantitative research approach using a pretest-
posttest control group quasi-experimental design. In such a design, equivalent groups are
selected, followed by an unbiased assignment. One or more groups are designated as the
experimental group(s) and the other(s) as the control group(s) (Ozmen, 2019). In this study,
efforts were made to create two equivalent groups based on pre-test scale scores, academic
achievement, sex, and number. One group was randomly selected as the experimental group,
whereas the other was selected as the control group. The independent variable being
investigated in the experimental group was teaching speaking strategies. The experimental
model used in this study is presented in Table 2.

Table 2. Experimental Model Used in This Study

Group Pre-implementation Implementation Post-implementation
Pre-test Post-test
Experimental Al Teaching speaking strategies A3
Control A2 Traditional instruction A4

The expressions Al, A2, A3, and A4 in Table 2 represent the “Speaking Evaluation
Form” (Sargin, 2006) and the “Speaking Anxiety Scale for Secondary School Students”
(Demir & Melanlioglu, 2014) was applied as pre-test and post-test to the experimental and
control groups.

This study was conducted with the ethical and research approval obtained from the
Hatay Provincial Directorate of National Education and the Hatay Governorate, following
the document dated October 25, 2021, with the reference number E-32889839-605.01-
35474396.

Study Participants

A total of 38 students participated in this study: 19 in the control group and 19 in the
experimental group. They were studying in two separate classes at the eighth-grade level in
a secondary school in Hatay province during the first semester of the academic year 2021—
2022. The sex and number distribution in the groups are presented in Table 3.

Table 3. Sex And Number Distribution in the Experimental and Control Groups

Sex Experimental group Control group
Female 8 9
Male 11 10
Total 19 19

Turkish language achievement scores from the end of the second semester of the
academic year 2020-2021 were used to equalize the experimental and control groups. The
data distribution was examined graphically using the Shapiro-Wilk test (Fig. 1).
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Figure 1. Skewness—Kurtosis Plot of Turkish Language Achievement Scores

Histogram

Frequency

Turkish Language Achievement Score

Skewness value for the Turkish language achievement scores was 0.539, and the
kurtosis value was —1.328 (Fig. 1). Skewness and kurtosis values between —1 and +1 were
considered excellent for most psychometric purposes, and the values between —2 and +2
were deemed acceptable depending on the implementation (George & Mallery, 2019). Based
on these findings, it was evident that the Turkish language achievement scores did not follow
a normal distribution. Therefore, the Mann-Whitney U test was used to compare Turkish
language achievement scores between the groups. The data representing the groups’ Turkish
language achievement scores for the second semester of the academic year 20202021 are
presented in Table 4.

Table 4. Turkish Language Achievement Scores By Groups

Mean  Sum of

Variable Group N Mean + SD U P
rank ranks

Turkish language Control 19  9421+3.82 21.16 402.0 1490 0370

achievement scores Experimental 19  93.16 £4.47 17.84 339.0 ) '

Notably, no statistically significant difference was observed in Turkish language
achievement scores among groups (p > 0.05; Table 4). This indicated that the experimental
and control groups were equivalent in terms of academic achievement in Turkish language
courses.

Data Collection and Analysis

The “Speaking Evaluation Form” (Sargin, 2006) was used to ascertain findings
related to speaking performance in the study. It consisted of three sub-dimensions: speaking
order, language awareness, and psychological condition of the speaker, totaling 51 items.
The form followed a five-point Likert-type scale. Its reliability coefficient, established
through expert opinions, was found to be .89, suggesting its validity and reliability.

The “Speaking Anxiety Scale for Secondary School Students” (Demir &
Melanlioglu, 2014) was employed to determine the findings related to speaking anxiety
levels in this study. This scale encompassed five sub-dimensions and 33 items, which
included prejudgment of the speaking skill, speaking self-confidence, enjoyment of
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speaking, anxiety of being evaluated, and willingness to speak in the classroom. It adopted
a five-point Likert-type format. The Cronbach’s alpha reliability coefficient for the entire
scale was .716. The internal consistency coefficients for the first, second, third, fourth, and
fifth factors were .860, .777, .617, .672, and .601, respectively, indicating the scale’s validity
and reliability.

SPSS Statistics 21.0 (IBM Corp. NY, USA) and MS-Excel 2007 programs were used
for calculations and statistical analyses. A p value < 0.05 indicated a statistically significant
difference.

In this study, the groups’ scale results were evaluated using both graphical methods
and the Shapiro-Wilks test to verify whether the results adhered to a normal distribution.
The results indicated that the scales used appeared to follow a normal distribution. The pre-
test and post-test results in the experimental and control groups were compared both within
and between the groups for statistical analyses of the data. When data exhibited a normal
distribution, the dependent-samples t-test was employed for within-group comparisons of
pre-test and post-test scores and in contrast, the independent-samples t-test was used for
between-group comparisons (Ozsevgeg, 2019). The dependent-samples t-test compared the
pre-test and post-test results within the groups, whereas the independent-samples t-test was
used to compare the pre-test results between the groups.

The independent-samples t-test was used to analyze the post-test scores between the
groups in the language awareness sub-dimension and the total speaking anxiety scale.
However, discrepancies were noted in the groups’ pre-test scores for the speaking order,
psychological condition of the speaker sub-dimensions, and the total speaking performance
scale. As the speaking order, psychological condition of the speaker sub-dimensions, and
total speaking performance scale’s pre-test and post-test scores exhibited a normal
distribution, the analysis of covariance (ANCOVA) assumptions were reviewed. The
homogeneity of variances was assessed using Levene’s test, revealing that the variances of
the groups’ post-test scores did not differ significantly (p > 0.05). Given these findings, it
was decided to use ANCOVA for comparing the post-test scores between the groups for the
speaking order, psychological condition of the speaker sub-dimensions, and the total
speaking performance scale.

Procedure
The research process lasted for six weeks, and the research timeline is provided in
Table 5.

Table 5. Timeline of Experimental Procedures

Week Activities

Week 1 Prepared speech (administration of pre-tests) (2 class hours)
Week 2 Explanation of speaking strategies (2 class hours)

Week 3 Students’ prepared speech practices (1 class hour)

Week 4 Students’ prepared speech practices (1 class hour)

Week 5 Students’ prepared speech practices (1 class hour)

Week 6 Prepared speech (administration of post-tests) (2 class hours)
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A specific speaking topic was selected for administering the pre-tests. Students were
instructed to design and deliver a prepared speech on this topic, and their presentations were
recorded. Subsequently, the speaking anxiety scale was used as a pre-test. These recordings
were then shared with two expert Turkish language teachers for the application of the
speaking evaluation form as a pre-test.

Speaking strategies were provided to the experimental group, considering the
students’ grade levels after the pre-test administration, the research objectives, and the lesson
duration. Prepared speech practices were conducted following the instruction. Every student
had the chance to showcase their speech plan, assess their speaking procedure, and receive
feedback on their plans, presentations, and evaluation processes. No intervention was made
in the course of the control group. The lessons were conducted according to traditional
methods. Before crafting their speeches, these students were given instructions based on the
learning outcomes detailed in the 2019 Turkish Language Curriculum for eighth-grade
student level. After their speeches, feedback was given based on these learning outcomes.
Both groups made two separate speech presentations during the speech practices.

A specific speaking topic was determined for administering the post-tests to the
groups, and students were asked to design and deliver a prepared speech based on the given
topic. Students’ presentations were recorded. Then, the speaking anxiety scale was used as
a post-test, and, as before, the speech recordings were shared with the two expert Turkish
language teachers for their evaluation using the speaking evaluation form.

Results

The first research question was “Is there a statistically significant difference between
the pre-test scores of the experimental and control groups in terms of overall speaking
performance and its sub-dimensions?”. The findings regarding this question are presented
in Table 6.

Table 6. Speaking Performance Pre-Test Scores by Groups

Mean
Variable Group N Mean = SD standard t P
error
. Control 19 64.45 +5.56 1.28 x
Pre-test speaking order Experimental 19 69.03 + 3.52 0.81 3.032 0.004
Control 19 63.00 + 3.37 0.77
Pre-test language awareness Experimental 19 63.92 + 3.38 0.77 0.841 0.406
Pre-test psychological Control 19 12.55+0.86 0.19 2540 *0016
condition of the speaker Experimental 19 11.71 £ 1.16 0.26 ] )
Pre-test speaking performance Control 19 140.00 £ 7.92 1.82 2070 *0.046
total Experimental 19 144.66 £5.79 1.33 ' )

A statistically significant difference was observed between groups in terms of the
speaking order (“p = 0.004), psychological condition of the speaker sub-dimensions ("p =
0.016), and the total speaking performance scale ("p = 0.046) based on their pre-test scores
(Table 6). Conversely, for the language awareness sub-dimension pre-test scores, no
statistically significant difference was found between the groups (p > 0.05). The data
indicated that the experimental and control groups were not equivalent in terms of speaking

© 2023 Journal of Language Education and Research, 9(2), 247-297



The effect of teaching speaking. . .

257

order, psychological condition of the speaker sub-dimensions, and overall speaking
performance. However, they were comparable in terms of the language awareness sub-

dimension.

The second research question was “Is there a statistically significant difference
between the pre-test scores of the experimental and control groups in terms of overall
speaking anxiety and its sub-dimensions?”. The findings regarding this question are

presented in Table 7.

Table 7. Speaking Anxiety Pre-Test Scores by Groups

Mean
Variable Group N Mean + SD standard t p
error
Pre-test prejudgment of the Control 19 37.16+10.96 2.51 0200 0.842
speaking skill Experimental 19 37.95+£13.22 3.03 ' '
Pre-test speaking self- Control 19 14.95 +5.47 1.25
confidence Experimental 19 15.68 £5.35 1.23 0.420 - 0.677
. . Control 19 8.84 +£3.01 0.69
Pre-test enjoying speaking Experimental 19 9.10 £ 2.66 0.61 0.286 0.777
Pre-test anxiety of being Control 19 9.63+2.83 0.65 1549 0.130
evaluated Experimental 19 8.10+3.23 0.74 ' '
Pre-test willingness to speak Control 19 10.95+3.42 0.78 1545 0.131
in the classroom Experimental 19 12.79 £3.91 0.89 ' '
. . Control 19 81.53+£18.99 4.36
Pre-test speaking anxiety total Experimental 19 836341794 411 0.351 0.727

No statistically significant difference was observed among groups for the speaking
anxiety scale sub-dimensions and the speaking anxiety scale total pre-test scores (p > 0.05;
Table 7). The data indicated that the experimental and control groups were equivalent in
terms of the sub-dimensions and overall speaking anxiety level.

The third research question was “Is there a statistically significant difference
between the pre-test and post-test scores of the experimental group in terms of overall
speaking performance and its sub-dimensions?”. The findings regarding this question are
presented in Table 8.

Table 8. Speaking Performance Pre-Test And Post-Test Scores in the Experimental Group

Mean
Variable Test N Mean = SD standard t P
error
. Pre-test 19 69.03 +3.52 0.81 "
Speaking order Post-test 19 76.79 + 4.29 0.98 5372 <0001
Pre-test 19 63.92 +3.38 0.77 "
Language awareness Post-test 19 70.95 = 3.85 0.88 6.031 <0.001
Psychological condition of ~ Pre-test 19 11.71 £ 1.16 0.26 "
the speaker Post-test 19 15.18 +1.86 0.43 8.243 < 0.001
Speaking performance  Pre-test 19 144.66 £5.79 1.33 "
total Post-test 19 162.92 +8.89 2.04 6875 *<0.001

A statistically significant difference was observed within the experimental group for
the speaking order ("p < 0.001), language awareness ("p < 0.001), psychological condition
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of the speaker sub-dimensions ("p < 0.001), and the speaking performance scale total ("p <
0.001) pre-test and post-test scores (Table 8). The data indicated that teaching speaking
strategies positively affected the sub-dimensions and overall speaking performance in the
experimental group.

The fourth research question was “Is there a statistically significant difference
between the pre-test and post-test scores of the experimental group in terms of overall
speaking anxiety and its sub-dimensions?”. The findings regarding this question are
presented in Table 9.

Table 9. Speaking Anxiety Pre-Test and Post-Test Scores in the Experimental Group

Mean
Variable Test N Mean £+ SD standard t )4
error
Prejudgment of the speaking  Pre-test 19  37.95+13.22 3.03 0152  0.881
skill Post-test 19 37.53 +£12.81 2.94 ) )
. Pre-test 19 15.68 +5.35 1.23
Speaking self-confidence Post-test 19 17532517 118 1.084 0.293
. . Pre-test 19 9.10 £2.66 0.61
Enjoying speaking Post-test 19 9.89 +3.45 0.79 11290274
. . Pre-test 19 8.10+3.23 0.74
Anxiety of being evaluated Post-test 19 231 + 353 0.81 0.275 0.787
Willingness to speak in the  Pre-test 19 12.79+3.91 0.89 1741 0.099
classroom Post-test 19 11.10 +4.09 0.94 ) )
. . Pre-test 19 83.63+17.94 4.11
Speaking anxiety total Post-test 19 8437+ 21 89 502 0.224 0.825

No statistically significant difference was observed within the experimental group
for the speaking anxiety scale sub-dimensions and the speaking anxiety scale total pre-test
and post-test scores (p > 0.05; Table 9). The data indicated that teaching speaking strategies
did not impact the sub-dimensions and overall speaking anxiety level in the experimental
group.

The fifth research question was “Is there a statistically significant difference between
the pre-test and post-test scores of the control group in terms of overall speaking
performance and its sub-dimensions?”. The findings regarding this question are presented
in Table 10.

Table 10. Speaking Performance Pre-Test And Post-Test Scores in the Control Group

Mean
Variable Test N Mean = SD standard t D
error
. Pre-test 19 64.45+£5.56 1.28 "
Speaking order Posttest 19 76.03 +6.58 1.51 8235 #<0.001
Pre-test 19 63.00 +3.37 0.77 "
Language awareness Posi-test 19 69.50 = 3.60 0.83 7.055 <0.001
Psychological condition of Pre-test 19 12.55+0.86 0.19 "
the speaker Post-test 19 1429 +2.28 0.52 3.292 0.004
Speaking performance Pre-test 19 140.00 + 7.92 1.82 "
total Post-test 19 159.92 + 10.65 244 0302 7<0.001
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A statistically significant difference was observed within the control group for the
speaking order ("p < 0.001), language awareness (“p < 0.001), psychological condition of the
speaker sub-dimensions (“p = 0.004), and the speaking performance scale total ("p < 0.001)
pre-test and post-test scores (Table 10). The data indicated that traditional instruction
positively affected the sub-dimensions and overall speaking performance in the control

group.
The sixth research question was “Is there a statistically significant difference

between the pre-test and post-test scores of the control group in terms of overall speaking

anxiety and its sub-dimensions?”. The findings regarding this question are presented in
Table 11.

Table 11. Speaking Anxiety Pre-Test and Post-Test Scores in the Control Group

Mean
Variable Test N Mean = SD standard t )4
error
Prejudgment of the speaking  Pre-test 19 37.16 £ 10.96 2.51 1774 0.093
skill Post-test 19 32.79 +12.09 2.77 ) ’
. Pre-test 19 1495 + 547 1.25
Speaking self-confidence Post-test 19 1458+ 716 164 0.229 0.821
. . Pre-test 19 8.84+3.01 0.69
Enjoying speaking Post-test 19 8.78 + 4.53 1.04 0.054 0.957
. . Pre-test 19 9.63 £2.83 0.65
Anxiety of being evaluated Post-test 19 R3] 4 245 0.56 1.327 0.201
Willingness to speak in the  Pre-test 19 10.95+£3.42 0.78 0.150  0.883
classroom Post-test 19 11.10 £4.78 1.09 ) )
. . Pre-test 19 81.53 +18.99 4.36
Speaking anxiety total Post-test 19 7558 + 24,40 550 1.325 0.202

No statistically significant difference was observed within the control group for the
speaking anxiety scale sub-dimensions and the speaking anxiety scale total pre-test and post-
test scores (p > 0.05; Table 11). The data indicated that traditional instruction did not impact
the sub-dimensions and overall speaking anxiety level in the control group.

The seventh research question was “Is there a statistically significant difference
between the post-test scores of the experimental and control groups in terms of overall
speaking performance and its sub-dimensions?”. The findings regarding this question are
presented in Tables 12-15.

Table 12. Speaking Order Sub-Dimension Post-Test ANCOVA Results by Groups

Variance source Sum of squares SD Mean squares F p
Pre-test 80.836 1 80.836 2.743 0.107
Group 3.823 1 3.823 0.130 0.721
Error 1031.559 35 29.473

Total 222968.250 38

No statistically significant difference was observed among groups for the speaking
order sub-dimension post-test scores (F = 0.130, p = 0.721; Table 12).

Table 13. Language Awareness Sub-Dimension Post-Test Scores by Groups
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Mean standard

Variable Group N Mean + SD t p
error

Post-test language Control 19 69.60 = 3.60 0.83 1110 0274

awareness Experimental 19 70.95 + 3.85 0.88 ) )

No statistically significant difference was observed among groups for the language
awareness sub-dimension post-test scores (p > 0.05; Table 13).

Table 14. Psychological Condition of the Speaker Sub-Dimension Post-Test ANCOVA Results by
Groups

Variance source Sum of squares SD Mean squares F D
Pre-test 9.573 1 9.573 2.284 0.140
Group 14.030 1 14.030 3.348 0.076
Error 146.690 35 4.191

Total 8416.50 38

No statistically significant difference was observed among groups for the psychological condition of
the speaker sub-dimension post-test scores (F = 3.348, p = 0.076; Table 14).

Table 15. Speaking Performance Total Post-Test ANCOVA Results by Groups

Variance source Sum of squares SD Mean squares F D
Pre-test 211.965 1 211.965 2.282 0.140
Group 15.935 1 15.935 0.172  0.681
Error 3250.798 35 92.880

Total 993705.0 38

No statistically significant difference was observed among groups for the speaking
performance scale total post-test scores (F =0.172, p = 0.681; Table 15).

These data suggested that introducing speaking strategies did not lead to a notable
difference in either the sub-dimensions or the overall speaking performance compared with
traditional instruction.

The eighth research question was “Is there a statistically significant difference
between the post-test scores of the experimental and control groups in terms of overall
speaking anxiety and its sub-dimensions?”. The findings regarding this question are
presented in Table 16.

Table 16. Speaking Anxiety Post-Test Scores by Groups

Mean
Variable Group N Mean = SD standard t P
error
Post-test prejudgment of the Control 19  32.79+12.09 2.77 1172 0249
speaking skill Experimental 19 37.53+12.81 2.94 ) )
Post-test ~ speaking  self- Control 19 14.58 +7.16 1.64 1455 0.154
confidence Experimental 19  17.53+5.17 1.18 ) )
. . Control 19 8.79+4.53 1.04
Post-test enjoying speaking Experimental 19 9.80 + 3.44 0.79 0.847  0.403
Post-test anxiety of being Control 19 831+245 0.56 0001 0999
evaluated Experimental 19 8.31+3.53 0.81 ) )
Control 19  11.10+4.78 1.09 0.001  0.999
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Post-test ~ willingness  to

. Experimental 19 11.10 + 4.09 0.94
speak in the classroom
Post-test speaking anxiety Control 19 75.58+24.40 5.59 1169 0.250
total Experimental 19 84.37+21.89 5.02 ) )

No statistically significant difference was observed among groups for the speaking
anxiety scale sub-dimensions and the speaking anxiety scale total post-test scores (p > 0.05;
Table 16). The data indicated that teaching speaking strategies did not create a difference in
the sub-dimensions and overall speaking anxiety level compared with traditional instruction.

Conclusion and Discussion

This study examined the impact of teaching speaking strategies on speaking
performance and anxiety levels. One of the primary findings indicated no statistically
significant difference in speaking performance between the experimental and control
groups. This result implied that teaching speaking strategies did not notably influence the
speaking performance of secondary school students compared with traditional instruction.
A literature review indicated that teaching cognitive awareness strategies (Kartallioglu,
2015) and direct instruction (Kemiksiz, 2016) were more effective than traditional methods.
Additionally, providing strategy instruction heightened students’ awareness of these
strategies (Kartallioglu, 2015). However, these outcomes were not consistent with the results
of the present study. This discrepancy underlines the need for further research comparing
speaking strategies with traditional teaching methods.

Compared with the pre-test and post-test scores in the experimental group, teaching
speaking strategies positively affected students’ speaking performance. Supporting this
claim, research related to public speaking (PS) indicated that PS training consistently
improved speaking performance (Al Tamimi, 2014; Fawcett & Miller, 1975; Herbein et al.,
2018; Nadia & Yansyah, 2018; Rubin et al., 1995; Wilson, 1989). For instance, students
undergoing PS training in a second language showed steady progress in speaking
performance over time (Zhang et al., 2020). Oral communication courses effectively
enhanced students’ nonverbal communication skills (Jones, 2021), and opportunities for PS
practice furthered these skills (Sari, 2012; Wilson, 1989). Moreover, research showed that
more preparation time and previous PS experience correlated with higher grades in
communication courses (Pearson & Child, 2008). The speaking performance increased with
an increase in preparation time, with students scoring higher when dedicating more time to
presentation and rehearsal (Pearson, Child & Kahl Jr., 2006). A notable correlation was
found between high-quality speaking performance and factors such as preparation time,
preparing visual aids, rehearsals, silent and loud rehearsal durations, and external research
(Menzel & Carrell, 1994). Other studies emphasized the role of specific speaking strategy
choices in determining student performance (Brown, 1993). These conclusions aligned with
the findings of this study. However, some studies indicated that PS training did not
significantly impact students’ speaking performances (Osma et al., 2017) and past PS
experiences did not predict basic PS course grades (Pearson, Child, Herakova et al., 2010).
These findings did not align with the results of this study. However, different studies
revealed that teachers found PS courses highly useful in addressing the fundamental
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problems related to students’ speaking skills (Iftakhar, 2013); students perceived that taking
PS courses enhanced their speaking skills in various aspects (Adiwinata, 2017).

Studies indicated that teachers often lacked comprehensive knowledge about
methodologies and techniques used for speaking instruction (Arhan, 2007; Coskun Cinar,
2015). They tended to use limited and similar methods (Arhan, 2007). In the evaluation
processes, they also tended to focus more on the prosodic skills of speaking (Hamzaday1 &
Dolek, 2017). Several studies noted that students’ speaking skills did not reach a satisfactory
level (Diilger, 2011; Sargin, 2006; Yesiltepe Saglam, 2010). Moreover, diverse speech
problems were observed in different age groups in terms of cognitive, physical, and affective
aspects (Akkaya, 2012; Arslan, 2012; Basaran & Erdem, 2009; Kara, 2020; Kaya, 2019;
Sever & Topguoglu Unal, 2020; Topguoglu Unal & Degeg, 2012; Yildirim, 2020). Given
that teaching speaking strategies noticeably improved the speaking skills of students in the
experimental group, integrating speaking strategies into lessons starting from secondary
school can be suggested. This can add diversity to teaching processes and contribute to
teachers’ instructional practices. Therefore, including speaking strategies in the curriculum
starting from the secondary school level may be beneficial.

Another key insight provided by this study was that teaching speaking strategies did
not create a statistically significant difference in speaking anxiety levels between
experimental and control groups. Contrasting this, studies suggested that direct instruction
reduced students’ speaking anxiety compared with traditional education (Kemiksiz, 2016).
The results of the present study did not align with these findings. Therefore, more rigorous
investigation is needed into the impact of speaking strategies on speaking anxiety.

It was evident that teaching speaking strategies did not significantly impact the
students’ levels of speaking anxiety compared with the pre-test and post-test scores in the
experimental group. A study revealed that teaching cognitive awareness strategies reduced
students’ speaking anxiety (Kartallioglu, 2015). Various studies on PS suggested that PS
training (Al Tamimi, 2014; Bednar, 1991; Colbeck, 2011; Dwyer & Davidson, 2021;
LeFebvre et al., 2020), laboratory-supported PS training (Ellis, 1995), skill-based education
(Pribyl et al., 2001), and the introduction of delivery skills in PS training (Neer & Kircher,
1989) contributed to reducing students’ speaking anxiety. Similar findings were noted in
studies focusing on pre-service teachers, indicating that instruction in prepared speech
(Ozdemir, 2018), oral expression courses (Katranct & Kusdemir, 2015), and speaking skill
courses (Sarikaya, 2020) reduced pre-service teachers’ speaking anxiety. Research revealed
that the level of students’ speaking anxiety varied based on the strategies they employed
while preparing for speeches, and this anxiety level influenced the frequency of their
speaking strategy usage (Brown, 1993). To alleviate speaking anxiety, students often
engaged in preparing and rehearsing speeches (Netta et al., 2020; Pratama et al., 2018;
Widhayanti, 2018) and employed hand-body movements during speech delivery (Netta et
al., 2020; Pratama et al., 2018). However, some studies suggested that oral communication
courses might exacerbate students’ speaking anxiety (Jones, 2021).

Research regarding the influence of PS experiences on speaking anxiety
demonstrated that such experiences reduced anxiety (Ercan Giiven, 2020; Karali et al., 2021;
Nash et al., 2016; Ozkan & Kinay, 2015). Moreover, students with less speaking experience
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tended to have higher heart rates during the speaking process (Porhold, 1997). Studies also
revealed that students with prior PS training or external curricular experiences (Christensen,
2000; Johnson, 2012) and those who frequently engaged in speaking both within and outside
academic settings experienced diminished PS anxiety (Christensen, 2000). Such studies
supported the idea that speaking strategies had an impact on students’ speaking anxiety,
which was not consistent with the findings of this study.

Various studies indicated that excessive preparation was insufficient to cope with
anxiety (Thomas et al., 1994). Students with elevated speaking anxiety might achieve lower
grades despite investing more time in speech preparation than those with lower anxiety
(Ayres, 1996). Additionally, some studies suggested that PS training did not affect students’
speaking anxiety levels (Herbein et al., 2018; McCourt, 2007; Nadia & Yansyah, 2018).
These findings were in line with the results of this study.

In conclusion, this study showed that, although teaching speaking strategies did not
change the speaking anxiety in the experimental group, it positively influenced their
speaking performance. This suggested that speaking strategies were effective in enhancing
students’ speaking skills. Therefore, speaking strategies should be included in activities
related to speaking proficiency. This study had a limitation, as instructional and
implementation processes lasted only for six weeks. Hence, studies with longer instructional
processes are needed on this subject.
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Giris

Konugsma, bireyin yaklasik olarak ilk yasimi aldigi donemde sesleri birlestirip
sOzciikler iiretebilmesiyle anlam kazanir. Olagan dis1 bir durum gergeklesmez ise bes yasina
kadar gecen siirede konugma becerisinin gelisimi tiim ¢ocuklarda ortak bir bigimde ilerler.
Buradan yonelimle konusma Ogrenciler okula baglamadan ¢ok once gergeklesen, “ses,
bogumlama, anlatma, anlama, anlagma, iletisim gibi i¢ ice ge¢mis kavramlar1 da kapsayan
bir beceri” (Temizkan, 2017, s. 200) olarak tanimlanabilir. Konusmanin biligsel-zihinsel,
fiziksel ve duyussal boyutlar1 bulunan (Bozkurt, 2019; Hamzadayi, 2019), cesitli alt
becerileri igeren karmasik bir edim oldugu soOylenebilir. Her ne kadar bireyler okula
baslamadan 6nce konusmayr Ogrenmis olsalar bile, bu onlarin yasitlariin ve yakin
cevresinin dilidir (Dogan, 2009; Kavcar, 2016; Temizyiirek, 2007). Arastirmalarda (Agca,
2001; Ceran, 2012; Gedik ve Orhan, 2014; Kurudayioglu, 2003; Ozden, 2018; Ugcgun, 2007;
Yalgin, 2006) konusmanin dogustan gelen bir yeti olduguna ancak etkili ve dogru bir
konusma i¢in egitime gereksinim duyulduguna vurgu yapilir. Bireylerin bu edimi yetkin bir
bigcimde isletebilmesinde anadili egitmenlerine biiyiik sorumluluklar diiser.

Giinliik yasamda gergeklestirilen konusmalarin ¢ogu anlik bir bicimde gelisir ve 6n
hazirlik gerektirmez. Buna karsin belirli bir konuda ve belirli bir amag dogrultusunda bir
topluluk karsisinda konusma eylemi gergeklestirilecek ise diislincelerin etkili bir bicimde
aktarilabilmesi i¢in 6n hazirlik yapmanin, bir plan hazirlayarak bu plana uymanin gerekli
oldugu sdylenebilir. Arastirma sonuglar1 (Akkaya, 2012; Arslan, 2012; Ceran, 2012; Goger,
2008; Karakog Oztiirk ve Altuntas, 2012; Katranci ve Kusdemir, 2015; Oguz, 2009;
Ozdemir, 2018) dgrencilerin hazirlikli konusma uygulamalar gergeklestirmedikleri i¢in
konusmaya yonelik olumsuz duygu ve disiinceler tasidiklarini gdsterir. Bunun yani sira
konugma siirecinin bilesenlerine dikkat edilmeden konusma gergeklestirildiginde konusmact
iletmek istedigi diislinceyi hedefledigi kitleye ulastiramayabilir. Bu durum konusmacinin
duyussal durumunu da olumsuz yonde etkileyebilir. Konugmaci, etkili bir hazirlik siireci
gecirmeden konusmay1 gergeklestirdiginde kaygilanabilir. Yine duyugsal etmenlerde
gerceklesen bir degisim ise konugma sirasinda konugmanin fiziksel boyutunu etkileyerek ses
titrekligi, kekemelik, tonlama ve vurgu hatalarina, beden dili uyumsuzluklarina yol agabilir.
Bu nedenlerle Tiirkce derslerinde, yapilandirilmis gesitli etkinlikler yardimiyla hazirlikli
konusma uygulamalarina yer verilmelidir.

Alanyazinda strateji, teknik ve yontem olarak kullanilan terimler incelendiginde,
terimlerin  birbirinden farkinin belirgin olmadigi ve bunlarin birbirinin  yerine
kullanilabildigi, dolayisiyla terimler {dstiinde bir uzlagi olmadigi goriilmektedir
(Kurudayioglu ve Kiraz, 2020a; Kurudayioglu ve Kiraz, 2020b; Tiirkel 2019). 2019 Tiirkce
Dersi Ogretim Programi’min ortaokul diizeyindeki “Konusma stratejilerini kullanir.”
kazaniminin aciklamalar1 incelendiginde konugma yontem ve tekniklerine yer verildigi,
programda yer alan “Hazirlikli konusma yapar.” kazanimu ile ilgili agiklamalarin ise yeterli
olmadig1 sdylenebilir. Ote yandan programin ortaokul diizeyinde konusmanin duyussal
yonii ile ilgili bir kazanim veya acgiklamaya da yer verilmemistir. ikinci dil dgretiminde
duyussal boyut agirlikli programin, 6grencilerin duyussal gelisimini olumlu yonde etkiledigi
belirlenmistir (Kara, 2003). Bu sonug¢ anadil egitimi i¢in de gegerli olabilir. Konusma
stratejilerini  belirleyerek bu stratejileri Ogrencilere kazandirmak, onlarin konusma
basarimlar1 kadar, konusma iistiinde etkili olan konugma kaygilarin1 da olumlu yonde
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etkileyebilir. Bu baglamda konusmanin biligsel ve fiziksel boyutlari, konusma kaygisi ve
konugma stratejileri ilizerinde durmak arastimanin kuramsal c¢ergevesini olusturmak
acisindan 6nem tagimaktadir.

Alanyazin Taramasi

Konusmanin Bilissel ve Fiziksel Boyutlar:

Bireyin karsisindakine vermek istedigi iletiyi igerik olarak tam ve diizgiin bir
bicimde dile getirebilmesi konusmanin daha cok biligsel yoniiyle, bu dile getirme
stirecindeki vurgu ve tonlama gibi etmenler ise daha ¢ok konusmanin fiziksel yoniiyle
ilgilidir (Hamzadayi, 2019, s. 89). Konusma {retim silireci; =zihinsel tasarim
(kavramlastirma), dilsel ve dil bilgisel diizenleme (bi¢imlendirme), fiziksel siire¢/¢ikt
(bogumlama) olarak siralanir ve konugsmanin biligsel ve zihinsel yonleri bir biitiin olarak ele
alinir (Bozkurt, 2019). Bireylerin konusmay1 gergeklestirebilmeleri igin bu agamalar
saglikli bir bigimde isletebilmeleri gerekir.

Konugma niyetinin olusmasi ve zihinsel tasarim siireci kavramlagtirma, dilsel ve dil
bilgisel diizenleme bigimlendirme, konusucunun sahip oldugu bilgi tiirleri ise dil dist ve
dilsel-dil bilgisel bilgiler olarak tanimlanir (Bozkurt, 2019, s. 45). Kavramlagtirma siirecinde
anlamsal diizenleme yapilirken, bi¢cimlendirme asamasinda bu anlamsal yap1 cesitli alt
islemlerin gerceklestirilmesiyle tiimceler haline getirilir. Konusmaci bu siiregleri
gerceklestirirken dilsel ve dil bilgisel bilgi tiirlerini kullanir. Boylece konugsma biligsel
olarak tiretilir. Bu tiretimin sonucunda konusmanin fiziksel boyutu harekete geger.

Konugmanin fiziksel boyutu ise solunum (respiration), sesleme (phonation) ve
bogumlama (articulation) ile konusma organlarini igeren; konusmacinin uygun sesleri
cikarmas siirecidir (Bozkurt, 2019). Buna gore nefes verme sirasinda havanin ses tellerine
carpmasi ile salt ses olusur, bu ses ¢esitli konugsma organlarinin bulundugu agiz ve geniz
boslugunun yardimiyla bogumlanir. Bdylece konusma sesi olan iinlii ve tinsiizler olusur.

Konusma Kaygisi

Konugma siirecinin basarili bir bigimde gercgeklestirilmesinde ya da konusma
stirecinde goriilen sorunlarin kaynaginda, bilissel ve fiziksel boyutlar kadar duyussal boyut
da belirleyici bir rol oynar (Hamzadayi, 2019, s. 89). Bireyin konugsmaya olan tutumu,
konusma becerisine yonelik 6zyeterlik algisi, konugsma Oncesinde ve sirasindaki kaygi
diizeyi konugmanin duyussal boyutunu olusturur (Golpinar vd., 2018, s. 76). Dolayisiyla
konugma stireci ve konusma becerisi egitiminin, duyussal boyutla bir biitiin haline geldigi
sOylenebilir. Nitekim duyussal alan tiim bilissel 6grenmeleri ve sozce iiretim siireglerini
etkiler.

Kayg1 “otonom sinir sisteminin etkinlesmesi veya uyarilmasi ile iliskilendirilen hos
olmayan, biling¢li olarak algilanan sinirlilik, gerginlik ve endise duygularini igeren belirli bir
duygusal durum” (Spielberger, 1972) olarak tanimlanir. Kaygi bireyi fiziksel, biligsel,
giidiisel, duyussal, davranigsal olarak cesitli bicimlerde etkiler (Beck ve Emery, 1985).
Kayginin gii¢lii ve siirekli bigimde tekrarlanmasi ise bireyin yasamini olumsuz yonde etkiler.

Kaygi ile ilgili caligmalarda siirekli kaygi (trait anxiety), durumluk kaygi (state
anxiety) ve olaya 6zgii kaygi (situation-specific anxiety) olmak iizere ii¢ farkli kaygi tiiriine
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vurgu yapilir (Maclintyre ve Gardner, 1991). Siirekli kaygi bireyin kisilik 6zelligi haline
gelmis kayg tiirii iken, durumluk kaygi bir duruma tepki olarak belirli bir anda hissedilen
kaygidir (Ellis, 1994). Olaya 6zgli kaygi kavrami ise sadece belirli bir olayda veya baglamda
gerceklesmesi ile bu iki tiirden ayrilir, konugsma sunumu sirasinda duyumsanan kaygi olaya
0zgii kaygi orneklerinden biridir (Maclntyre, 1999).

Konugma kaygisi, topluluk karsisinda veya karsilikli gergeklesen konusmalarda
bireyin konusmaktan kag¢inmasina, heyecanlanmasina, diisiincelerini etkili bigimde
aktaramamasina yol acan, terleme, kalp atislarinin hizlanmasi gibi fiziksel belirtilerle
kendini gosteren kaygi (Kesapli ve Cifci, 2017, s. 464-465) olarak tanimlanir. Alanyazindaki
calismalarda (Akay ve Uzun, 2018; Demirel, 2019, Solak ve Yilmaz, 2017; Yilmaz, 2018)
bireylerin konusma kaygis1 yasamalarinda olumsuz egitim Ogretim ortamlari, dlgme ve
degerlendirme uygulamalarindaki yanlislar, bireysel tutumlar, bilgi ve beceri eksikligi
oncelikli nedenler olarak siralanir.

Alanyazin incelendiginde konusma kaygisinin konusma bagarimi ile olumsuz yonde
iligkili oldugu (Daly, Vangelisti ve Lawrence, 1989; Daly, Vangelisti ve Weber, 1995;
Golpmar vd., 2018; Menzel ve Carrell, 1994; Phillips, 1992; Syafryadin vd., 2020),
ogrencilerin konusma kaygilar1 ile konusma konusu sec¢imlerinin iliskili oldugu (Daly,
Vangelisti, Neel ve Cavanaugh, 1989; Duran ve Kaplan, 2018), konusma kaygisinin
konusmanin niteligi ve stiresi tistiinde etkili oldugu (Gallego vd., 2021); kayginin en yiiksek
diizeyde sahnede yasandigi, hazirlik 6ncesi, hazirlik siireci ve konusma sunumu 6ncesinde
ise kismen yiiksek kaygiya sahip olundugu (Viwattanabunchong, 2017) saptanmustir.
Konusma kaygisinin sadece konugma basarimi ile degil, konusmanin duyussal boyutunu
olusturan tutum ve dzyeterlik kavramlari ile iliskili oldugunu gosteren arastirmalar (AdKins,
2006; Baki ve Kahveci, 2017; Dwyer ve Fus, 1999; Ellis, 1995; Gokhan, 2020; Giirsoy ve
Karaca, 2018; Hermagustiana vd., 2021; Mohammadi ve Rezaei, 2021; Teksan vd., 2019;
Villegas Puyod vd., 2020) da bulunmaktadir.

Konusma Stratejileri

Strateji, “Ogretim amaglarina gore uygulanacak yoOntemleri, materyalleri, arag-
geregleri segme ve O6gretimi yonlendirme etkinliklerinin tamamini kapsayan bir kavram
olarak tanimlanabilir” (Kurudayioglu ve Kiraz, 2020a, s. 389). Konusma stratejisi kavrami
ise “bir konugma amacina ulagmak {izere ise kosulabilecek yontem, teknik, ara¢ ve
gereglerin belirlenmesini kapsayan, ¢erceve niteliginde, genel bir konusma plan1”
(Kurudayioglu ve Kiraz, 2020b, s. 172) olarak tanimlanir. Bir baska deyisle konusma
stratejileri; konugsmanin planlama, yiiriitme ve degerlendirme siireglerini etkili bir bi¢imde
yonetebilmek ve konusma ile gergeklestirilmek istenen amaca ulagabilmek i¢in uygulanacak
yontemleri, materyalleri, teknikleri, arag-geregleri se¢me ve uygulama isi olarak
tanimlanabilir.

Alanyazin incelendiginde okuma, yazma ve dinleme becerilerine yonelik stratejilerin
saptandig1 ve bunlarin ¢esitli uygulamalarla 6grenciler iizerinde sinandigi caligmalar
(Bozkurt, 2020; Topuzkanamis, 2014; Yildiz, 2015) oldugu goriiliir. Giines (2019) ise ¢esitli
caligmalardan yonelimle konugma stratejilerine yer vermistir. Konusma becerisine yonelik
stratejilerin yapisina ve islevine bakildiginda bu stratejileri; konugsma Oncesi stratejiler,
konusma sirasi stratejiler ve konusma sonrasi stratejiler olarak {ic ulamda degerlendirmek
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olanaklidir. Konusma Oncesi stratejiler konusmay1 planlama ve diizenleme asamalarini,
konugma siras1 stratejiler konusmayi yonetebilmeyi, konusma sonrasi stratejiler ise
konusmay1 degerlendirmeyi igerir. Alanyazindaki ¢alismalardan (Beebe ve Beebe, 2013;
Coopman ve Lull, 2018; DeVito, 2017; German, 2017; Giines, 2019; Harris, 2017; Jaffe,
2016; Lucas, 2009; O’Hair vd., 2019; Osborn vd., 2015; Ozdemir, 2016; Tucker vd., 2019;
Verderber vd., 2012; Yalinkilig, 2019; Young ve Travis, 2012; Zarefsky, 2017) yonelimle
hazirlikli konusma becerisine yonelik konusma stratejileri ii¢ ulamda Cizelge 1°de

sunulmustur.

Cizelge 17. Konusma Stratejileri

Asamalar

Stratejiler

Konusma oncesi

Konusmay1 planlama

Konusmayi diizenleme

Konusmanin genel amacini belirleme
Konusmanin konusunu belirleme

Konuyla ilgili 6n bilgileri harekete gegirme
Tartigma veya beyin firtinast tekniklerini
kullanma

Konugma igerigini sinirlama

Hedef dinleyiciyi ¢oziimleme

Aragtirma yapma

Dinleyicinin sorularini tahmin etme

Konusmanin anlatim desenini belirleme
Ana hatlar1 belirleme

Metinlestirme

Sunum bigimini belirleme

Konugmayr sunmaya yardimci olacak
materyaller hazirlama

Konugma provasi gergeklestirme

Konusma
sirasi

Beden dilini dogru kullanma

Sesi dogru kullanma

Konugmayr sunmaya yardimci olacak
materyalleri kullanma

Konugma planina uyma

Dinleyicilerin sorularini yanitlama

Konugma sonrasi

Konugmanin amacini ve amaca ulagsma
durumunu degerlendirme

Hedef dinleyici ile ilgili  yapilan
¢oziimlemenin dogrulugunu degerlendirme
Konugmanin igerigini degerlendirme
Konusmanin yapisini degerlendirme
Konugma sirasini degerlendirme

Konugmay1 agiklamak {izere gelistirilen modeller incelendiginde (Bayat, 2019;
Bozkurt, 2019; Giines, 2019), bu modellerde konusmanin biligsel ve fiziksel yoniine vurgu
yapildigi goriiliir. Konugsmanin biligsel boyutu igerigin konugmacinin zihnindeki olusumu
ve denetlenmesiyle ilgiliyken fiziksel boyutu igerigin dinleyicilere aktarim siireciyle
ilgilidir. Konusma oncesi, sirasi ve sonrasinda kullanilacak s6z konusu stratejiler
konusmanin biligsel ve fiziksel boyutlarini igerir. Duyussal boyutun etmenlerinden biri olan
kaygi ise bu siirecleri cesitli yonlerden etkiler. Konusmaya yonelik kaygi diizeyi yiiksek
bireylerin bu siirecleri etkili bir bicimde yonetemeyecegi, konusmay1 bilissel ve fiziksel
olarak yonetmede etkili olamayan bireylerin de konusma kaygi diizeyinin artacagi

savlanabilir. Dolayisiyla konusmaya etki eden etmenlerin kontrol edilebilmesi igin
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ogrencilerin konusma ile ilgili bilgilendirilmesi ve yeterince uygulama yapmasi gerektigi
sdylenebilir. Bu uygulamalar Tiirkce Dersi Ogretim Programi gercevesinde diizenlenmis
ogretim etkinlikleriyle gerceklestirilebilir.

Alanyazin incelendiginde konusma stratejilerinin 6gretimi ile ilgili ¢aligmalarin
(Atik, 2006; Cohen vd., 1996; Gengoglu, 2011; Keskin, 2013; Kilig, 2003; Kosar ve Bedir,
2014; Melendez vd., 2014; Nakatani, 2005; Tsai, 2018) agirlikli olarak ikinci dil 6gretimi
iistiinden gergeklestirildigi goriiliir. S6z konusu arastirmalarin sonuglari, strateji 6gretiminin
ogrencilerin konusma stratejisi kullanimlar1 ve konusma basarimlarini olumlu ydnde
etkiledigini ortaya koyar. Buradan yoOnelimle anadili egitimi siirecinde de konusma
stratejilerinin 6gretiminin konusma basarimi ve konusma kaygisi {istiinde etkili olacagi
varsayilabilir. Bu varsayimin dogrulugunu sinamak amaciyla gergeklestirilen bu ¢calismada
konugma stratejileri derlenmis, stratejilerin konusma basarimi ve konusma kaygisina etkisi
incelenmistir. Bu amag¢ dogrultusunda aragtirmada asagidaki sorulara yanit aranmaistir:

1. Deney ve kontrol gruplarinin konusma basarimi toplam ve konusma basariminin
alt boyutlar1 acisindan On test puanlar1 arasinda istatistiksel olarak anlamli bir
fark var midir?

2. Deney ve kontrol gruplarinin konugma kaygisi toplam ve konusma kaygisinin alt
boyutlar1 agisindan 6n test puanlart arasinda istatistiksel olarak anlamli bir fark
var midir?

3. Deney grubunun konusma basarimi toplam ve konusma basariminin alt boyutlar
acisindan On test-son test puanlari arasinda istatistiksel olarak anlamli bir fark
var midir?

4. Deney grubunun konusma kaygisi toplam ve konusma kaygisinin alt boyutlar
acisindan On test-son test puanlari arasinda istatistiksel olarak anlamli bir fark
var midir?

5. Kontrol grubunun konugma basarimi toplam ve konugma basariminin alt
boyutlar1 agisindan 6n test-son test puanlari arasinda istatistiksel olarak anlamli
bir fark var midir?

6. Kontrol grubunun konusma kaygisi toplam ve konugma kaygisinin alt boyutlari
agisindan On test-son test puanlari arasinda istatistiksel olarak anlamli bir fark
var midir?

7. Deney ve kontrol gruplarinin konusma basarimi toplam ve konugma basariminin
alt boyutlar1 agisindan son test puanlar1 arasinda istatistiksel olarak anlamli bir
fark var midir?

8. Deney ve kontrol gruplarinin konugma kaygisi toplam ve konusma kaygisinin alt
boyutlar1 agisindan son test puanlari arasinda istatistiksel olarak anlamli bir fark
var midir?

Yontem

Arastirmanin Modeli ve Yayin Etigi

Bu arastirma, nicel aragtirma yaklasimlarindan 6n test-son test kontrol gruplu yar1
deneysel desen dogrultusunda gerceklestirilmistir. On test-son test kontrol gruplu yari
deneysel desende birbirine denk gruplar se¢ilerek bunlardan biri/birkac1 deney, biri/birkagi
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kontrol grubu olacak bicimde yansiz atama yapilir (Ozmen, 2019). Arastirmada 6n test 6lgek
puani, akademik basari, cinsiyet ve say1 yonlerinden birbirine denk iki grup olusturulmaya
calisilmis ve bu gruplardan biri deney, biri kontrol grubu olacak bi¢imde yansiz olarak
secilmistir. Deney grubu listiinde etkisi incelenen bagimsiz degisken konugma stratejilerinin
ogretimidir. Arastirmanin deney modeli Cizelge 2’de gosterilmistir.

Cizelge 18. Arastirmada Uygulanan Deneysel Desen

Grup Uygulama éncesi Islem Uygulama sonrasi
On test Son test
Deney o1 Konusma stratejilerinin 6gretimi 03
Kontrol 02 Geleneksel egitim 04

Cizelge 2’de yer alan O1, 02, O3 ve O4 ifadeleri deney ve kontrol grubuna 6n test
ve son test olarak uygulanan “Konusma Degerlendirme Formu’nu (Sargin, 2006) ve
“Ortaokul Ogrencileri I¢in Konusma Kaygist Olgegi™ni (Demir ve Melanlioglu, 2014)
temsil etmektedir.

Bu arastirma 25.10.2021 tarihli, E-32889839-605.01-35474396 sayili belge
dogrultusunda Hatay 11 Milli Egitim Miidiirliigiinden ve Hatay Valiliginden edinilen etik ve
aragtirma izni ile gergeklestirilmistir.

Cahsma Kiimesi

Aragtirma 2021-2022 egitim-6gretim yilinin birinci doneminde Hatay ilindeki bir
ortaokulda 8. sinif diizeyinde ve iki ayr1 subede 6grenim goren 19’u kontrol ve 19°u deney
grubu olmak tizere toplam 38 6grenci ile gergeklestirilmistir. Arastirmanin deney ve kontrol
gruplarinin cinsiyet ve say1 yoniinden dagilimina Cizelge 3’te yer verilmistir.

Cizelge 19. Deney ve Kontrol Gruplarinin Cinsiyet ve Sayiya Gore Dagilim

Cinsiyet Deney grubu Kontrol grubu
Kiz 8 9
Erkek 11 10
Toplam 19 19

Deney ve kontrol gruplariin denklestirilmesinde 2020-2021 egitim-dgretim yilinin
ikinci donemi sonuna ait Tiirk¢e dersi basari puanlari kullanilmistir. Verilerin normal
dagilima uyma durumlari grafiksel olarak ve Shapiro-Wilks testi ile incelenmistir. Buna
iliskin grafige Sekil 1°de yer verilmistir.

Cizim 2. Tiirk¢e Dersi Basar1 Puani Carpiklik Basiklik Grafigi
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Sekil 1’e gore Tiirkce dersi basar1 puani ¢arpiklik (skewness) degeri 0.539, basiklik
(kurtosis) degeri -1.328 olarak saptanmistir. Carpiklik ve basiklik degerlerinin -1 ila +1
arasinda olmasinin ¢ogu psikometrik amagclar i¢in miikemmel, -2 ila +2 arasinda olmasinin
ise uygulamaya bagli olarak kabul edilebilir olduguna yer verilir (George ve Mallery, 2019).
Bu bulgulara gore Tiirkge dersi basari puanlarinin normal dagilima uymadigi goriilmis,
gruplara gore Tiirkge Dersi Basari puanlarinin karsilastirilmasinda Mann-Whitney U testi
kullanilmistir. Deney ve kontrol gruplariin 2020-2021 egitim-6gretim yilinin ikinci donemi
sonuna ait Tiirk¢e dersi basar1 puanlarina yonelik verilere Cizelge 4’te yer verilmistir.

Cizelge 20. Gruplara Gore Tiirkge Dersi Basari Puanlarinin Karsilastirilmasi

< Sira Siralar
Degisken Grup N Ort =SS ortalamasi _toplam U ¥
Tiirkge dersi basart  Kontrol 19 9421 +3.82 21.16 402.0 149.0 0370
puani Deney 19 93.16 £4.47 17.84 339.0 ) )

Cizelge 4’e gore, gruplara gore o6grencilerin Tiirk¢e dersi basart puanlar1 arasinda
istatistiksel olarak anlamli bir fark yoktur (p > 0.05). Bu durum deney ve kontrol gruplarinin
Tiirk¢e dersi akademik basarisi yoniinden denk oldugunu gdésterir.

Veri Toplama Araclar1 ve Coziimlemesi

Arastirmanin konusma basarimina yonelik bulgularinin saptanmasinda kullanilan
“Konusma Degerlendirme Formu” (Sargin, 2006); konusma diizeni, dil bilinci, konusmact
psikolojisi olmak iizere ii¢ alt boyuttan ve 51 maddeden olusmustur. Form 5°li likert
tipindedir. Uzman goriisii alinarak hazirlanan formun giivenirlik katsayist .89 olarak
belirlenmistir. Bu veriler 6lgegin gecerli ve giivenilir oldugunu gostermektedir.

Gruplarm konusma kaygi diizeylerinin saptanmasinda ise “Ortaokul Ogrencileri i¢in
Konusma Kaygis1 Olgegi” (Demir ve Melanlioglu, 2014) kullamlmustir. Olgek konusma
becerisine yonelik 6n yargi, konugsma 6z giiveni, konugmaktan zevk alma, degerlendirilme
kaygis1 ve smif i¢i konusmaya istekli olma olmak iizere bes alt boyuttan ve 33 maddeden
olusmustur. Olgek 5°li likert tipindedir ve tiim dlgek i¢in Cronbach Alfa giivenirlik katsayis1
.716; i¢ tutarlilik katsayilari ise birinci faktor igin .860, ikinci faktor i¢in . 777, tiglincii faktor
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icin .617, dordiincii faktor igin .672, besinci faktor i¢in .601 olarak belirlenmistir. Bu veriler
Olgegin gegerli ve giivenilir oldugunu gostermektedir.

Arastirmada istatistiksel ¢oziimlemeler ve hesaplamalar i¢cin IBM SPSS Statistics
21.0 (IBM Corp. NY, ABD) ve MS-Excel 2007 programlar1 kullanilmis, istatistiksel
anlamlilik diizeyi p < 0.05 olarak kabul edilmistir.

Arastirmada deney ve kontrol gruplarina uygulanan o6lgek sonuglarinin normal
dagilima uygunlugu grafiksel olarak ve Shapiro-Wilks testi ile degerlendirilmistir. Buna
gore kullamlan 6lgeklerin normal dagilima uyduklar gériilmiistiir. Istatistiksel verilerin
incelenebilmesi icin deney ve kontrol gruplarinin 6n test-son test sonuglart grup i¢i ve
gruplar arasi olarak karsilagtirilmistir. Verilerin normal dagilim gosterdigi durumlarda 6n
test ve son test puanlarin grup i¢i karsilastirmasinda parametrik testlerden bagimli 6rneklem
t-testi, On test ve son test puanlarinin gruplar arasi karsilagtirmasinda ise parametrik
testlerden bagimsiz Srneklem t-testi kullanilir (Ozsevgeg, 2019). Deney ve kontrol
gruplarinin 6n test-son test sonuclarinin grup ici karsilastirilmasinda bagimli 6rneklem t-
testi, deney ve kontrol gruplarinin 6n test sonuglarinin gruplar arasi karsilastirilmasinda
bagimsiz 6rneklem t-testi kullanilmistir.

Deney ve kontrol gruplarinin konugma basarimi alt boyutlarindan dil bilinci son test
puanlarinin, konusma kaygisit 6l¢egi toplami ve alt boyutlar1 son test puanlarinin gruplar
arasi karsilagtirlmasinda bagimsiz oOrneklem t-testi kullanilmistir. Deney ve kontrol
gruplarinin konugma basarimi alt boyutlarindan konusma diizeni, konugsmaci psikolojisi ile
konugma basarimi toplam son test puanlarinin gruplar arasi karsilastirilmasinda gruplarin 6n
test puanlarinin esit olmadigr goriilmiistiir. Konusma diizeni, konugsmaci psikolojisi,
konusma basarimi toplam 6n test-son test puanlari normal dagilim gosterdiginden kovaryans
analizinin (ANCOVA) diger varsayimlarinin karsilanip karsilanmadigi denetlenmistir.
Varyanslarin homojenligi Levene’s Testi ile incelenmis ve gruplarin son testlerinin
varyanslarinin farklilasmadigi saptanmistir (p > 0.05). Buradan yola ¢ikilarak konusma
basarimi alt boyutlarindan konusma diizeni, konusmaci psikolojisi ile konugma basarimi
toplam1 son testlerinin gruplar arasi karsilastirilmasinda varsayimlart karsilanmis olan
ANCOVA’nin uygulanmasina karar verilmistir.

Islem Basamaklar:

Arastirmanin siireci alt1 hafta slirmiis, buna yonelik zaman ¢izelgesine Cizelge 5’te
yer verilmistir.

Cizelge 21. Deneysel Islemler Zaman Cizelgesi

Hafta Uygulama etkinlikleri

1. Hafta Hazirliklt konugma (6n testlerin uygulanmasi) (2 ders saati)
2. Hafta Konusma stratejilerinin anlatimi (2 ders saati)

3. Hafta Ogrencilerin hazirlikli konusma uygulamalari (1 ders saati)
4. Hafta Ogrencilerin hazirlikli konusma uygulamalari (1 ders saati)
5. Hafta Ogrencilerin hazirhikli konusma uygulamalari (1 ders saati)
6. Hafta Hazirlikli konusma (son testlerin uygulanmasi) (2 ders saati)

Arastirmanin deney ve kontrol gruplarina 6n test uygulanabilmesi i¢in konugma
konusu belirlenerek 6grencilerden hazirlikli konusma metni tasarlamalar1 ve sunmalari
istenmistir. Ogrencilerin sunumlar1 kayit altina alimmistir. Ardindan dgrencilere on test

© 2023 Journal of Language Education and Research, 9(2), 247-297



281
The effect of teaching speaking. . .

olarak konusma kaygis1 6lgegi uygulanmis, konusma kayitlar1 alaninda uzman iki Tirkge
Ogretmeni ile paylasilarak on test olarak konusma degerlendirme formu uygulanmustir.

On testin ardindan deney grubuna &grencilerin siif seviyeleri, arastirmanin ve
ogretimin amaci ile ders siiresi dikkate alinarak stratejilerin 6gretimi yapilmistir. Ogretimin
ardindan hazirlikli konusma uygulamalar1 gerceklestirilmistir. Her 6grencinin konusma
planin1 sunmasi ve degerlendirmesi saglanmisg; Ogrencilere planlari, sunumlart ve
degerlendirme stirecleri ile ilgili doniitler verilmistir. Kontrol grubunun ders isleyisine bir
etkide bulunulmamistir. Dersler geleneksel egitime uygun olarak yiiriitilmiis ve
konusmalarmni hazirlamadan 6nce dgrencilere 2019 Tiirkge Dersi Ogretim Programi’nin 8.
simif diizeyinde yer alan kazanimlarla ilgili uyarilar yapilmistir. Sunumlarin ardindan bu
kazanimlara uygun olarak doniit verilmistir. Deney ve kontrol grubu 6grencileri konusma
uygulamalar siirecinde iki defa konusma sunumu yapmislardir.

Aragtirmanin deney ve kontrol gruplarina son test uygulanabilmesi i¢in konugma
konusu belirlenerek 6grencilerden hazirlikli konugsma metni tasarlamalari ve sunmalari
istenmistir. Ogrencilerin sunumlar: kayit altina almmustir. Ardindan dgrencilere son test
olarak konusma kaygisi1 6l¢egi uygulanmis, konusma kayitlar1 alaninda uzman iki Tiirkce
ogretmeni ile paylasilarak son test olarak konusma degerlendirme formu uygulanmustir.

Bulgular
Arastirmanin birinci sorusu “Deney ve kontrol gruplarinin konugma basarimi toplam
ve konusma basariminin alt boyutlar1 agisindan 6n test puanlar1 arasinda istatistiksel olarak
anlamli bir fark var midir?” bi¢iminde olusturulmustur. Bu soruya iliskin bulgular Cizelge
6’da sunulmustur.

Cizelge 22. Gruplara Gére Konusma Basarimi On Test Puanlarmin Karsilastiriimasi

Degisken Grup N Ort + SS 2:;31111'::‘ t p

On test konusma diizeni Ig::;;l ig 233; i ggg éé? 3.032 *0.004
On test dil bilinci Ig:;fégl o o o1 0.841  0.406
On test konusmac1 psikolojisi Ig::;gl ig ﬁ;? i (1)?2 8;2 2.540  *0.016
e S BT

Cizelge 6’ya gore gruplara gore Ogrencilerin konusma diizeni alt boyutu 6n test
puanlarinin karsilastirilmasinda (*p = 0.004), konusmaci psikolojisi alt boyutu on test
puanlarinin karsilastirilmasinda (*p = 0.016), konusma basarimi Slgegi toplam oOn test
puanlarinin karsilastirilmasinda (*p = 0.046) istatistiksel olarak anlamli bir fark vardir.
Gruplara gore 6grencilerin dil bilinci alt boyutu 6n test puanlari arasinda istatistiksel olarak
anlamli bir fark yoktur (p > 0.05). Bu veriler deney ve kontrol gruplarinin konusma
basariminin alt boyutlarindan konusma diizeni, konusmaci psikolojisi ve konusma basarimi
toplam puanlari yoniinden denk olmadigini, konusma basariminin alt boyutlarindan dil
bilinci puani yoniinden ise denk oldugunu gosterir.
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Arastirmanin ikinci sorusu “Deney ve kontrol gruplarinin konusma kaygisi toplam
ve konusma kaygisinin alt boyutlari agisindan 6n test puanlar arasinda istatistiksel olarak
anlamli bir fark var midir?” bigiminde olusturulmustur. Bu soruya iligskin bulgular Cizelge
7’de sunulmustur.

Cizelge 23. Gruplara Gére Konusma Kaygisi On Test Puanlarinin Karsilastirilmasi

< Ortalama
Degisken Grup N Ort £ SS std hata t D
On test konusma becerisine yonelik Kontrol 19 37.16 + 10.96 2.51 0200 0842
On yargt Deney 19  3795+13.22 3.03 ) )
~- . Kontrol 19 14.95+5.47 1.25
On test konusma 6z giiveni Deney 19 15.68 + 5.35 123 0.420 0.677
" Kontrol 19 8.84 +£3.01 0.69
On test konusmaktan zevk alma Deney 19 9.10 % 2.66 0.61 0.286 0.777
” - . Kontrol 19 9.63+2.83 0.65
On test degerlendirilme kaygisi Deney 19 210+ 323 0.74 1.549  0.130
On test simf ici konusmaya istekli Kontrol 19 10.95+3.42 0.78 1545 0131
olma Deney 19 12.79+3.91 0.89 ) )
" Kontrol 19  81.53 £18.99 4.36
On test konusma kaygisi toplam Deney 19 83.63+17.94 411 0.351  0.727

Cizelge 7’ye gore gruplara gore 6grencilerin konusma kaygisi dlgegi alt boyutlar
(konusma becerisine yonelik 6n yargi, konusma 6z giliveni, konugsmaktan zevk alma,
degerlendirilme kaygisi, siif i¢i konugmaya istekli olma) On test puanlari ve konusma
kaygis1 6l¢egi toplam On test puanlari arasinda istatistiksel olarak anlamli bir fark yoktur (p
> 0.05). Bu veriler deney ve kontrol gruplarinin konusma kaygisinin alt boyutlar1 ve
konugma kaygisi toplam puanlar1 yoniinden denk oldugunu gosterir.

Bu aragtirmanin ii¢lincii sorusu “Deney grubunun konugma basarimi toplam ve
konusma bagariminin alt boyutlar1 agisindan 6n test-son test puanlart arasinda istatistiksel
olarak anlamli bir fark var midir? ” bigiminde olusturulmustur. Bu soruya iliskin bulgular
Tablo 8’de sunulmustur.

Cizelge 24. Deney Grubunda Yer Alan Ogrencilerin Konusma Bagarimi On Test-Son Test
Puanlarinin Karsilagtirilmasi

Degisken Test N Ort =SS (::(tialll::;a t p

Konusma diizeni g)r;t;?t B 2223 i i;; ggé 5.372 *<0.001
Dil bilinci S(; n ig ggzgi e i 60l <0001
Konusmaci psikolojisi g)rrllt;?t ig i;?é I iég 84212 8.243 *<0.001
Konusma basarimi toplam g) rr’ltte::t ig ig;‘:gg i g:;g ;:(3)2 6.875  *<0.001

Cizelge 8’e gore deney grubunda yer alan 6grencilerin konusma diizeni alt boyutu
On test-son test puanlarmin karsilastirilmasinda (*p < 0.001), dil bilinci alt boyutu 6n test-
son test puanlarinin karsilastirilmasinda (*p < 0.001), konusmaci psikolojisi alt boyutu 6n
test-son test puanlarinin karsilastirilmasinda (*p < 0.001), konusma basarimi 6lgegi toplam
On test-son test puanlarinin karsilastiriimasinda (*p < 0.001) istatistiksel olarak anlamli bir
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fark vardir. Bu veriler konusma stratejilerinin 6gretiminin deney grubunun konusma
basariminin alt boyutlarin1 ve konusma basariminin toplamini olumlu yonde etkiledigini
gosterir.

Aragtirmanin dordiincli sorusu “Deney grubunun konusma kaygist toplam ve
konugma kaygisinin alt boyutlart agisindan 6n test-son test puanlari arasinda istatistiksel
olarak anlamli bir fark var midir?” bigiminde olusturulmustur. Bu soruya iliskin bulgular
Cizelge 9’da sunulmustur.

Cizelge 25. Deney Grubunda Yer Alan Ogrencilerin Konusma Kaygist On Test-Son Test
Puanlarimin Karsilagtirilmasi

< Ortalama
Degisken Test N Ort+SS std hata t D
Konusma becerisine yonelik 6n  On test 19 3795+ 13.22 3.03 0152  0.881
yargi Son test 19 37.53 £12.81 2.94 ) )
P On test 19 15.68 £5.35 1.23
Konusma 6z giiveni Son test 19 1753+ 5.17 118 1.084 0.293
On test 19 9.10 + 2.66 0.61
Konugmaktan zevk alma Son test 19 0.89 + 345 0.79 1.129 0.274
- . On test 19 8.10+£3.23 0.74
Degerlendirilme kaygisi Son test 19 31 4353 081 0.275 0.787
.. . . On test 19 12.79 £ 391 0.89
Smif i¢i konugmaya istekli olma Son test 19 11.10 £ 4.09 0.94 1.741  0.099
On test 19 83.63 +17.94 4.11
Konugma kaygisi toplam Son test 19 8437 + 2189 502 0.224 0.825

Cizelge 9’a gore deney grubunda yer alan 6grencilerin konusma kaygis1 6lcegi alt
boyutlar1 (konugma becerisine yonelik 6n yargi, konusma 6z giiveni, konugmaktan zevk
alma, degerlendirilme kaygisi, sinif i¢i konusmaya istekli olma) 6n test-son test puanlari ve
konusma kaygisi 6lgegi toplam 6n test-son test puanlari arasinda istatistiksel olarak anlamli
bir fark yoktur (p > 0.05). Bu veriler konusma stratejilerinin 6gretiminin deney grubunun
konusma kaygisinin alt boyutlarina ve konugma kaygisinin toplamina etki etmedigini
gosterir.

Aragtirmanin besinci sorusu “Kontrol grubunun konusma basarimi toplam ve
konusma bagariminin alt boyutlar1 agisindan 6n test-son test puanlart arasinda istatistiksel
olarak anlamli bir fark var midir?” bi¢iminde olusturulmustur. Bu soruya iliskin bulgular
Cizelge 10°da sunulmustur.

Cizelge 26. Kontrol Grubunda Yer Alan Ogrencilerin Konusma Basarimi On Test-Son Test
Puanlarmin Karsilagtirilmasi

Degisken Test N Ort £ SS (:tr(tial';'t‘;a ¢ p

Konusma diizeni S)‘;ttzsstt ig 22:3; B Zég }?f 8235  *<0.001
R R
Konusmaci psikolojisi SO()I;tti:S;[t ig 1421;3 i ggg g;g 3.292 *0.004
E;llq;ima prsanm! SOOI; e }g 115490.'90205 176.9625 ;:ji 9.302 *<0.001
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Cizelge 10’a gore kontrol grubunda yer alan 6grencilerin konusma diizeni alt boyutu
On test-son test puanlarinin karsilagtirllmasinda (*p < 0.001), dil bilinci alt boyutu 6n test-
son test puanlariin karsilagtirilmasinda (*p < 0.001), konusmaci psikolojisi alt boyutu 6n
test-son test puanlarinin karsilastirilmasinda (*p = 0.004), konusma basarimi 6lgegi toplam
On test-son test puanlarinin karsilastirilmasinda (*p < 0.001) istatistiksel olarak anlamli bir
fark vardir. Bu veriler geleneksel egitimin kontrol grubunun konusma basariminin alt
boyutlarini ve konugma basariminin toplamini olumlu yonde etkiledigini gosterir.

Arastirmanin altinci sorusu “Kontrol grubunun konusma kaygisi toplam ve konusma
kaygisinin alt boyutlar1 agisindan 6n test-son test puanlari arasinda istatistiksel olarak
anlamli bir fark var midir?” bigiminde olusturulmustur. Bu soruya iliskin bulgular Cizelge
11°de sunulmustur.

Cizelge 27. Kontrol Grubunda Yer Alan Ogrencilerin Konusma Kaygis1 On Test-Son Test
Puanlariin Karsilagtirilmasi

Ortalama

Degisken Test N Ort £SS std hata t P
Konusma becerisine yoénelik 6n  On test 19 37.16 £ 10.96 2.51 1774 0.093
yargi Son test 19 32.79 £ 12.09 2.77 ' )
e On test 19 14.95+5.47 1.25
Konugma 6z giiveni Son test 19 1458+ 7.16 1 64 0.229  0.821
On test 19 8.84 +3.01 0.69
Konusmaktan zevk alma Son test 19 278 + 4.53 1.04 0.054 0.957
5 . On test 19 9.63 +2.83 0.65
Degerlendirilme kaygisi Son test 19 R3] 4245 0.56 1.327  0.201
. . . On test 19 10.95+3.42 0.78
Smif i¢i konugmaya istekli olma Son test 19 11.10 £ 478 1.09 0.150 0.883
On test 19 81.53 +18.99 4.36
Konugma kaygisi toplam Son test 19 7558 1 24 40 550 1.325 0.202

Cizelge 11°e gore kontrol grubunda yer alan 6grencilerin konusma kaygisi 6lgegi alt
boyutlar1 (konugma becerisine yonelik 6n yargi, konusma 6z giiveni, konugmaktan zevk
alma, degerlendirilme kaygisi, sinif i¢i konusmaya istekli olma) 6n test-son test puanlari ve
konusma kaygisi 6lgegi toplam 6n test-son test puanlari arasinda istatistiksel olarak anlamli
bir fark yoktur (p > 0.05). Bu veriler geleneksel egitimin kontrol grubunun konusma
kaygisinin alt boyutlarina ve konusma kaygisinin toplamina etki etmedigini gosterir.

Aragtirmanin yedinci sorusu “Deney ve kontrol gruplarinin konugma basarimi
toplam ve konusma basariminin alt boyutlar1 agisindan son test puanlar1 arasinda istatistiksel
olarak anlamli bir fark var midir?” bi¢iminde olusturulmustur. Bu soruya iliskin bulgular
Cizelge 12, Cizelge 13, Cizelge 14 ve Cizelge 15’te sunulmustur.

Cizelge 28. Gruplara Gore Konusma Diizeni Alt Boyutu Son Test ANCOVA Sonuglart

Varyans kaynagi Kareler toplami Sd Kareler ortalamasi F p
On test 80.836 1 80.836 2.743 0.107
Grup 3.823 1 3.823 0.130 0.721
Hata 1031.559 35 29.473

Toplam 222968.250 38
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Cizelge 12’ye gore gruplara gore oOgrencilerin konusma basarimi Olgegi alt
boyutlarindan konusma diizeni son test puanlar1 arasinda istatistiksel olarak anlamli bir fark
yoktur (F =0.130, p = 0.721).

Cizelge 29. Gruplara Gore Dil Bilinci Alt Boyutu Son Test Puanlarinin Karsilastirilmast

", Ortalama
Degisken Grup N Ort £ SS std hata t D
e Kontrol 19 69.60 + 3.60 0.83
Son test dil bilinci Deney 19 70.95 + 3.85 0.88 1.110 0.274

Cizelge 13’e¢ gore gruplara gore Ogrencilerin konusma bagsarimi Olcegi alt
boyutlarindan dil bilinci son test puanlari arasinda istatistiksel olarak anlamli bir fark yoktur
(p > 0.05).

Cizelge 30. Gruplara Gore Konusmaci Psikolojisi Alt Boyutu Son Test ANCOVA Sonuglari

Varyans kaynagi Kareler toplam Sd Kareler ortalamasi F P
On test 9.573 1 9.573 2.284 0.140
Grup 14.030 1 14.030 3.348 0.076
Hata 146.690 35 4.191

Toplam 8416.50 38

Cizelge 14’c¢ gore gruplara gore Ogrencilerin konusma bagarimi Olgegi alt
boyutlarindan konusmaci psikolojisi son test puanlari arasinda istatistiksel olarak anlaml
bir fark yoktur (F = 3.348, p = 0.076).

Cizelge 31. Gruplara Gore Konusma Bagarimi Toplam Son Test ANCOVA Sonuglari

Varyans kaynagi Kareler toplami Sd Kareler ortalamasi F P
On test 211.965 1 211.965 2.282  0.140
Grup 15.935 1 15.935 0.172  0.681
Hata 3250.798 35 92.880

Toplam 993705.0 38

Cizelge 15’e gore gruplara gore 6grencilerin konusma basarimi 6lgegi toplam son
test puanlari arasinda istatistiksel olarak anlamli bir fark yoktur (F = 0.172, p = 0.681).

Bu veriler konugma stratejilerinin dgretiminin geleneksel egitime gére konusma
basariminin alt boyutlar1 ve konusma basariminin toplami istiinde fark olusturmadigini
gosterir.

Arastirmanin sekizinci sorusu “Deney ve kontrol gruplarinin konusma kaygisi
toplam ve konusma kaygisinin alt boyutlari agisindan son test puanlar1 arasinda istatistiksel
olarak anlamli bir fark var midir?” bigiminde olusturulmustur. Bu soruya iliskin bulgular
Cizelge 16’da sunulmustur.

Cizelge 32. Gruplara Gore Konusma Kaygisi Son Test Puanlarinin Karsilastirilmasi

<. Ortalama
Degisken Grup N Ort+SS std hata t P
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Son test konusma becerisine Kontrol 19 32.79 £ 12.09 2.77 1172 0.249

yonelik 6n yarg1 Deney 19 37.53 £12.81 2.94 ) ]
e Kontrol 19 14.58 +7.16 1.64

Son test konugma 6z giliveni Deney 19 1753 +5.17 118 1.455 0.154

Son test konusmaktan zevk Kontrol 19 8.79 £4.53 1.04

alma Deney 19 9.89£3.44 0.79 0.847 0.403

Son test degerlendirilme Kontrol 19 831+245 0.56

kaygist Deney 19 8.31+£3.53 0.81 0.0010.999

Son test smif i¢i konusmaya Kontrol 19 11.10+4.78 1.09 0001 0.999

istekli olma Deney 19 11.10+4.09 0.94 ' '

Son test konusma kaygisi Kontrol 19 75.58 +24.40 5.59 1169 0.250

toplam Deney 19 84.37+21.89 5.02 ' '

Cizelge 16’ya gore gruplara gore dgrencilerin konusma kaygisi 6lgegi alt boyutlar
(konugsma becerisine yonelik 6n yargi, konusma 6z giiveni, konugsmaktan zevk alma,
degerlendirilme kaygisi, smif ici konusmaya istekli olma) son test puanlar1 ve konusma
kaygist 6lgegi toplam son test puanlari arasinda istatistiksel olarak anlamli bir fark yoktur
(p > 0.05). Bu veriler konusma stratejilerinin 6gretiminin geleneksel egitime gore konusma
kaygisinin alt boyutlar1 ve konusma kaygisinin toplami istiinde fark olusturmadigini
gosterir.

Sonug¢ ve Tartisma

Konusma stratejilerinin 6gretiminin konusma basarimina ve konusma kaygisina
etkisini incelemek amaciyla gergeklestirilen bu arastirmanin sonuglarindan biri konugsma
basarim1 yoniinden deney ve kontrol grubu arasinda istatistiksel olarak anlamli bir fark
olmadig1 yoniindedir. Bu sonu¢ konusma stratejilerinin 6gretiminin geleneksel egitime gore
ortaokul 6grencilerinin konusma basarimai iistiinde fark olusturmadigini gosterir. Alanyazin
incelendiginde konusma becerisi istiinde biligsel farkindalik stratejilerinin gretiminin
(Kartallioglu, 2015) ve dogrudan 6gretimin (Kemiksiz, 2016) geleneksel egitime gore daha
etkili oldugu, Ogrencilere verilen strateji Ogretiminin Ogrencilerin stratejilere yonelik
farkindaliklarin1 artirdigr (Kartallioglu, 2015) goriilmistiir. Szl edilen caligmalarin
sonuglart arastirmanin bu sonucuyla ortiismemektedir. Bu sonugtan yonelimle konusma
stratejilerinin geleneksel egitim ile karsilastirildigi farkli arastirmalara gereksinim oldugu
sOylenebilir.

Konugma stratejilerinin 6gretimi yapilan deney grubunun konugma basarimi on test
ve son testleri karsilastirildiginda, konusma stratejilerinin  Ogrencilerin  konusma
basarimlarini olumlu yonde etkiledigi goriilmistiir. Bu dogrultuda topluluk karsisinda
konusma (TKK) ile ilgili gergeklestirilen ¢alismalar incelendiginde TKK egitiminin (Al
Tamimi, 2014; Fawcett ve Miller, 1975; Herbein vd., 2018; Nadia ve Yansyah, 2018; Rubin
vd., 1995; Wilson, 1989) konusma basarimini olumlu yénde etkiledigi belirlenmistir. ikinci
dilde TKK egitimi alan Ogrencilerin konugma basarimlarinin dénem boyunca giderek
yiikseldigi (Zhang vd., 2020), s6zlii iletisim dersinin 6grencilerin sozsiiz iletisim becerilerini
gelistirmede etkili oldugu (Jones, 2021), 6grencilere TKK uygulamas1 olanagi vermenin
ogrencilerin konusma becerilerine katki sagladigi (Sari, 2012; Wilson, 1989)
aragtirmalardan elde dilen diger énemli bulgulardir. Ote yandan, konusma igin hazirlik
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stiresi fazla olan ve gegmiste TKK deneyimi olan 6grencilerin temel diizeyde iletisim dersi
notlarinin yiiksek oldugu (Pearson ve Child, 2008); konusma i¢in hazirlanma siiresi arttik¢a
konugsma basarisinin arttigi, Ogrencilerin sunum ve prova ic¢in daha ¢ok zaman
harcadiklarinda daha yiiksek puan aldiklari (Pearson, Child ve Kahl Jr., 2006); konusma
basariminin kalitesi ile toplam hazirlik siiresi, gorsel destek hazirlamak i¢in harcanan zaman,
provalar, sessizce yapilan prova siiresi, yiiksek sesli prova yapilmasi, kiitliphanenin disinda
arastirma yapilmasi gibi degiskenler arasinda olumlu yonli anlamli iligki oldugu (Menzel
ve Carrell, 1994); belirli konusma stratejilerini segme sikliginin 6grencilerin basarimlarini
etkiledigi (Brown, 1993) arastirmalara yansiyan konuyla ilgili diger bulgulardir. S6zii edilen
caligmalarin bulgular1 bu arastirmanin bulgulariyla ortiismektedir.

Ote yandan alanyazinda TKK egitiminin grencilerin konusma basarilarina etki
etmedigini gosteren ¢aligmalar (Osma vd., 2017), gecmisteki TKK deneyimlerinin temel
diizeyde TKK dersi notunu yordamadigini gosteren ¢alismalar (Pearson, Child, Herakova
vd., 2010) oldugu da goriilmiistiir. Bu arastirmanin sonuglart sézii edilen ¢alismalarin
sonuglartyla drtiismemektedir. Ote yandan 6gretmenlerin 6grencilerin konusma becerisi ile
ilgili karsilastiklar1 temel sorunlari ¢6zmelerinde TKK dersini olduk¢a yararli bulduklari
(Iftakhar, 2013), 6grencilerin de TKK dersi almanin konusma becerilerini ¢esitli yonlerden
gelistirdigini diislindiikleri (Adiwinata, 2017) saptanmustir.

Alanyazindaki calismalar Ogretmenlerin konusma egitiminde kullanilabilecek
yontem ve teknikler hakkinda yeterince bilgi sahibi olmadiklarini (Arhan, 2007; Coskun
Cmar, 2015) ve farkli yontem-teknikler kullanmadiklarini (Arhan, 2007), degerlendirme
stire¢lerinde ise konusmanin devinigsel yoniine daha ¢ok odaklandiklarini (Hamzaday1 ve
Dolek, 2017) gostermistir. Bunun yaninda 6grencilerin konugma becerilerinin yeterli
diizeyde olmadigi (Diilger, 2011; Sargin, 2006; Yesiltepe Saglam, 2010), cesitli yas
gruplarinda biligsel, fiziksel ve duyussal yonden birgok konusma sorunuyla karsilasildig
(Akkaya, 2012; Arslan, 2012; Basaran ve Erdem, 2009; Kara, 2020; Kaya, 2019; Sever ve
Topguoglu Unal, 2020; Topguoglu Unal ve Degeg, 2012; Yildirim, 2020) ortaya
koyulmustur. Konugma stratejilerinin dgretiminin deney grubu 6grencilerinin konusma
becerilerini anlamli diizeyde gelistirdigi géz Oniine alindiginda, konusma stratejilerinin
ogretmenlere 6gretim siireglerinde ¢esitlilik kazandiracagi ve 6gretmenlerin dersi yiiriitme
stireclerine katki saglayacagi, bu nedenlerle konusma stratejilerine ortaokul diizeyinden
baslanarak derslerde yer verilmesinin yararli olacagi sdylenebilir.

Bu arasgtirmadan elde edilen bir diger sonu¢ konusma stratejilerinin dgretiminin
konugma kaygis1 yoniinden deney ve kontrol grubu arasinda istatistiksel olarak anlamli bir
fark olusturmadigi yoniindedir. Alanyazin incelendiginde dogrudan 6gretimin geleneksel
egitime gore 0grencilerin konusma kaygisini azalttigi (Kemiksiz, 2016) goriiliir. Sozii edilen
caligmanin sonuglar1 bu arastirmanin sonuglar ile 6rtiismemektedir. Bu nedenle konugsma
stratejilerinin  6gretiminin konusma kaygisina etkisinin incelenecegi kapsamli bagska
arastirmalara gereksinim oldugu sdylenebilir.

Konugma stratejilerinin 6gretimi yapilan deney grubunun konusma kaygisi on test
ve son testleri karsilastirildiginda, konusma stratejilerinin &grencilerin konusma kaygi
diizeylerini anlaml diizeyde farklilagtirmadigi anlasilmaktadir. Alanyazin incelendiginde
biligsel farkindalik stratejilerinin 6gretiminin 6grencilerin konusmaya yonelik heyecanlarimi
yatistirmalaria yardimci oldugu (Kartallioglu, 2015), TKK egitiminin (Al Tamimi, 2014;
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Bednar, 1991; Colbeck, 2011; Dwyer ve Davidson, 2021; LeFebvre vd., 2020), laboratuvar
destekli TKK egitiminin (Ellis, 1995), beceri temelli egitimin (Pribyl vd., 2001), konugma
sunumuna agirlik verilerek gerceklestirilen TKK egitiminin (Neer ve Kircher, 1989)
ogrencilerin  konusma kaygilarim1 azalttign  bulgulanmustir.  Ogretmen adaylar1 ile
gerceklestirilen calismalar incelendiginde hazirlikli konusma dgretiminin (Ozdemir, 2018),
sOzIlii anlatim dersinin (Katranct ve Kusdemir, 2015) ve konusma becerisi dersinin
(Sarikaya, 2020) 6gretmen adaylarinin konusma kaygilarini azalttigi sonucuna ulasilmistir.
Ogrencilerin konusma hazirlarken sectigi stratejilere bagli olarak kaygi diizeylerinin
cesitlendigi ve kaygi diizeylerinin onlarin konusma stratejilerini segme sikligini etkiledigi
(Brown, 1993) ortaya koyulmustur. Ogrencilerin konusma kaygilarin1 azaltmak igin
gerceklestirdikleri eylemler arasinda hazirlik ve prova yapma (Netta vd., 2020; Pratama vd.,
2018; Widhayanti, 2018), konusma sirasinda el-beden hareketleri kullanma (Netta vd.,
2020; Pratama vd., 2018) oldugu gériilmiistiir. Ote yandan sozlii iletisim dersinin
ogrencilerin konusma kaygilarini artirdigini gosteren ¢aligmalar (Jones, 2021) oldugu da
gOriilmiistiir.

TKK deneyiminin konusma kaygisina etkisini inceleyen arastirmalarda deneyimin
konusma kaygisini azalttig1 (Ercan Giiven, 2020; Karali vd., 2021; Nash vd., 2016; Ozkan
ve Kinay, 2015), deneyimi az olan Ogrencilerin konugma siirecinde kalp atiglarinin daha
yiiksek oldugu (Porhold, 1997) goriilmiistir. Ortadgretimde TKK egitimi almig veya bu
konuda miifredat disinda deneyimi olan (Christensen, 2000; Johnson, 2012), konusma
hazirligr yapan (Weissberg ve Lamb, 1977) Ogrencilerin konusma kaygilarinin diisiik
oldugunu; o6grencilerin ortadgretim diizeyinde okulda ve okul disinda konusma sayilari
arttikca TKK kaygilarinin azaldigin1 gosteren ¢aligmalar (Christensen, 2000) da bulunur.
Sozii edilen ¢aligmalar konugma stratejilerinin 6grencilerin konusma kaygilarina etki ettigini
gosterir. Gergeklestirilen bu arastirma sozii edilen ¢alismalarla ortiismemektedir.

Cesitli calismalar incelendiginde, ¢cok fazla hazirlik yapmanin kaygi ile basa ¢cikmada
yeterli olmadigi (Thomas vd., 1994), konusma kaygisi yiiksek olan 6grencilerin konugma
hazirhigina daha fazla zaman ayirsalar dahi konusma kaygist az olan 6grencilerden daha
diistik notlar aldiklar1 (Ayres, 1996) bulgulanmistir. Bunlarin yam1 sira TKK egitiminin
ogrencilerin (Herbein vd., 2018; McCourt, 2007; Nadia ve Yansyah, 2018) konusma
kaygilarina etki etmedigini gosteren arastirmalar da bulunmaktadir. S6zii edilen ¢aligmalar
bu aragtirmanin sonuglarin1 destekler niteliktedir.

Sonug olarak arastirmada konusma stratejilerinin 6gretiminin, arastirmanin deney
grubu Ogrencilerinin Konusma kaygilarimi degistirmedigi fakat konusma basarimlarini
olumlu yonde etkiledigi gorilmiistiir. Bu durum 06grencilerin konusma becerilerinin
gelismesinde konusma stratejilerinin etkili oldugunu gosterir. Bu nedenle konugma becerisi
ile ilgili etkinliklerde konusma stratejilerine yer verilmelidir. Ote yandan arastirmanin
Ogretim ve uygulama siireci alt1 hafta siirmiistiir. Buradan hareketle konu ile ilgili 6gretimsel
slirecin uzun tutuldugu ¢alismalar yapilmasi 6nerilmektedir.

Kaynaklar

Adiwinata, A. (2017). The students’ perception towards the effectiveness of public speaking subject to
support their speaking skill (A descriptive research of students at English Education

© 2023 Journal of Language Education and Research, 9(2), 247-297



289
The effect of teaching speaking. . .

Department year 2015 at Muhammadiyah University of Makassar) [Thesis, Makassar
Muhammadiyah University]. https://digilibadmin.unismuh.ac.id/upload/914-Full_Text.pdf

Adkins, S. J. (2006). The relations of self-regulated learning to public speaking anxiety and
achievement (Publication No: 3222118) [Doctoral dissertation, University of Houston].
ProQuest Dissertation Publishing.

Agca, H. (2001). Tiirk dili. Glindiiz Egitim ve Yayincilik.

Akay, C., & Uzun, N. B. (2018). Yabanci1 dil olarak Tiirk¢enin 6grenme Siirecinde dil becerileri
acisindan  duyulan kaygi. Electronic ~ Turkish  Studies, 13(19), 1-20.
http://dx.doi.org/10.7827/TurkishStudies.14062

Akkaya, A. (2012). Ogretmen adaylarmin konusma sorunlarma iliskin goriisleri. Mustafa Kemal
Universitesi Sosyal Bilimler Enstitiisti Dergisi, 9(20), 405-420.
https://dergipark.org.tr/tr/pub/mkusbed/issue/19549/208420

Al Tamimi, N. O. M. (2014). Public speaking instruction: A bridge to improve English speaking
competence and reducing communication apprehension. International Journal of Linguistics
and Communication, 2(4), 45-68. DOI: 10.15640/ijlc.v2n4a4

Arhan, S. (2007). Ogretmen gériislerine gore ilkégretim okullar: ikinci kademede konusma egitimi
(Ankara ili érnegi) (Tez No: 191039) [Yiiksek lisans tezi, Gazi Universitesi]. YOK Tez
Merkezi.

Arslan, A. (2012). Universite 6grencilerinin “topluluk karsisinda konusma” ile ilgili cesitli goriisleri
(Agr1 Ibrahim Cegen Universitesi 6rnegi). Turkish Studies International Periodical For The
Languages, Literature and History of Turkish or Turkic, 7(3), 221-231.
http://dx.doi.org/10.7827/TurkishStudies.3360

Atik, B. B. (2006). The effect of strategies-based instruction on speaking skills of high school students
(Tez No: 189180) [Yiiksek lisans tezi, Cukurova Universitesi]. YOK Tez Merkezi.

Ayres, J. (1996). Speech preparation processes and speech apprehension. Communication Education,
45(3), 228-235. https://doi.org/10.1080/03634529609379051

Baki, Y., & Kahveci, G. (2017). Tirk¢e 6gretmeni adaylarinin konugsma kaygilarinin etkili konugma
becerileri tizerindeki etkisi: Bir yapisal esitlik modellemesi. Turkish Studies International
Periodical For the Languages, Literature and History of Turkish or Turkic, 12(4), 47-70.
http://dx.doi.org/10.7827/TurkishStudies.11373

Basaran, M., & Erdem, 1. (2009). Ogretmen adaylarinin giizel konusma becerisi ile ilgili goriisleri
lizerine  bir  arastirma. Kastamonu  Egitim  Dergisi, 17(3), 743-754.
https://dergipark.org.tr/tr/pub/kefdergi/issue/49068/626078

Bayat, N. (2019). Konusma modelleri. G. Cetinkaya (Ed.), Konusma ve egitimi (1. Baski, ss. 1-18)
icinde. Pegem Akademi.

Beck, A. T., & Emery, G. (1985). Anxiety disorders and phobias: a cognitive perspective. Basic
Books.

Bednar, R. C. (1991). Effect of public speaking anxiety on student academic learning in oral
performance courses [Master’s thesis, Texas Tech University]. https:/ttu-
ir.tdl.org/bitstream/handle/2346/59864/31295006962939.pdf

Beebe, S. A., & Beebe, S. J. (2013). Public speaking handbook (4th ed.). Pearson Education, Inc.

Bozkurt, B. (2020). Okuma stratejileri ogretiminin ortaokul ogrencilerinin okuma stratejileri
tistbiligsel farkindaliklarina, okuma basarilarina ve okuma oz yeterliklerine etkisi (Tez No:
687941) [Yiiksek lisans tezi, Marmara Universitesi]. YOK Tez Merkezi.

Bozkurt, B. U. (2019). Konusmanin zihinsel ve fiziksel temelleri. G. Cetinkaya (Ed.), Konusma ve
egitimi (1. Basky, ss. 43-69) i¢inde. Pegem Akademi.

© 2023 JLERE, Journal of Language Education and Research, 9(2), 247-297


https://digilibadmin.unismuh.ac.id/upload/914-Full_Text.pdf
http://dx.doi.org/10.7827/TurkishStudies.14062
https://dergipark.org.tr/tr/pub/mkusbed/issue/19549/208420
http://dx.doi.org/10.7827/TurkishStudies.3360
https://doi.org/10.1080/03634529609379051
http://dx.doi.org/10.7827/TurkishStudies.11373
https://dergipark.org.tr/tr/pub/kefdergi/issue/49068/626078
https://ttu-ir.tdl.org/bitstream/handle/2346/59864/31295006962939.pdf
https://ttu-ir.tdl.org/bitstream/handle/2346/59864/31295006962939.pdf

290
Segil Simge UYAR & Ergiin HAMZADAYI

Brown, J. D. (1993). Speech preparation strategies and public speaking anxiety on speech assignment
outcomes [Master’s thesis, Texas Tech University]. https://ttu-
ir.tdl.org/bitstream/handle/2346/60790/31295007594475.pdf;sequence=1

Ceran, D. (2012). Tiirk¢e Ogretmeni adaylarinin konugma egitimi dersine yoOnelik tutumlarinin
degerlendirilmesi. The Journal of Academic Social Science Studies, 5(8), 337-358.
http://dx.doi.org/10.9761/JASSS 326

Christensen, J. D. (2000). High school preparation and experience in oral communication: Do they
affect communication apprehension levels? [Master’s thesis, University of Nebraska].
https://digitalcommons.unomaha.edu/studentwork/3112

Cohen, A. D., Weaver, S.J., & Li, T. Y. (1996). The impact of strategies-based instruction on speaking
a foreign language. University of Minnesota. https://carla.umn.edu/resources/working-
papers/documents/ImpactOfStrategiesBasedInstruction.pdf

Colbeck, J. J. (2011) The impact of a fundamental of speech course on public speaking anxiety. The
Journal of Undergraduate Research, 9, 145-160.
http://openprairie.sdstate.edu/jur/vol9/iss1/18

Coopman, S. J., & Lull, J. (2018). Public speaking: The evolving art (4th ed.). Cengage Learning.

Coskun Cinar, E. (2015). [lkégretim Tiirkce ders kitaplarindaki konusma becerisi etkinlikleri ile ilgili
bir degerlendirme (Tez No: 419360) [Yiiksek lisans tezi, Gazi Universitesi]. YOK Tez
Merkezi.

Daly, J. A, Vangelisti, A. L., & Lawrence, S. G. (1989). Self-focused attention and public speaking
anxiety, personality and individual differences. Personality and Individual Differences, 10(8),
903-913. https://doi.org/10.1016/0191-8869(89)90025-1

Daly, J. A., Vangelisti, A. L., Neel, H. L., & Cavanaugh, P. D. (1989). Pre-performance concerns
associated with public speaking anxiety. Communication Quarterly, 37(1), 39-53. DOI:
10.1080/01463378909385524

Daly, J. A., Vangelisti, A. L., & Weber, D. J. (1995). Speech anxiety affects how people prepare
speeches: A protocol analysis of the preparation processes of speakers. Communication
Monographs, 62(4), 383-397. https://doi.org/10.1080/03637759509376368

Demir, T., & Melanlioglu, D. (2014). Ortaokul 6grencileri i¢in konusma kaygisi dlgegi: Gegerlik ve
giivenirlik ¢aligmasi. Ankara University-Journal of Faculty of Educational Sciences, 47(1),
102-124. https://doi.org/10.1501/Egifak_0000001319

Demirel, A. (2019). Konusma kaygisinin nedenleri ve bu kaygiin giderilmesine iligkin yapilan
uygulamalara yonelik akademik aragtirmalarin incelenmesi. A. Meydan (Bas Ed.), Il
Uluslararasi Egitim Bilimleri ve Sosyal Bilimler Sempozyumu Bildiriler 25-27 Haziran 2019
icinde (ss. 488-499). Ankara, Tiirkiye. ISBN: 978-605-7736-13-0

DeVito, J. A. (2016). Essential elements of public speaking (6th ed.). Pearson Education, Inc.

Dogan, Y. (2009). Konusma becerisini gelistirmeye yonelik etkinlik drnekler. Tiirk Egitim Bilimleri
Dergisi, 7(1), 185-204. https://dergipark.org.tr/tr/pub/tebd/issue/26140/275307

Duran, E., & Kaplan, K. (2018). Ortaokul 6grencilerinin hazirlikli konusmadaki konu se¢cme
egilimleri. Journal of History Culture and Art Research, 7(3), 544-565.
http://dx.doi.org/10.7596/taksad.v7i3.1457

Diilger, M. (2011). Konusma becerisinin ilkogretim dgrencilerine dgretimi iizerine bir inceleme (Tez
No: 296483) [Yiiksek lisans tezi, Dokuz Eyliil Universitesi]. YOK Tez Merkezi.

Dwyer, K. K., & Davidson, M. (2021). Take a public speaking course and conquer the fear. Journal
of Education and Educational Development, 8(2), 255-269.
http://dx.doi.org/10.22555/joeed.v8i2.456

© 2023 Journal of Language Education and Research, 9(2), 247-297


https://ttu-ir.tdl.org/bitstream/handle/2346/60790/31295007594475.pdf;sequence=1
https://ttu-ir.tdl.org/bitstream/handle/2346/60790/31295007594475.pdf;sequence=1
http://dx.doi.org/10.9761/JASSS_326
https://digitalcommons.unomaha.edu/studentwork/3112
https://carla.umn.edu/resources/working-papers/documents/ImpactOfStrategiesBasedInstruction.pdf
https://carla.umn.edu/resources/working-papers/documents/ImpactOfStrategiesBasedInstruction.pdf
http://openprairie.sdstate.edu/jur/vol9/iss1/18
https://doi.org/10.1016/0191-8869(89)90025-1
https://doi.org/10.1080/03637759509376368
https://doi.org/10.1501/Egifak_0000001319
https://dergipark.org.tr/tr/pub/tebd/issue/26140/275307
http://dx.doi.org/10.7596/taksad.v7i3.1457
http://dx.doi.org/10.22555/joeed.v8i2.456

291
The effect of teaching speaking. . .

Dwyer, K. K., & Fus, D. A. (1999). Communication apprehension, self-efficacy and grades in the
basic course: Correlations and implications. Basic Communication Course Annual, 11, 108-
132. http://ecommons.udayton.edu/bcca/vol11/iss1/9

Ellis, K. (1995). Apprehension, self-perceived competency, and teacher immediacy in the laboratory-
supported public speaking course: Trends and relationships. Communication Education,
44(1), 64-78. DOI: 10.1080/03634529509378998

Ellis, R. (1994). The study of second language acquisition. Oxford University Press.

Ercan Giiven, A. N. (2020). Ogretmen adaylarinin anlatma becerilerine yénelik kayg: diizeylerinin
incelenmesi. Egitim Kuram ve Uygulama Arastirmalar: Dergisi-EKUAD, 6(2), 174-188. DOI:
10.38089/ekuad.2020.12

Fawcett, S. B., & Miller, L. K. (1975). Training public-speaking behavior: An experimental analysis
and social validation. Journal of Applied Behavior Analysis, 8(2), 125-135. DOI:
10.1901/jaba.1975.8-125

Gallego, A., McHugh, L., Penttonen, M., & Lappalainen, R. (2021). Measuring public speaking
anxiety: Self-report, behavioral, and physiological. Behavior Modification, 1-17. DOI:
10.1177/0145445521994308.

Gedik, M., & Orhan, S. (2014). Ogrencilerin sosyal etkinliklere katilimlarinin konusma becerilerini
gelistirmeye etkisi. Turkish Studies-International Periodical for The Languages, Literature
and History of Turkish or Turkic, 9(5), 967-978.
http://dx.doi.org/10.7827/TurkishStudies.6835

Gengoglu, G. (2011). Improving adult EFL learners’ speaking skills through strategies-based
instruction (Tez No: 299895) [Yiiksek lisans tezi, Cukurova Universitesi]. YOK Tez Merkezi.

George, D., & Mallery, P. (2019). IBM SPSS statistics 25 step by step: A simple guide and reference
(15th ed.). Routledge.

German, K. M. (2017). Principles of public speaking (19th ed.). Routledge.

Goger, A. (2008). Performans gorevlendirme ile ilgili sunum g¢aligmalarinin konusma ve dinleme
becerilerinin  gelistirilmesine ~ katkist. ~ Dil ~ Dergisi,  0(142), 7-17. DOIL:
10.1501/Dilder_0000000100

Gokhan, O. (2020). Tiirkgeyi ikinci dil olarak dgrenen bireylerin konusma kaygisimin konusma 6z
yeterliliklerine etkisinin incelenmesi (Tez No: 640097) [Yiiksek lisans tezi, Bursa Uludag
Universitesi]. YOK Tez Merkezi.

Golpmar, S., Hamzadayi, E., & Bayat, N. (2018). Konusma kaygi diizeyi ile konusma bagarimi
arasindaki  iliski.  Dil  Egitimi ve  Arastwmalart  Dergisi, 4(2), 75-85.
https://doi.org/10.31464/jlere.425224

Glines, F. (2019). Tiirkge égretimi yaklagimlar ve modeller (6. Baski). Pegem Akademi.

Giirsoy, E., & Karaca, N. (2018). Cocuklarin yabanci dil 6grenme ortaminda konusma kaygilarinin
konugma 6z yeterliklerine etkisi. International Journal of Language Academy, 6(3), 194-210.
http://dx.doi.org/10.18033/ijla.3947

Hamzadayi, E. (2019). Konusmaya iligkin duyussal nitelikler. G. Cetinkaya (Ed.), Konusma ve egitimi
(1. Baski, ss. 89-103) i¢inde. Pegem Akademi.

Hamzadayi, E., & Dodlek, O. (2017). Konusma becerisinin degerlendirilmesinde Tiirkge
ogretmenlerinin yaklasimlari. Dil Egitimi ve Arastirmalari Dergisi-Journal of Language
Education and Research, 3(3), 135-151.
https://dergipark.org.tr/tr/pub/jlere/issue/32803/303358

Harris, L. J. (2017). Stand up, speak out: The practice and ethics of public speaking. Communication
Faculty Books. 1. https://dc.uwm.edu/comm_facbooks/1

© 2023 JLERE, Journal of Language Education and Research, 9(2), 247-297


http://ecommons.udayton.edu/bcca/vol11/iss1/9
http://dx.doi.org/10.7827/TurkishStudies.6835
https://doi.org/10.31464/jlere.425224
http://dx.doi.org/10.18033/ijla.3947
https://dergipark.org.tr/tr/pub/jlere/issue/32803/303358
https://dc.uwm.edu/comm_facbooks/1

292
Segil Simge UYAR & Ergiin HAMZADAYI

Herbein, E., Golle, J., Tibus, M., Schiefer, J., Trautwein, U., & Zettler, I. (2018). Fostering elementary
school children's public speaking skills: A randomized controlled trial. Learning and
Instruction, 55, 158-168. https://doi.org/10.1016/j.learninstruc.2017.10.008

Hermagustiana, I., Astuti, A. D., & Sucahyo, D. (2021). Do | speak anxiously? A correlation of self-
efficacy, foreign language learning anxiety and speaking performance. Script Journal:
Journal of Linguistic and English Teaching, 6(1), 68-80. https://doi.org/10.24903/s).v6i1.696

Iftakhar, S. (2013). Teaching speaking through public speaking course. Stamford Journal of English,
7, 183-203. DOI: 10.3329/sje.v7i0.14473

Jaffe, C. I. (2016). Public speaking: Concepts and skills for a diverse society (8th ed.). Cengage
Learning.

Johnson, K. H. (2012). The effect of a high school speech course on public speaking anxiety for
students in a college-level public speaking class (Publication No: 3519055) [Doctoral
dissertation, Trevecca Nazarene University]. ProQuest Dissertation Publishing.

Jones, W. R. (2021). A study of speech anxiety, self-efficacy and nonverbal communication in speech
communication students (Publication No: 28863786) [Doctoral dissertation, Trevecca
Nazarene University]. ProQuest Dissertation Publishing.

Kara, A. (2003). Duyussal boyut agwrlikl bir programmn 6grencilerin duyussal gelisimine ve akademik
basarisina etkisi (Adwyaman ili 6rnegi) (Tez No: 135005) [Doktora tezi, Firat Universitesi].
YOK Tez Merkezi.

Kara, K. (2020). Ogretim elemanlarinin “topluluk karsisinda konusma becerileri” iizerine bir
degerlendirme. RumeliDE Dil ve Edebiyat Arastirmalari Dergisi, 0(7), 45-58.
https://doi.org/10.29000/rumelide.808224

Karakog Oztiirk, B., & Altuntas, I. (2012). Ilkogretim ikinci kademe konusma egitimine y&nelik
ogretmen goriisleri: Nitel bir calisma. Egitim ve Ogretim Arastirmalar: Dergisi-JRET, 1(2),
342-356. ISNN: 2146-9199

Karali, Y., Sahin, T. G., Sen, M., & Aydemir, H. (2021). Ogretmen adaylarinin konusma kaygilarinin
1nce1enme51 Inénii Universitesi drnegi. Inonii Universitesi Egitim Fakiiltesi Dergisi, 22(3),
2277-2296. DOI: 10.17679/inuefd.1006027

Kartallioglu, N. (2015). Bilissel farkindalik stratejilerinin 7. simif dgrencilerinin konusma becerilerini
gelistirmeye etkisi (Tez No: 397425) [Doktora tezi, Gazi Universitesi]. YOK Tez Merkezi.

Katranci, M., & Kusdemir, Y. (2015). Ogretmen adaylarinin konugma kaygilarinin incelenmesi: Sozli
anlatim dersine yonelik bir uygulama. Dicle Universitesi Ziya Gokalp Egitim Fakiiltesi
Dergisi, 24, 415-445. https://dergipark.org.tr/tr/pub/zgefd/issue/47937/606422

Kavcar, C. (2016). Sozlii ve yazili anlatim 6gretimi. C. Kavcar, F. Oguzkan, & S. Hasirc1 (Ed.), Tiirk¢ce
ogretimi-Tiirkge ve sunif 6gretmenleri i¢in (9. Baski, ss. 79-102) iginde. An1 Yayincilik.

Kaya, O. (2019). Tiirk¢ce égretmenlerinin konusma becerisi yeterliklerine iliskin bir durym calismasi
(Sakarya ornegi) (Tez No: 538128) [Yiiksek lisans tezi, Bolu Abant Izzet Baysal
Universitesi]. YOK Tez Merkezi.

Kemiksiz, O. (2016). Dogrudan &gretim modeliyle 5. simf ogrencilerinin konusma becerilerinin
gelistirilmesi (Tez No: 447585) [Doktora tezi, Canakkale Onsekiz Mart Universitesi]. YOK
Tez Merkezi.

Keskin, S. (2013). The impact of strategy instruction on learners’ use of speaking strategies (Tez No:
342237) [Yiiksek lisans tezi, Trakya Universitesi]. YOK Tez Merkezi.

Kesapli, G., & Cifci, M. (2017). Ortaokul 6grencilerinin konusma kaygisi. The Journal of Academic
Social Science Studies, 54, 463-489. http://dx.doi.org/10.9761/JASSS4830

© 2023 Journal of Language Education and Research, 9(2), 247-297


https://doi.org/10.1016/j.learninstruc.2017.10.008
https://doi.org/10.24903/sj.v6i1.696
https://doi.org/10.29000/rumelide.808224
https://dergipark.org.tr/tr/pub/zgefd/issue/47937/606422
http://dx.doi.org/10.9761/JASSS4830

293
The effect of teaching speaking. . .

Kilig, U. (2003). The effects of a strategies-based instruction on learners’ speaking performance (Tez
No: 133579) [Yiiksek lisans tezi, Marmara Universitesi]. YOK Tez Merkezi.

Kosar, G., & Bedir, H. (2014). Strategies-based instruction: A means of improving adult EFL learners’
speaking skills. International Journal of Language Academy, 2(3), 12-26. DOI:
10.18033/ijla.124

Kurudayioglu, M. (2003). Konusma egitimi ve konusma becerisini gelistirmeye yonelik etkinlikler.
Tiirkliik Bilimi Arastirmalari-TUBAR, (13), 287-309.
https://dergipark.org.tr/tr/pub/tubar/issue/16954/177014

Kurudayioglu, M., & Kiraz, B. (2020a). Dinleme stratejileri. Ana Dili Egitimi Dergisi, 8(2), 386-409.
https://doi.org/10.16916/aded.689231

Kurudayioglu, M., & Kiraz, B. (2020b). Hazirliksiz konusma stratejileri. RumeliDE Dil ve Edebiyat
Arastirmalart Dergisi, (20), 167-189. DOI: 10.29000/rumelide.791129.

LeFebvre, L., LeFebvre, L. E., Allen, M., Buckner, M. M., & Griffin, D. (2020). Metamorphosis of
public speaking anxiety: Student fear transformation throughout the introductory
communication course. Communication Studies, 71(2), 98-111.
https://doi.org/10.1080/10510974.2019.1661867

Lucas, S. E. (2009). The art of public speaking (10th ed.). McGraw-Hill.

Maclntyre, P. D. (1999). Language anxiety: A review of literature for language teachers. In D. J.
Young (Ed.), Affect in foreign language and second language learning (pp. 24-43). Mc Graw
Hill Companies.

Maclntyre, P. D., & Gardner, R. (1991). Methods and results in the study of anxiety and language
learning: A review of literature. Language Learning, 41(1), 85-117.
http://faculty.cbu.ca/pmacintyre/research_pages/journals/methods_results1991.pdf

McCourt, M. (2007). The effect of an introductory speech course on student’s speech anxiety [Senior
thesis, Eastern Michigan University]. https://commons.emich.edu/honors/170

Melendez, R. A. M., Zavala, G. G. Q., & Mendez, R. F. (2014). Teaching speaking strategies to
beginners. European Scientific Journal, 1, 548-554.
https://core.ac.uk/download/pdf/236416923.pdf

Menzel, K. E., & Carrell, L. J. (1994). The relationship between preparation and performance in public
speaking. Communication Education, 43(1), 17-26.
https://doi.org/10.1080/03634529409378958

Mohammadi, V., & Rezaei, S. (2021). The predictor roles of age, self-efficacy, and teaching
experience on EFL teachers’ speaking anxiety. Journal of Preventive Counselling-JPC, 2(1),
1-12. http://jpc.uma.ac.ir/article_1165.html

Nadia, H., & Yansyah. (2018). The effect of public speaking training on students’ speaking anxiety
and skill. In Proceedings of the 65. TEFLIN International Conference 65(1) 12-14 July 2018
(pp. 227-232). Universitas Negeri Makassar, Indonesia.
https://ojs.unm.ac.id/teflin65/article/view/6276

Nakatani, Y. (2005). The effects of awareness-raising training on oral communication strategy use.
The Modern Language Journal, 89(1), 76-91. https://doi.org/10.1111/j.0026-
7902.2005.00266.x

Nash, G., Crimmins, G., & Oprescu, F. (2016) If first-year students are afraid of public speaking
assessments what can teachers do to alleviate such anxiety?, Assessment & Evaluation in
Higher Education, 41(4), 586-600. DOI: 10.1080/02602938.2015.1032212

Neer, M. R., & Kircher, W. F. (1989). The effects of delivery skills instruction on speech anxiety.
Annual Meeting of the Central States Communication Association 13-16 April 1989, Kansas
City, Missouri. https://files.eric.ed.gov/fulltext/ED305685.pdf

© 2023 JLERE, Journal of Language Education and Research, 9(2), 247-297


https://dergipark.org.tr/tr/pub/tubar/issue/16954/177014
https://doi.org/10.16916/aded.689231
https://doi.org/10.1080/10510974.2019.1661867
http://faculty.cbu.ca/pmacintyre/research_pages/journals/methods_results1991.pdf
https://commons.emich.edu/honors/170
https://core.ac.uk/download/pdf/236416923.pdf
https://doi.org/10.1080/03634529409378958
http://jpc.uma.ac.ir/article_1165.html
https://ojs.unm.ac.id/teflin65/article/view/6276
https://doi.org/10.1111/j.0026-7902.2005.00266.x
https://doi.org/10.1111/j.0026-7902.2005.00266.x
https://files.eric.ed.gov/fulltext/ED305685.pdf

294
Segil Simge UYAR & Ergiin HAMZADAYI

Netta, A., Trisnawati, I. K., & Helmanda, C. M. (2020). Indonesian EFL students’ strategies in dealing
with speaking anxiety in public speaking course. Journal of English Language and Education,
1(1), 1-9. Corpus ID: 225716109

Oguz, A. (2009). Ogretmen adaylarinin sozlii ve yazili anlatim becerilerine iliskin 6z yeterlik algilari.
Elektronik Sosyal Bilimler Dergisi-Electronic Journal of Social Sciences (ESOSDER), 8(30),
18-42. https://dergipark.org.tr/tr/pub/esosder/issue/6144/82460

O’Hair, D., Rubenstein, H., & Stewart, R. (2019). A pocket guide to public speaking (6th ed.).
Bedford/St. Martin’s.

Osborn, M., Osborn, S., Osborn, R., & Turner, K. J. (2015). Public speaking: Finding your voice (10th
ed.). Pearson Education Limited.

Osma, J., Alvarez, C., Barrada, J. R., Castilla, D., Castro, A., Jiménez-Muro, A., Lépez-Crespo, G.,
Lépez, R., Lopez-Granero, C., Méndez-Lopez, M., Senis-Fernandez, J. (2017). Training,
practice, and assessment of student's public speaking competence in the General Health
Psychology Master. In Proceedings of the International Conference on Education and New
Learning Technologies 3-5 July 2017 (pp. 3061-3065). Barcelona, Spain. DOI:
10.21125/edulearn.2017.1646.

Ozdemir, E. (2016). Konusma sanat: (2. Baski). Bilgi Yaymevi.

Ozdemir, S. (2018). Tiirkge oOgretmeni adaylarinin konusma kaygisim gidermede hazirlikli
konusmalarn rolii. Abant Izzet Baysal Universitesi Egitim Fakiiltesi Dergisi, 18 (1), 361-374.
https://doi.org/10.17240/aibuefd.2018..-360001

Ozden, M. (2018). Tiirk¢e egitimi lisans 6grencilerinin hazirlikli ve hazirliksiz konusma hakkinda
gelistirdikleri metaforlar. Ordu Universitesi Sosyal Bilimler Arastirmalari Dergisi-Ordu
University Journal of Social Science Research, 8(2), 347-357.
https://dergipark.org.tr/tr/pub/odusobiad/issue/38639/443761

Ozkan, E., & Kinay, 1. (2015). Ogretmen adaylarinin konusma kaygilarinin incelenmesi (Ziya Gokalp
Egitim Fakiiltesi 6rnegi). Uluslararas: Tiirk¢e Edebiyat Kiiltiir Egitim Dergisi-TEKE, 4(3),
1290-1301. DOI: 10.7884/teke.519

Ozmen, H. (2019). Deneysel arastirma yontemi. H. Ozmen, & O. Karamustafaoglu (Ed.), Egitimde
arastirma yontemleri (1. Baski, ss. 198-227) i¢inde. Pegem Akademi.

Ozsevgeg, T. (2019). Nicel veri analizi. H. Ozmen, & O. Karamustafaoglu (Ed.), Egitimde arastirma
yontemleri (1. Baski, ss. 440-459) i¢inde. Pegem Akademi.

Pearson, J. C., & Child, J. T. (2008). The influence of biological sex, previous experience, and
preparation time on classroom public speaking grades. Basic Communication Course Annual,
20, 101-137. http://ecommons.udayton.edu/bcca/vol20/iss1/9

Pearson, J. C., Child, J. T., Herakova, L. L., Semlak, J. L., & Angelos, J. (2010) Competent public
speaking: Assessing skill development in the basic course. Basic Communication Course
Annual, 22, 39-86. http://ecommons.udayton.edu/bcca/vol22/iss1/8

Pearson, J. C., Child, J. T., & Kahl Jr., D. H. (2006). Preparation meeting opportunity: How do college
students prepare for public speeches?. Communication Quarterly, 54(3), 351-366. DOI:
10.1080/01463370600878321

Phillips, E. M. (1992). The effects of language anxiety on students’ oral test performance and attitudes.
The Modern Language Journal, 76(1), 14-26. https://doi.org/10.2307/329894

Porhold, M. (1997). Trait anxiety, experience, and the public speaking state responses of Finnish
university students. Communication Research Reports, 14(3), 367-384. DOI:
10.1080/08824099709388680

© 2023 Journal of Language Education and Research, 9(2), 247-297


https://dergipark.org.tr/tr/pub/esosder/issue/6144/82460
https://doi.org/10.17240/aibuefd.2018..-360001
https://dergipark.org.tr/tr/pub/odusobiad/issue/38639/443761
http://ecommons.udayton.edu/bcca/vol20/iss1/9
http://ecommons.udayton.edu/bcca/vol22/iss1/8
https://doi.org/10.2307/329894

295
The effect of teaching speaking. . .

Pratama, R., Ikhsanudin, I., & Salam, U. (2018). A student’s strategies to overcome speaking anxiety
in public speaking class. Jurnal Pendidikan Dan Pembelajaran Khatulistiwa, 7(9), 1-8.
https://jurnal.untan.ac.id/index.php/jpdpb/article/view/28694/0

Pribyl, C. B., Keaten, J., & Sakamoto, M. (2001). The effectiveness of a skills-based program in
reducing public speaking anxiety. Japanese Psychological Research Short, 43(3), 148-155.
DOI: 10.1111/1468-5884.t101-1-00171

Rubin, R. B., Welch, S. A., & Buerkel, R. (1995). Performance-based assessment of high school
speech instruction. Communication Education, 44, 30-39.
http://dx.doi.org/10.1080/03634529509378995

Sargm, M. (2006). Ilkégretim égrencilerinin konusma becerilerinin degerlendirilmesi-Mugla ili
orneginde (Tez No: 188356) [Yiiksek lisans tezi, Mugla Universitesi]. YOK Tez Merkezi.

Sarikaya, B. (2020). Konusma egitimi dersinin Tiirk¢e Ogretmeni adaylarnin elestirel konusma
becerilerine ve konusma kaygilarina etkisi. International Journal of Field Education, 6(1), 79-
91. https://doi.org/10.32570/ijofe.699046

Sari, P. (2012). Improving students’ speaking achievement through public speaking tasks.
TRANSFORM Journal of English Language Teaching and Learning of FBS UNIMED, 1(1).
https://jurnal.unimed.ac.id/2012/index.php/jelt/article/view/367

Sever, A., & Topcuoglu Unal, F. (2020). Ortaokul 6grencilerinin telaffuz hatalar iizerine bir inceleme.
Tiirkiye Sosyal Aragtirmalar Dergisi, 24(3), 683-700.
https://dergipark.org.tr/tr/pub/tsadergisi/issue/58254/549504

Solak, E. M., & Yilmaz, F. (2017). Tiirkce 6grenen yabanci uyruklu 6grencilerin konugma kaygisi
nedenleri ve diizeyleri. Egitim ve Ogretim Arastirmalart Dergisi, 6(1), 308-317.
http://www.jret.org/?pnum=53&pt=+2017+C%C4%BOLT+6+%C3%96ZEL+SAY1+1

Spielberger, C. D. (1972). Anxiety: Current trends in theory and research: I. Academic Press.
https://doi.org/10.1016/B978-0-12-657401-2.50008-3

Syafryadin, S., Noermanzah, N., Yunita, W., Wardhana, D. E. C., & Kusmiarti, R. (2020). The impact
of speech training with symbolic modelling technique on students’ speech competence.
International Journal of Innovation, Creativity and Change, 13(6), 890-910. DOI:
10.31219/0sf.io/8jmc5

Teksan, K., Mutlu, H. H., & Cinpolat, E. (2019). The examination of the relationship between the
speech anxiety and speaking skill attitudes of middle school students and the opinions of
teachers on speech anxiety. Journal of Language and Linguistic Studies, 15(4), 1395-1412.
DOI: 10.17263/jl1s.668527

Temizkan, M. (2017). Konusma becerisi. F. Temizyiirek, I. Erdem, & M. Temizkan (Ed.), Konusma
egitimi-sozlii anlatim (7. Baski, ss. 199-244) i¢inde. Pegem Akademi.

Temizyiirek, F. (2007). ilkdgretim ikinci kademede konusma becerisinin gelistirilmesi. Ankara
Universitesi Egitim Bilimleri Fakiiltesi Dergisi, 40(2), 113-131.
https://search.trdizin.gov.tr/tr/yayin/detay/80373/ilkogretim-ikinci-kademede-konusma-
becerisinin-gelistirilmesi

Thomas, G. F., Tymon, W. G., & Thomas, K. W. (1994). Communication apprehension, interpretive
styles, preparation, and performance in oral briefing. The Journal of Business Communication,
31(4), 311-326. https://doi.org/10.1177/002194369403100405

Topguoglu Unal, F., & Degec, H. (2012). Ogretmen gériislerine gore konusma egitiminde karsilasilan
sorunlar. The Journal of Academic Social Science Studies-JASSS, 5(7), 735-750. DOI:
10.9761/JASSS178

Topuzkanamis, E. (2014). Yazma stratejileri ogretiminin  Tiirkge oOgretmenligi  birinci sinif
ogrencilerinin yazili anlatim basarisi ve yazma kaygisina etkisi (Tez No: 354652) [Doktora
tezi, Gazi Universitesi]. YOK Tez Merkezi.

© 2023 JLERE, Journal of Language Education and Research, 9(2), 247-297


https://jurnal.untan.ac.id/index.php/jpdpb/article/view/28694/0
http://dx.doi.org/10.1080/03634529509378995
https://doi.org/10.32570/ijofe.699046
https://jurnal.unimed.ac.id/2012/index.php/jelt/article/view/367
https://dergipark.org.tr/tr/pub/tsadergisi/issue/58254/549504
http://www.jret.org/?pnum=53&pt=+2017+C%C4%B0LT+6+%C3%96ZEL+SAYI+1
https://doi.org/10.1016/B978-0-12-657401-2.50008-3
https://search.trdizin.gov.tr/tr/yayin/detay/80373/ilkogretim-ikinci-kademede-konusma-becerisinin-gelistirilmesi
https://search.trdizin.gov.tr/tr/yayin/detay/80373/ilkogretim-ikinci-kademede-konusma-becerisinin-gelistirilmesi
https://doi.org/10.1177/002194369403100405

296
Segil Simge UYAR & Ergiin HAMZADAYI

Tsai, C. C. (2018). The effects of communication strategy training on EFL speaking anxiety and
speaking strategy among the community college adult learners in Taiwan. International
Forum of Teaching and Studies, 14(2), 3-19. Corpus ID: 198664851

Tucker, B., Barton, K., Burger, A., Drye, J., Hunsicker, C., Mendes, A., & LeHew, M. (2019).
Exploring public speaking (4th ed.). Communication Open Textbooks. 1.
https://oer.galileo.usg.edu/communication-textbooks/1

Tiirkge dersi dgretim programu. (2019). http://mufredat.meb.gov.tr/ProgramDetay.aspx?PID=663

Tiirkel, A. (2019). Konusma egitimi yontem, teknik ve stratejileri. G. Cetinkaya (Ed.), Konusma ve
egitimi (1. Baski, ss. 137-170) i¢inde. Pegem Akademi.

Uggun, D. (2007). Konugma egitimini etkileyen faktorler. Sosyal Bilimler Enstitiisii Dergisi, 0(22),
59-67.
https://www.researchgate.net/publication/349440400 Konusma_Egitimini_Etkileyen Fakto
rler

Verderber, R. F., Sellnow, D. D., & Verderber, K. S. (2012). The challenge of effective speaking (15th
ed.). Cengage Learning.

Villegas Puyod, J., Sharma, S., Ajah, S., Chaisanrit, M., & Skuldee, B. (2020). The role of teacher
support, classmate support and self-efficacy in reducing speaking anxiety among university
students using English as a foreign language. Human Behavior, Development and Society,
21(3), 59-68. ISSN: 2651-1762

Viwattanabunchong, S. (2017). A survey of factors that cause public speaking anxiety for EFL learners
[Master’s thesis, Thammasat University].
http://ethesisarchive.library.tu.ac.th/thesis/2017/TU 2017 5921040472 8912 7035.pdf

Weissberg, M., & Lamb, D. (1977). Comparative effects of cognitive modification, systematic
desensitization, and speech preparation in the reduction of speech and general anxiety.
Communication Monographs, 44(1), 27-36. https://doi.org/10.1080/03637757709390112

Widhayanti, Z. (2018). English department students’ learning strategies to overcome speaking anxiety.
Retain, 6(2), 60-67. https://ejournal.unesa.ac.id/index.php/retain/article/view/24931

Wilson, N. K. (1989). Improving public speaking skills in the seventh grade compensatory education
student through enhanced instruction and opportunity for practice. (ERIC No: ED312690)
[Nova University]. https://eric.ed.gov/?g=Wilson+nan&id=ED312690

Yalgimn, A. (20006). Tiirkce ogretim yontemleri: Yeni yaklagimlar (2. Baski). Ak¢ag Yayinlari.

Yalinkilig, K. (2019). So6zIlii metin yapilandirma. G. Cetinkaya (Ed.), Konusma ve egitimi (1. Baski,
ss. 189-211) iginde. Pegem Akademi.

Yesiltepe Saglam, O. (2010). 7. Swumuf égrencilerinin hazirliksiz konusma becerileri iizerine bir
arastirma (Tez No: 278275) [Yiiksek lisans tezi, Gazi Universitesi]. YOK Tez Merkezi.

Yildirim, N. (2020). Ogretmen gériislerine gore ortaokul dgrencilerinin konusma kusurlari. Ana Dili
Egitimi Dergisi, 8(2), 597-610. https://doi.org/10.16916/aded.689520

Yildiz, N. (2015). Dinleme stratejileri ogretiminin beginci sinif égrencilerinin dinledigini anlama
becerilerine etkisi (Tez No: 391265) [Doktora tezi, Canakkale Onsekiz Mart Universitesi].
YOK Tez Merkezi.

Yilmaz, G. (2018). Ortaokuldaki siginmact ogrencilerin konusma kaygilarimin degerlendirilmesi (Tez
No: 502441) [Yiiksek lisans tezi, Sakarya Universitesi]. YOK Tez Merkezi.

Young, K. S., & Travis, H. P. (2012). Oral communication: Skills, choices and consequences (3rd
ed.). Waveland Press, Inc.

Zarefsky, D. (2017). Public speaking: Strategies for success (8th ed.). Pearson Education, Inc.

© 2023 Journal of Language Education and Research, 9(2), 247-297


https://oer.galileo.usg.edu/communication-textbooks/1
http://mufredat.meb.gov.tr/ProgramDetay.aspx?PID=663
https://www.researchgate.net/publication/349440400_Konusma_Egitimini_Etkileyen_Faktorler
https://www.researchgate.net/publication/349440400_Konusma_Egitimini_Etkileyen_Faktorler
http://ethesisarchive.library.tu.ac.th/thesis/2017/TU_2017_5921040472_8912_7035.pdf
https://doi.org/10.1080/03637757709390112
https://ejournal.unesa.ac.id/index.php/retain/article/view/24931
https://eric.ed.gov/?q=Wilson+nan&id=ED312690
https://doi.org/10.16916/aded.689520

297
The effect of teaching speaking. . .

Zhang, X., Ardasheva, Y., & Austin, B. W. (2020). Self-efficacy and English public speaking
performance: A mixed method approach. English for Specific Purposes, 59, 1-16.
https://doi.org/10.1016/j.esp.2020.02.001

© 2023 JLERE, Journal of Language Education and Research, 9(2), 247-297


https://doi.org/10.1016/j.esp.2020.02.001

JLERE

JOURNAL OF LANGUAGE EDUCATION AND RESEARCH

Journal of Language Education and Research, 2023, 9 (2), 298-316

Research Article

An Investigation of Turkish EFL Teachers’ Perceptions of Social-
Emotional Learning and School Climate

ARTICLE INFO
Received 17.05.2023
Revised form 03.09.2023

Accepted 15.10.2023
Doi: 10.31464/jlere.1298621

Keywords:

Efficacy,

Job Satisfaction,

School Climate,

Social Emotional Learning,
Stress

Statement of Publication Ethics

Conflict of Interest

Reference

Ziilal Ayar "

ABSTRACT

The issues of teacher stress, fulfillment from the teaching practices,
and efficacy have been regarded as one of the keystones of teacher
development. However, limited studies in the language teaching
context have associated all these factors with social-emotional learning
(SEL) and school climate. Moreover, particularly after the outbreak of
the pandemic, studies focusing on their relations through the lens of
teachers were underrepresented in the field. Thus, this research will
examine the interplays between English language teachers' SEL
beliefs, perceptions of school climate, and the three foregoing teacher
outcomes. To that end, 111 Turkish EFL teachers affiliated with
schools in diverse districts and tutoring at different education levels
were incorporated into the study. After meticulous analysis, a
significant difference was detected between the teachers with nearly
two decades of experience and their job satisfaction. However, no
significant correlations were noted either between SEL beliefs and
teachers' sense of occupational stress or school climate and SEL
beliefs.

The study has been conducted by following the publication ethics.

The ethics committee approval has been obtained for the current study: Name
of the Board: Ankara University Ethics Committee, Date: 12.02.2021, and
Decision Number: 83).

This study has no conflict of interest.
Ayar, Z. (2023). An investigation of Turkish EFL teachers’ perceptions of

social-emotional learning and school climate. Journal of Language Education
and Research, 9(2), 298-316.

" Assist. Prof. Dr., ORCID ID: https://orcid.org/0000-0002-9029-7164, izmir Katip Celebi University, English Language

and Literature Department, zulal.ayar@ikc.edu.tr

Copyright © 2023 by JLERE- https://dergipark.org.tr/en/pub/jlere

ISSN: 2149-5602



https://dergipark.org.tr/en/pub/jlere
https://orcid.org/0000-0002-9029-7164
mailto:zulal.ayar@ikc.edu.tr

Turkish EFL Teachers’ Perceptions of Social-Emotional Learning and School Climate 299

Introduction

As the contemporary education system brings, schools encounter more hardships
compared to the past, such as isolation from the school climate due to internet addiction,
bullying, violence, psychological disorders, emotional distress, and lack of trust in
shareholders in the institution. Furthermore, the renewal of the school profiles with
students having varied competence, dispositions, and knowledge coming from distinct
cultural backgrounds due to the migrations has made this matter more complicated. Far
worse, despite the limited number of professionals in the field to arrange organizations for
schools in diverse settings within the country, teachers have felt the need for professional
development practices than before to build or nurture their social-emotional learning (SEL)
and hence navigate how to get out of such kinds of challenges (Cali, 2022; Durlak et al.,
2011). Accordingly, scholars have designed some models and frameworks for teachers
based on development-centric theoretical perspectives to support their skills, and
credentials in such a case to be able to maintain their profession through the functioning of
those structures in a socially enriched environment. Yet, apart from these school-based
factors, as their associations with teacher outcomes would also bear importance to shed
light on teachers’ professional well-being, teaching performance, personal growth, and
learner success, all of them would be warranted examining particularly considering the
impact of Covid-19 on language education. Thus, the current paper will principally
investigate the relationship among teacher stress, job satisfaction, teaching efficacy, SEL,
and school climate from the eyes of language practitioners during Covid-19.

Literature Review

The last two decades’ worth of research has dwelled on the substantiality of SEL
within language education contexts. This is on account of the fact that SEL introduces the
mainstream that the education system needs to foster students’ social and emotional
abilities aside from aiming to elevate their academic achievements (Durlak, 2020). Simply
put, SEL intends to flourish learners’ socio-emotional competencies according to student-
centred learning to engross them within this process and hence promote their collaborative,
analytical, and communicative skills (Friedlaender et al., 2014). A review of SEL literature
reveals that its origin dates back to 1994 when a group of scholars, hosted by the Fetzer
Institute, worked on an educational reform that took into account not merely the cognitive
development of learners but their overall skills (Elias et al., 1997). They also established
the Collaborative for Academic, Social, and Emotional Learning (CASEL) organization to
put this conceptual framework on an evidence base spanning a large number of educational
contexts like kindergarten, primary, and secondary school, and higher education.
Accordingly, for 28 years, the CASEL has championed SEL programs to include the
implementation of policies in order to help learners get and apply the knowledge on the
way to fulfil personal and interpersonal development while managing their emotions.
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Figure 1. SEL Model (retrieved from https://casel.org/)
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As the figure tells its own story, the term ‘learning’ must have been intentionally
selected by the CASEL to impose the fact that the acquisition of all the core competencies
within the domains is a process. Another critical point the figure symbolizes is taking
students to the centre of the model with the predetermined five competency domains. That
is the reason why the community of education witnessed a great deal of attention in
proving a reciprocal relationship between SEL and learner success. As a case in point,
Weissberg et al. (2015) revealed its correlation with students’ learning procedures and the
growth of their 21st-century skills, prosocial behaviours, mind-sets, grit, autonomy, and
habits of mind. Besides, Kili¢ and Bavli (2021) reported on the positive contributions of
SEL to students' self-awareness, emotional management and motivation, communication
skills, cooperation, thinking skills and academic success. Friedlaender et al. (2014) also
clarified that SEL programs help learners boost interpersonal (e.g., interacting with others),
intrapersonal (e.g., interpreting one’s own emotions), and cognitive competence (e.g.,
creative or analytical thinking). Additionally, after their meta-analysis concerning SEL
programs, Mahoney and Weissberg (2018) arrived at the conclusion that SEL
competencies, social skills, positive manners towards others and selves as well as
achievements in academic subjects were tight-knit. Distinct from the other studies,
Bettencourt et al. (2016) inspected it from a different point of view and noted to what
extent exposure to emotional adverse experiences would impair learners’ performance
socially throughout the SEL. The findings reiterated signified that though the literature has
been inundated with studies on the strong liaison between the two, the role of teachers
themselves has drawn scant attention within this framework (Cali, 2022; Collie et al.,
2012; Hamilton & Doss, 2020; Palmer et al., 2021). However, their readiness to teach,
well-being, social-emotional demands, and beliefs need to be regarded in SEL program
designs since teachers will instigate learners to be well-rounded human beings, and steer
their professional routes (Schonert-Reichl, 2017).

© 2023 Journal of Language Education and Research, 9(2), 298-316


https://casel.org/

Turkish EFL Teachers’ Perceptions of Social-Emational Learning and School Climate 301

Teachers, SEL, and School Climate

In the face of the global pandemic, teachers have been ill-equipped but have had to
bear tremendous responsibility towards online education policy and high academic
standards, experiencing intense stress (Kili¢ & Bavli, 2021; Mahoney et al., 2021; Palmer
et al., 2021; Park, 2022; Will, 2020; Veena et al., 2020). Even so, the Organisation for
Economic Co-operation and Development (OECD, 2015) already alarmed educationalists
and policymakers against emotional breakdowns to come that they need to advocate for a
holistic program of language education elaborately underlining the significance of SEL
and the senses of teachers. As SEL resides in a world of instructional approaches aiming at
promoting the quality of educational settings, and theoretically grounded on social
constructivist learning theories and developmental psychology thanks to its multifaceted
and integrated system (Durlak et al., 2011), the programs were created accordingly. As
such, emerging frameworks have considered three discrete but interrelated dimensions of
SEL, and entitled them as learning context, SEL for students, and SEL for teachers. Of this
triplet, we have already touched upon the importance of scrutinizing SEL practices and
programs for students and their promising impact on their outcomes. However, we also
need to address whether SEL interrelates with teachers’ performance, rapport with
learners, or their convictions about encouraging learners to build social-emotional
awareness and strategies in the school climate (Cooper et al., 2023). Therefore, two
essential elements of the foregoing frameworks (i.e., SEL and school climate) and their
connections with teachers warrant being examined in the subsequent phases of the study.

As Erbil (2022) has stressed in a study of the Turkish context, school-based factors
had a great influence on all stakeholders in the education system (i.e., teachers, learners,
policymakers, principals, and parents) (Friedlaender et al., 2014; Domitrovich et al., 2016;
Jennings et al., 2019). This contention has been corroborated by studies proving that
learning context not only incorporates school climate and culture, but a set of distinct
determinants, such as district policies, communication styles, classroom rules, commitment
to success, and performance expectations (e.g., Hoy & Miskel, 2012; Schonert-Reichl,
2017). Correspondingly, different from the aforementioned SEL model in education
contexts (Figure 1), Jennings and Greenberg’s (2009) prosocial model displays their links:

Figure 2. Prosocial Classroom Model (Jennings & Greenberg, 2009, p.494)
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In that vein, Mahoney et al. (2021) systematized SEL practices considering several
educational frameworks and finally portrayed the latest version of essential parameters
(Figure 3). These two figures imply that schools should highly support SEL by taking
account of each shareholder in the classroom climate, namely not just students’ but
teachers’ senses, well-being, social-emotional awareness, and practical implementations
(Bridgeland et al., 2013; Kili¢ & Bavli, 2021).

Figure 3. Updated Model of Systemic SEL in Education Contexts (retrieved from
https://casel.org/)
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Contrary to what the figures above suggest, Eva and Thayer (2017) found that the
discontentedness of teachers in this profession has drastically increased recently, though.
Likewise, Brackett et al. (2019) detected the negative emotions of the vast majority of
teachers (e.g., 'frustrated’, 'overwhelmed"). Particularly with the outbreak of the devastating
pandemic and the inception of lockdowns across the globe, disjointed efforts by
policymakers and teachers, and the lack of strong leadership from school administrators
caused disparities and teachers suffered most from the profound consequences. In turn,
they were labelled as disempowered and had to conduct curricular imperative applications
due to the lack of communication within the school climate (Cali, 2022). Consequently,
the pandemic jeopardized their well-being strictly (Hamilton & Doss, 2020). That is, the
problems of teacher absenteeism, turnover, and burnout appeared in the education system
(Miller, 2022). By the same token, teachers, who used to be characterized as key agents of
change, have been described as lay people in the quest to recover insufficiently
coordinated SEL programs while trying to rebound from the interruptions (Mahaye, 2020).
At the end of the tight global isolations around the world, they have suffered damage and
all stakeholders in the school climate have been severely compromised. Then, the
relationships among teachers’ outcomes and these factors must be examined in-depth.
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Occupational perceived stress

As a result of attaching blindly to the fads, and finding provisional solutions to the
programs by adopting hodgepodge interventions without sustainability or coordination,
teachers may encounter serious challenges or feel stressed while implementing the courses.
In the same vein, Kyriacou (2011) underlined various stress sources for teachers, such as
being judged depending on teaching performances, verbal persuasions (i.e., problems with
the principal or counterparts), unmotivated learners, undefined accountabilities, or new
roles. Moreover, due to the dearth of opportunities firstly for personalizing the process,
applying pedagogical skills along with the proper curriculum to deepen their learning, and
finally acclimatizing the positive school culture within evidence-based SEL programs,
teachers were reported experiencing a high sense of occupational stress (Collie et al.,
2012). Similarly, Gallup (2014) attributed high stress among teachers to their beliefs that
they consider themselves the last person to have a say in school events. To put it simply,
teachers' sense of stress would appear when they felt no overlap between their competence
and the demands of the job or regarded a case as threatening but without any authority to
interfere.

Maclntyre et al. (2020) and Veena et al. (2020) emphasized that with the global
crisis, teachers' attempt to perform a delicate balance between academic and personal lives,
having to work shelter-in-places, official operations with close deadlines, and curricular
imperative applications concomitantly led to the perceptions of stress. Fataar (2020) also
mentioned that the 'new normal’ in education pushed teachers into anxiety and tension due
to the failures in curriculum delivery. In parallel, Mahaye (2020) pointed out the inevitable
sense of stress of teachers with the advent of the pandemic owing to its destructive effect
on the curricula and some adaptation problems. Keeping the issue further, Arslan (2015)
highlighted the negative connotations of stress and exposed its inverse proportion with
satisfaction and commitment among teachers. Likewise, Motallebzadeh et al. (2014)
affirmed that language practitioners obtaining a sense of SEL competence at significant
levels were superior to others in terms of overcoming stress arising from the heavy
workload. Cooper et al. (2023) also uncovered the pivotal importance of a supportive
school team, school climate, and culture for teachers to practice SEL comfortably in that
their depression decreased with perceived support from the school board, and colleagues
throughout the Covid-19 pandemic. Finally, after conducting comprehensive research,
Brockmeier (2023) found out that teachers practising SEL sensed significantly less stress
and better coping with it than the ones who did not implement SEL at the time of Covid-
19. As is seen, ample research has concentrated on work stress as a teacher outcome and
regarded it as one of the critical predictors of further obstacles in the school context. This
point also explains why Schonert-Reichl (2017) has specified stress as ‘contagious’ in the
school setting.

Job Satisfaction

As another item to be associated with school-based factors, and the other teacher
outcomes, the gratification of teachers from their profession would come into prominence.
The common troubles leading teachers to dissatisfaction with their careers were detected

© 2023 JLERE, Journal of Language Education and Research, 9(2), 298-316



304 Ziilal AYAR

mainly as poor management of stress and other emotions (Darling-Hammond, 2001).
Collie et al. (2012), and Schwarzer and Hallum (2008) conformably pointed out negative
associations between the perceived stress of teachers and their job satisfaction. By the
same token, to elucidate the diverse effects of stress on language education, McCarthy et
al. (2006) touched upon the teachers’ deprivation of personal resources and implied the
cross-connection of their contentment with stress. At that point, the importance of being
supported by the principals, superintendents, or head teachers was pointed out by some
scholars (Westling & Whitten, 1996) for teachers to struggle with stress and be fulfilled
with the profession.

Aside from showing the prominence of correlations between the shareholders in the
education system while referring to job satisfaction, Brackett et al. (2019) claimed that it
was directly proportionate to SEL practices, whereas Cooper et al. (2023) discussed it with
school climate. As SEL and school culture harbour a variety of items in the system, these
scholars aimed to put the spotlight on their multi-pronged nature to refer to potential
interrelations of teacher satisfaction. In the end, they confirmed their overlap with one
another as a result of the analyses reporting their strong correlations in the same direction.
Furthermore, Vansteenkiste et al. (2007) underlined that educators’ perception concerning
job satisfaction was in parallel with their well-being. Finally, Kinman et al. (2011) and
Ozdemir and Babadogan (2023) considered this issue from the point of teacher education
and showed its parallelism with professional growth at the end of their research.

Teaching Efficacy

The last teacher outcome that would be related to the other variables was the sense
of teaching efficacy. A revealing way to explore their interconnectedness would be
attending to its origin in the literature, and some relevant research from the field. The term
‘teacher efficacy’ was initially coined by a group of scholars from Research and
Development and was also based upon social learning theories. It was developed with the
expectation of revealing teachers’ beliefs about to what extent they could control their
reinforcements to learners’ on-task behaviour (Guskey & Passaro, 1994). In 1997, Bandura
introduced his updated construct of self-efficacy which emerged in a way of a strand of
social cognitive theories. Accordingly, teachers’ perceptions about competencies,
resilience to facing troubles, and confidence in managing cognitive processes (e.g.,
academic achievements, and decision-making) would contribute to their performance. This
issue has struck attention since then due to displaying positive correlations with teacher
emotions and their triggers aside from its multifaceted reflections on teaching foreign
languages, and thereby the transmission of its impact to L2 learners. As a result, the
implementations particularly in the last two decades seemed to concentrate on its potential
liaison with teachers' stress, skills, job satisfaction, and well-being as well as student
learning, teaching strategies, or school culture.

To refer to these studies in more detail, firstly, some scholars notably clarified the
negative associations between teaching efficacy and perceived stress of teachers and its
echo in job satisfaction (Arslan, 2015). By the same token, Collie et al. (2012) discovered
an inverse correlation between the first two items. Further research yielded the conclusion
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that high levels of perceived teacher stress led to reduced efficacy rates and hence this
even provoked their quitting jobs (Skaalvik & Skaalvik, 2016). It was also reported that
the sense of teaching efficacy would determine the degree to which learners thrive and
teachers' engagement with the profession. In the same vein, Caprara et al. (2003) noted
that teaching efficacy played a key role in discovering job satisfaction. Likewise,
Brockmeier (2023) unveiled that language practitioners with SEL beliefs were observed to
experience higher self-efficacy and better rapport with learners in a positive school climate
but less burnout. Finally, Park (2022) uncovered that teaching efficacy was a requirement
of SEL practices given that teachers implementing SEL reached higher efficacy rates and
job satisfaction. Overall, despite the emergence of studies in a wide range similar to the
afore-mentioned analyses designed to prove its bidirectional relationships, it seems that
future research has been still necessitated to reach further conclusive results and to abound
its positive or negative associations with the same or similar factors in virtual educational
settings (Cali, 2022).

The Main Focus of the Study

The literature posits that the emerging body of research corroborates the links
between some teacher outcomes and school-based factors. Despite the so-called century-
old interest in investigating these determinants to reveal how they operate dually, we still
need up-to-date research results to unveil their relations after Covid-19 (Miller, 2022; Will,
2020). In other words, to get a multipronged picture describing educators’ experiences, and
contribute to the studies in language education, it is necessary to investigate the potential
correlation of these factors with one another (Collie et al., 2012). Furthermore, the
potential concordance of SEL with all of these teacher variables has been underrepresented
over the past decade, particularly in the language teaching arena (Cali, 2022). As far less is
known about the liaison of these components in online learning contexts, and it cannot be
left unattended in language education, the void this research addressed in the literature was
twofold. Firstly, the researcher planned this study on English language teachers' sense of
SEL and school climate and their dual relation to the three above-mentioned teacher
outcomes to afford a window into the world of SEL practices. Put differently, we aimed to
scrutinize the interrelationship between these factors. Moreover, the study set out to seek
bilateral connections between the demographics of participant teachers and the factors.
The questions were as follows:

1. Are there any significant differences between the teachers' demographic features
and SEL beliefs, perceptions of school climate, job satisfaction, teaching efficacy, and
stress?

2. What are the interrelationships between teacher outcomes and the teachers’
perceptions of school climate, and SEL beliefs?
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Methodology

Participants

111 volunteer EFL teachers (79.3% female and 20.7% male) from distinct
provinces of Turkey working in different schools affiliated with the Ministry of Education
partook in that quantitative study. Their age distribution revealed that the majority of them
(52.3%) were at the age of 30-39, and the ones from 20 to 29 were ranked at the second
highest level with 27.9%. Then, the attendees at 40 to 49 (14.4%) and 50-59 (5.4%)
appeared on the list. When the education levels teachers gave lessons were examined, it
was obvious that 11.7% of them were staffed in primary school, 32.4% tutored at
secondary school, and 55.9% worked in high school. According to their seniority, 28.8%
of the participants were beginning teachers, 34.2% had six to ten-year seniority, 18.9%
were equipped with 11-15 years' length of service, 9% reached 16 to 20 years in the
profession, and finally, 9% were seasoned teachers with 21 years or more. As for the
school setting, 53.2% of the teachers worked in the city centre, 19.8% worked 50 km away
from the city at most, 13.5% worked 51-100 km from the city, and 13.5% worked more
than 100 km away from the city.

After getting approval from the Ankara University Ethics Committee (decision
number: 83) on 28 December 2020, schools in district-advantaged and disadvantaged
regions at different education levels were invited to that study. After being informed about
the research by school principals, volunteer English teachers completed the online
questionnaire prepared in the English language. They were each given one week to submit
the survey, and the researcher sent a reminder mail to the school directors after two weeks.
Accordingly, English teachers were recruited with respect to cluster sampling from
twenty-one schools in distinct settings varying from remote, suburban, and rural districts.
Data was gathered at the peak of the pandemic in four months, beginning in January 2021
and ending in April 2021 for the present research.

Instruments

To begin with the outcome variables, after obtaining the permission of each scholar
to use their surveys in the study as was also a requirement for ethical approval, the teacher
stress survey developed by Boyle et al. (1995) with nine items on a 4-point Likert scale
was utilized to determine the perceived stress of the participants in online lessons.
Similarly, teaching efficacy rates were measured with the adoption of a twelve-item
perceived efficacy scale based on a 9-point range created by Tschannen-Moran and
Woolfolk-Hoy (2001). As for job satisfaction, four items, which emphasize the nature of
teaching in the work field, from Spector’s (1997) 6-point Likert scale inventory were
utilized to check the teachers’ satisfaction with the profession.

Respecting the predictor variables, the attendees’ perceptions of school climate were
assessed via a 17-item questionnaire according to a 5-point Likert scale developed by
Johnson et al. (2007). Finally, a similarly designed Likert scale with 11 items generated by
Brackett et al. (2012) was adopted with a view to revealing their SEL beliefs. Taken
together, all of these five instruments with 53 items in the English language were included
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in the research after the researcher proved their high reliabilities, and by considering the
evidence for their validities from the studies at different education levels (see Collie et al.,
2012, for further discussion).

Table 1. Reliability Indices, Means and Standard Deviations

Variable a Minimum Maximum M SD
Outcomes
Stress .78 0,00 30,00 16,36 6,09
Teaching 91 53,00 108,00 87,69 11,25
efficacy
Job satisfaction .80 7,00 20,00 16,29 3,15
Predictors
School climate .07 45,00 96,00 69,30 10,55
SEL .79 17,00 55,00 41,72 6,46

Data Analysis

The analysis of data was administered via a software program for statistical analysis.
Descriptive statistical methods were utilized to evaluate the data. The conformity of the
data to the normal distribution was also controlled and examined through the Q-Q Plot
(Quantile-Quantile Plot) method (Chan, 2003). Moreover, Shao’s (2002) caveat that the
values of skewness and kurtosis should be between +3 in the normal distribution of the
data was also considered. After the data set's analysis, it was discovered that apart from the
scores for SEL, all variables in the current research showed a normal distribution.

Table 2. Normality Analysis

Variables Skewness Kurtosis Normality
Stress 0,476 -0,608 Normal
Teaching efficacy 0,639 -0,448 Normal
Job satisfaction 0,915 -1,123 Normal
School climate -0,221 -0,293 Normal
SEL 3,486 -1,239 Non-normal

In the comparison of quantitative data within normal distributions, an independent
sample t-test was applied to the differences between the two independent groups. On the
other hand, while comparing more than two independent groups, one-way analysis of
variance (ANOVA) was embraced, and Bonferroni was also used to find the group
creating a difference (Tamhane, 1977). Moreover, as emphasized by Bortz (2005), the
Mann-Whitney U test was embodied for the difference between two independent groups
without a normal distribution, and the Kruskal Wallis H test was also utilized for the
comparison of more than two independent groups. The Bonferroni correction was again
involved in the analysis process (Table 3). Finally, Pearson and Spearman'’s correlations
were applied to test bilateral associations between numerical variables (Table 4).
Consequently, this analysis allowed the revealing of the bivariate relations of the two
predictors and three outcomes with one another (Das, 2016).
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Results

In this study, the researcher examined potential differences between the
demographic characteristics of teachers and their perceptions of SEL, school climate, sense
of stress, job satisfaction, and teaching efficacy. Furthermore, bilateral relations between
the predictors and outcome variables were investigated individually. To begin with the first
research question, a statistically significant difference was only detected between the job
satisfaction scores of the participants and their teaching experience (Table 3). As a result
of the post-hoc test, the job satisfaction of the teachers with 16-20 years of experience was
found to be higher than the others with seniority of one to five and twenty-one or more
years.

Table 3. Demographics of Participants and Study Variables

Variables Stress Teaching Job SEL School
_ Efficacy Satisfaction _ Climate
X SD X SD X SD X SD  Medi X SD
an
Gend Female 16, 59 87,0 116 16,3 3,0 42,0 6,1 42 69,1 11,1
er 6
Male 15, 6,65 90,0 9,3 16,0 3,4 40,3 7,6 40 69,9 8,0
3
t value 0,893 -1,126 0,505 -1,233% -0,331
p 0,374 0,263 0,614 0,217 0,742
Age 20-29' 16, 6,02 84,8 142 157 4,0 43,1 7,8 43 67,8 119
77
30-39> 16, 6,1 875 10,1 16,4 2,6 40,8 6,3 415 69,8 9,5
4
40-49° 15, 49 92,4 7,6 17,0 3,3 42,0 4,2 415 71,3 105
3
50-59* 15, 9,8 91,3 9,6 16,3 2,7 42,6 2,9 43 66,1 134
6
F-test 0,216 1,852 0,596 3,104" 0,629
p 0,885 0,142 0,619 0,376 0,598
E.L. Primar 14, 57 90,2 9,1 17,6 1,4 42,6 4,7 44 74,7 9,0
y? 0
Second 15, 6,2 874 115 164 3,1 41,6 55 42 68,1 10,0
ary 2 8
High® 17, 6,0 87,3 116 159 3,3 41,5 7,2 42 68,8 10,9
1
F-test 1,700 0,371 1,595 0,253" 2,062
p 0,187 0,691 0,208 0,881 0,132
TE 15! 17, 56 86,2 128 155 3,9 42,5 7,6 425 680 11,0
1
6-102 16, 6,3 857 119 161 2,5 40,5 7,3 42 70,0 10,5
4
11-15% 16, 59 89,0 8,7 17,4 2,5 42,8 4,9 43 68,5 9,0
1
16-20* 11, 5,3 96,2 9,1 18,5 1,8 42,7 3,7 425 733 108
7
21 or 18, 6,1 88,5 5,6 14,7 3,2 40, 2,6 405 681 121
more® 7
F-test 2,032 2,012 3,267 3,166" 0,581
p 0,095 0,098 0,014* 0,530 0,677
Post- - - 4>15 - -
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S.S. ZOC 17, 50 87,8 103 16,3 2,9 41,6 53 42 67,1 9,5
b 115, 6,6 880 110 16,6 3,2 42,9 6,3 44 72,4 119
c 12, 53 872 110 17,0 1,6 39,9 9,2 41 70,8 7,7
d 154, 91 87,2 156 148 4,5 41,8 7,6 43 716 134
F-test : 0,996 0,021 1,401 2,618 1,836
p 0,398 0,996 0,247 0,454 0,145

Note: E.L.: Education Level, T.E.: Teaching Experience, S.S.: School Setting, a: city centre, b: 50 km away
from the city at most, ¢: 51-100 km from the city, d: schools more than 100 km away from the city, T-test:
Unpaired t-test, F-test: ANOVA, Z: Mann Whitney U test, H: Kruskal Wallis H test (*p<0,05).

As for the bivariate relations, a statistically significant negative correlation was
found between perceived stress and efficacy in teaching (Table 4). In the same vein,
another significant negative correlation was discovered between perceived stress and
satisfaction with the job. That liaison was the same for occupational stress and perceptions
of school climate considering the p and r values in the table below. In what follows,
despite not being significant, a negative relationship between teachers’ sense of stress and
SEL was also discovered at the end of the analysis. With respect to teaching efficacy, its
bilateral correlations with job satisfaction, school climate, and SEL scores were all
determined to be statistically significant.

Table 4. Correlation Analysis

Variables Stress Teaching Job School SEL
efficacy satisfaction climate
Stress r 1
p
Teaching r -0,379** 1
efficacy p 0,000
Job r -0,222* 0,307** 1
satisfaction p 0,019 0,001
School r -0,412** 0,241* 0,214* 1
climate p 0,000 0,011 0,024
SEL r -0,019 0,280** 0,253** 0,077 1
p 0,846 0,003 0,007 0,422
*p<0,05 **p<0,01

The researcher also confirmed a significant positive correlation between teachers'
job satisfaction and convictions about school climate. Table 3 already foreshadows their
potential affiliation with t-test results (p=0,247) despite not displaying a significant
difference. Finally, another positive relationship was noted among job satisfaction and
SEL. Still, we cannot observe a significant correlation between SEL and school climate
scores of the teachers.

Taken together, a statistically strong negative liaison could not be noted between
SEL beliefs and teachers’ sense of occupational stress. Likewise, although school climate
and SEL coordination were positive, they cannot be reported as statistically significant.
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Moreover, of all the demographic characteristics, the only significant difference was
detected between attendees’ job satisfaction and experiences in this profession. Finally,
both the beginning and highly experienced teachers in the field were not reported to have
contentment with giving lectures compared to the group of tutors with a seniority of 16-20
years.

Discussion

As Table 3 illustrates, the analysis relevant to the first question revealed teachers
with 16 to 20 years of service in the profession reached the highest job satisfaction than
other age groups. This finding signals the close link between veteran teachers with nearly
20 years of educational experience and their professional growth (Kinman et al., 2011).
Accordingly, the novice (with five years’ experience at most) and very experienced
teachers (with two decades or more) standing at the two extreme points seemed not to pull
through some possible hurdles, such as stress, or burnout (Brockmeier, 2023; Miller,
2022). Considering the consequences of the pandemic (Fataar, 2020), and the counter
correlation of perceived stress with the gratification of teachers from the job, which will be
addressed in the following question in detail, their discontentedness with the teaching
profession and the arousal of negative emotions towards teaching seem to be reasonable
(Eva & Thayer, 2017).

As for the second research question, the negative correlation between perceived
stress and efficacy in teaching requires being discussed (Table 4). Having regarded
occupational stress with mental, psychological, physiological, and emotional dimensions
along with some external factors (e.g., the fear of being evaluated), it was quite rational to
deduce that the efficacy of teaching can be vulnerable to these versatile influences and
thereby cannot be linear with the perceived stress. In other words, as Collie et al. (2012),
Park (2022), Skaalvik and Skaalvik (2016), and Kyriacou (2011) already underscored, the
result confirming their inverse correlation was not surprising. In parallel, a similar inverse
correlation was between their perceived stress and satisfaction with the profession. This
finding was compatible with the inferences by Darling-Hammond, (2001), Arslan (2015),
and Schwarzer and Hallum (2008) in that the lack of gratification of the teaching staff
from their job would result in their anxiety or tension toward giving e-lectures.

As Table 4 indicates the p and r values, occupational stress, and perceptions of
school climate were also inversely related to one another. With the same reasoning as
Brockmeier (2023), Erbil (2022), Gallup (2014), Ozdemir and Babadogan (2023), and
Westling and Whitten (1996), their cross-connection must have originated from the fact
that teachers felt isolated from the real school culture due to the pandemic and possible
misperceptions or misunderstandings among shareholders within the school system
stemming from the dearth of healthy communication. Besides, the negative liaison
between SEL and perceived stress revealed that occupational stress may have impeded
CASEL, or in more detail, the participants’ self and social awareness, self-management,
decision-making, and future self (Elias et al., 1997). Furthermore, strong ties between
social-emotional awareness, positive senses, and SEL beliefs must have been ruined by
stress (Bridgeland et al., 2013). Overall, the sense of stress of teachers mirrored their
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insufficient SEL competence in the face of the appalling impacts of the worldwide crisis
(Cooper et al., 2023; Motallebzadeh et al., 2014).

As to teaching efficacy, the researcher appointed its significant and negative
relation with job satisfaction, school climate, and SEL. Initially, being in the same line
with the findings by Arslan (2015), and McCarthy et al. (2006), the willingness of teachers
to be engaged with the profession seemed to be consistent with their judgment,
perceptions, or convictions, such as resilience in the face of challenges. This result was
also in parallel with Caprara et al. (2003) who drew attention to the significance of the
interrelation between job satisfaction and efficacy in reporting the learner outcomes and
the increasing input of the students (Durlak, 2020; Friedlaender et al., 2014). Nonetheless,
similar to Weissberg et al. (2015), this finding would prompt us to examine the strong
bond between these two more deeply since students’ learning was only the tip of the
iceberg. Accordingly, the relationship between teaching efficacy and school climate
perceptions corroborated its other associations with teachers’ well-being, support for
learning in safety, and respect for diversity (Schonert-Reichl, 2017). Additionally, it
proved that school culture did not only represent educational context but teachers’
commitment to teaching as well (Hoy & Miskel, 2012). As a final point, the positive
relationship between their perceived efficacy and SEL beliefs led us to review the
prosocial classroom model by Jennings and Greenberg (2009) (Figure 2). These scholars
already signified the weight of teachers’ competence or beliefs within the community
context and effective SEL delivery via this model, as accentuated by Brackett et al. (2012)
as well. This liaison also proved the rational reason why OECD (2015) created a
framework to display the interrelatedness of the components of SEL and the emotional
values of teachers (e.g., their own SEL and efficacy) in a holistic program.

Another positive and significant correlation was disclosed among teachers'
satisfaction with the profession and convictions about school climate similar to Cooper et
al. (2023). Similarly, the link was the same for their job satisfaction and SEL, which was
in tune with Brackett et al. (2019), and Ozdemir and Babadogan (2023). On the other hand,
the researcher could not determine this significant and positive relationship between SEL
and school climate. Yet, the classroom climate appeared to be inextricably intertwined
with the implementation of the SEL even when we only regard the standardized SEL
programs by Mahoney et al. (2021) (Figure 3). By the same token, Mahoney and
Weissberg (2018) reported the interdependence between social environment, school
connectedness, and inter- and intrapersonal relationships. In that case, the participants
must have experienced a lack of on-going professional development throughout Covid-19,
within the academic year. This can also be grounded on the findings by Will (2020) who
reported that less than one-third of the teachers received professional training in SEL
during the pandemic, whereas one-fifth held no training opportunities to enhance their SEL
competence.

Furthermore, as highlighted in the discussion of the link relevant to perceived stress
and satisfaction with the profession above, the participants must have taken this stance due
to problematic rapport with colleagues or other stakeholders or undefined roles assigned to
them throughout the pandemic (Cali, 2022; Friedlaender et al., 2014; Domitrovich et al.,
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2016; Jennings et al., 2019). Owing to the heavy workload of Covid-19, superintendents
might have pushed the participant teachers to overwork, which would cause to eliminate or
disrupt the school-wide culture and school communities, and their linkages (Maclntyre et
al., 2020; Mahaye, 2020; Veena et al., 2020). Though maintaining lessons online, another
motive might be the school setting where they could not feel secure or can be worried
about their well-being when we followed an identical perspective to Hamilton and Doss
(2020), and Vansteenkiste et al. (2007). In a corroborative way, Table 3 indicates an
approximate value to mention a significant difference between convictions of school
climate and the location of schools (p=0,145). This result was also congruent with
Bettencourt et al. (2016) who clarified that the setting of schools would have a negative
correlation with the SEL along with some external factors.

Conclusion

The study shows the interrelationships between the two school-based factors and
the three teacher outcomes according to the online teaching experiences of the educators at
the peak of the pandemic. The researcher discovered that the beliefs of teachers about SEL
were directly correlated with their sense of efficacy, and job satisfaction. In other words,
their social-emotional skills, competence, aptitude to be self-reflective, and contentment
with the education procedure would matter to the effectiveness of the course. However,
their perceptions of school climate and SEL beliefs were not detected to have a significant
liaison with each other despite moving in a positive direction. Overall, it afforded a
window into the world of SEL practices from EFL teachers’ perspectives by presenting
corroborating results to prior studies with similar scopes. Finally, this research contributes
to the studies on teacher education by proving how EFL teachers’ beliefs and perceptions
regarding SEL and school climate would be associated with substantial teacher outcomes.
More importantly, as their liaisons would also be reflected on learners’ success or
outcomes, its implications would not be restricted to EFL teachers but extend to the field
of English language teaching (ELT).

Suggestions for Practice

In light of the findings, the researcher will draw a set of implications for language
teaching practices. Initially, this research alarms us of the devastating impact of the
pandemic on a safe, supportive school environment, and its strong afflict on teachers’
personal and interpersonal values (e.g., self-esteem, commitment, empathy, motivation, or
self-awareness). Although we assume that the pandemic is in the post-phase, in case of a
new wave of the crisis, more emphasis should be placed on language practitioners'
perceptions of school climate on the way to enhance SEL in the system and learner
outcomes. Therefore, the current educational policy should be revisited to reveal whether it
provides social-emotional support for educators in ELT to better their online and on-set
language teaching practices.

To keep it further, given the significant difference between seniority and job
satisfaction, the teachers who have reached the highest job satisfaction with 16-20 years of
experience must be considered important figures to further the organizations of Continuing
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Professional Development (CPD) activities in the field. This is because the teachers who
lagged behind this group (i.e., the novice and very experienced teachers) should take
professional support from teacher trainers in foreign language teaching at once (Cali,
2022). Furthermore, the upcoming research should also examine the CPD practices of
teachers, especially from the foregoing ranges of seniority to reduce the interventions of
Covid-19 on language education. Finally, future or on-going implementations should
recruit teachers, principals, and other collaborators in the school setting as participants in
their designs to compensate for the limitation of the current study.
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Introduction

Recent advances in technology and the accessibility of various digital tools have
directed a great deal of attention to the idea of corpus use in language pedagogy (Boulton &
Cobb, 2017; Huang, 2017). For language teaching and learning purposes, corpora can be
implemented indirectly or directly (Romer, 2011, p. 207). Indirect applications refer to the
influence of findings stemming from corpus analysis on teaching syllabuses and instructional
materials (e.g., textbooks and dictionaries) whereas direct applications involve teachers’ and/or
students’ hands-on interaction with corpora. Teachers can engage students in corpus-induced
activities including concordance lines (a line of text taken from a corpus) chosen in advance in
the form of paper-based activities (Boulton, 2010), or students have access to corpus data via
computers to search for target items and analyze concordance lines (Godwin-Jones, 2017).
Such applications that encourage students to discover language patterns by analyzing corpus
data are also known as data-driven learning (DDL henceforth) (Johns, 1991).

Research on DDL has mainly focused on studies investigating the effectiveness of this
approach in learning vocabulary (e.g., Chen, 2017; Daskalovska, 2015; Karras, 2016; Li,
2017), grammar (e.g., Lin & Lee, 2019; Smart, 2014), and error correction and feedback
process in writing (e.g., Crosthwaite, 2017; Luo & Liao, 2015; Luo, 2016; Mueller & Jacobsen,
2016; Quinn, 2015; Tono et al., 2014). These studies highlight that implementing corpora in
the areas of vocabulary teaching, grammar teaching, and error correction would benefit learners
in gaining awareness of the use of language in context and correction of language errors via
authentic samples. In addition to experimental studies, there are several meta-analyses
examining the impacts of DDL on learning language skills/areas (Boulton & Cobb, 2017; Lee
et al., 2019; Mizumoto & Chujo, 2015). This bulk of research in general reported numerous
gains in the learning of language skills and areas such as increased retention of vocabulary,
gains in grammatical knowledge, successful error correction, and awareness in the
development of language skills.

Apart from research that has focused on the effects of DDL on students’ gains in
language learning, teachers’ attitudes toward using corpus in language learning and teaching
environments, as well as training pre-service teachers on corpus use, have been the focus of
recent literature (e.g., Abdel Latif, 2021; Ebrahimi & Faghih, 2017; Farr, 2008; Lenko-
Szymanska, 2017; Zareva, 2017). As for in-service teacher training, several studies explored
teachers’ perceptions of corpus use in language pedagogy based on workshops designed (e.g.,
Chen et al., 2019; Mukherjee, 2004) whereas few studies have aimed to investigate teachers’
perspectives on the integration of corpora into language teaching contexts with their actual
experiences in classrooms (Lin, 2019; Poole, 2022). The present study offers a comprehensive
in-service training program that empowers EFL teachers with corpus knowledge and provides
opportunities to produce corpus-based materials and activities to be used in real classrooms. In
this way, this study may illuminate the suitability of corpora for actual classroom practices
from in-service teachers’ perspectives.
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Literature Review

Use of Corpora and Language Teacher Education

Using corpora in the form of DDL activities is associated with the principles of
discovery learning since learners are expected to explore patterns related to language use and
infer rules themselves (Boulton & Cobb, 2017; Flowerdew, 2015). Such a discovery process
might also be regarded as part of a constructivist approach (Flowerdew, 2015) as learners build
knowledge by drawing conclusions about the uses of the language. In addition, corpus
applications in language pedagogy align with the noticing hypothesis, proposed by Schmidt
(1990) since corpus-based activities direct students’ attention to recurring language patterns
(Flowerdew, 2015), and a huge amount of authentic data makes language patterns noticeable
(Boulton & Cobb, 2017). This approach enhances learners’ awareness of the language (Breyer,
2009; Farr, 2008) and might also be motivating since learners are involved in the learning
process (Gilquin & Granger, 2010; Lee, 2011). Besides, analyzing data accessed via corpora
and identifying language patterns encourages students to take part in the learning process
actively fostering learner autonomy (Boulton & Cobb, 2017; Braun, 2005; Godwin-Jones,
2017) as well.

Although there has been a growing enthusiasm for pedagogical uses of corpora in the
research area, corpus applications in actual classroom practices are not prevalent (Lenko-
Szymanska & Boulton, 2015). Researchers draw attention to teachers’ lack of awareness and
knowledge about corpora (Boulton, 2009; Gilquin & Granger, 2010; Frankenberg-Garcia,
2012; Romer, 2011). It is essential to empower teachers with basic skills such as making corpus
queries and interpreting corpus data to enhance language teaching (Frankenberg-Garcia, 2012).
Other than considering corpus-induced pedagogy merely as a remedy or one-shot practice,
teachers need sufficient knowledge and necessary skills related to classroom uses of corpus
applications to integrate them into actual teaching routines (Lenko-Szymanska, 2014).

It can be seen that integrating corpora into language teacher education is crucial (Farr
& O’Keeffe, 2019). In a study, Farr (2008) found that student teachers’ views about using
corpus as a learning tool were generally positive as they could see the language in its natural
context along with some challenges such as the amount of time required and technical
difficulties. In the context of an initial language teacher education program in Germany, Breyer
(2009) highlighted the positive impacts of the training on student teachers since the participants
could see the potential of corpora for language education although several problems related to
technology and classroom management were noted. Similarly, Heather and Helt (2012)
stressed the significance of training on the basics of the corpus in language teacher education
despite some concerns related to technological issues and students’ language proficiency levels
in actual classrooms. Lenko-Szymanska (2014) conducted a study with graduate students in a
Polish context and investigated their perceptions of corpus use in language education. The
results stressed the potential benefits of corpus use for vocabulary in general and phraseology
in particular. Besides, the emphasis placed on training teachers to be able to gain sufficient
knowledge and skills required for corpus use was notable. In a similar vein, Zareva (2017)
carried out a study to explore TESOL trainee teachers’ perceptions on the integration of corpus-
based research in an English grammar course and concluded that taking such a course about
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corpus-based research broadened participants’ perspectives in many ways although technical
challenges were echoed with an emphasis on the need for more hands-on experience. In another
study, Ebrahimi and Faghih (2017) examined pre-service teachers’ reflections on a seven-week
online course at an M.A. program. Along with the need for training on pedagogical applications
of corpora, several limitations in relation to corpus use were noted as it required technological
equipment, time for designing corpus-based materials, and analysis of concordances. In a
recent study, Abdel Latif (2021) concluded that student teachers held positive attitudes toward
corpus use after receiving instruction on corpus literacy; however, such positive beliefs did not
deeply influence their practices in the long term.

As for the perceptions of in-service teachers, Mukherjee (2004) surveyed 248 language
teachers in a German EFL context on the principles of corpus and pedagogical applications of
corpora in language classrooms. The results indicated that teachers held positive attitudes
toward corpus consultation since it might be useful while preparing teaching materials and
checking exam papers. In the Taiwanese EFL context, Lin and Lee (2015) investigated six
teachers’ perceptions regarding the use of corpus-based activities in teaching grammar and
concluded that such activities promoted students’ involvement in the lesson since they became
active participants. However, concerns regarding workload and the material preparation
process were observed. In another study, Lin (2019) explored one teacher’s experiences with
corpus-based activities in grammar instruction and emphasized the need for more practice to
internalize such an approach to language teaching. In a more recent study, Poole (2022)
concluded that corpus-based activities were beneficial; however, using ready-made materials
was not favored since it did not foster sufficient autonomy to make corpus queries. Concerning
this finding, the study showed that it was important to use corpus-based materials designed
specifically for the context to maximize the potential benefit of the corpus in language teaching.
Besides, it was pointed out that making corpus searches and interpreting findings might not be
appropriate for some students because of their lack of proficiency.

In the Turkish EFL context, Ozbay and Kayaoglu (2015) unveiled language instructors’
perceptions of using corpus tools in language teaching regarding the training they received.
Analysis of qualitative data showed that the training raised teachers’ awareness of the
accessibility of corpora and the information that could be accessed via corpus tools. Based on
the participants’ reflections, corpora would help to reach various authentic samples of the
language, and they might be useful in checking accurate uses of the language. Albeit potential
benefits such as gaining awareness on the availability of corpora and classroom applications of
corpora in language education, several challenges such as technical issues, difficulties in
material preparation, and students’ lack of language proficiency were also notable in the
previous research (e.g., Ebrahimi & Faghih, 2017; Heather & Helt, 2012). Thus, the current
study adds to the relevant literature on providing training opportunities to teachers to raise their
awareness by highlighting a need to guide teachers in material preparation tailored to the needs
of their students and teaching contexts.
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Significance and Aim of the Study

Despite the increasing popularity of corpus studies in recent years, pedagogical uses of
corpora are still not prevalent in Turkish EFL classrooms as teachers lack awareness,
knowledge, and skills (Asik, 2015). Since courses related to corpora are not systematically
integrated into language teacher education programs, the familiarity with corpus use is mainly
limited to the individual efforts of language educators. Instructors might encounter the term
“corpus” as part of their professional development activities while pursuing postgraduate
degrees and attending workshops, conferences, and certificate programs; however, using
corpora for pedagogical purposes requires training to acquire the essential knowledge and
necessary technical skills (Lin, 2019; Romer, 2011). Such training programs need to create
opportunities to observe the ways to bring corpora to language classrooms and experiment with
classroom applications of the corpus. Very little research has provided systematic training on
developing hands-on classroom applications and explored in-service teachers’ perceptions
regarding corpus use for pedagogical purposes (e.g., Lin, 2019; Poole, 2022). This study
provided an extensive training program and investigated language teachers’ views on the use
of corpora in real-life classroom contexts based on their hands-on experiences throughout the
training. Therefore, this study addressed the following research question:

R.Q. What do EFL university instructors think about using corpora in their actual
teaching contexts upon receiving intensive training on corpus use in language pedagogy?

Methodology

Participants and Context

The ethical approval for the current study was obtained from the ethics board of the
institution in which the research was carried out. Before the study, all participants were
informed about the procedures of this research and their right to withdraw from this study at
any time. To ensure the confidentiality of the data they provided and their voluntary
participation, they signed consent forms. Participants were coded to maintain their anonymity
(e.g., T1, T2, T3).

The study was conducted at the School of Foreign Languages at a state university in
Turkey in the Fall Term of the 2019-2020 Academic Year. In the context of this study, intensive
language courses are offered to students from various majors. Based on the results of the
placement test administered at the beginning of the fall term, students are assigned to
classrooms at four different proficiency levels ranging from beginner to intermediate that are
determined according to the Global Scale of English (GSE). Instructional materials used in the
preparatory program consist of a published textbook series and supplementary packs compiled
by members of the material development unit at the school. These materials primarily used in
classrooms do not include any samples of corpus-based activities.

10 EFL university instructors who were working in the study context participated in the
study. Participants were selected using convenience sampling (Creswell, 2012) as they were
available and willing to receive training on corpus use in language teaching. This study
followed a convenience sampling strategy since voluntary participation of the instructors was
necessary to spare time for the training and integration of corpus-based language pedagogy.
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Among seven participants who were graduates of English Language Teaching (ELT), three of
them held an M.A. degree in ELT as well. Three participants had an M.A. degree in non-ELT
programs (i.e., English Linguistics). The instructors’ years of teaching experience ranged from
5 to 22, and the language proficiency level they were teaching varied from beginner to
intermediate. The background information about all participants can be found in Table 1.

Table 1. Background Information About the Participants

Gender Education Experience Teaching Level
T1 F B.A.inELT 22 Beginner
T2 F B.A. InELT 20 Intermediate
T3 F M.A.in ELT 20 Pre-intermediate
T4 F M.A.IinELT 15 Pre-intermediate
T5 F B.A.in non-ELT 13 Pre-intermediate
T6 F M.A.in ELT 9 Pre-intermediate
T7 F B.A.innon-ELT 7 Beginner
T8 M B.A.inELT 7 Beginner
T9 F B.A. in non-ELT 7 Elementary
T10 F B.A.in ELT 5 Beginner

To gain an insight into participants’ background knowledge and prior experiences with
corpora, one-on-one interviews were held with each participant before receiving training (see
Appendix A). About the familiarity with corpora, four participants (T1, T2, T7, and T8) had
almost no idea what a corpus referred to. Three participants (T3, T5, and T10) described the
concept of the corpus as a collection of words; however, they were not familiar with any
corpora. Three participants (T4, T6, and T9) had experiences with corpora such as the British
National Corpus (BNC) and the Corpus of Contemporary American English (COCA) to check
the frequency of words and usage of collocations and registers. One of the participants (T4)
introduced corpora to several students once to show how they could consult corpora to observe
various usages of words and check collocations. The initial interviews aided in obtaining
information about the participants’ background regarding familiarity with corpora and
pedagogical uses of the corpus. The findings showed that most of the participants’ familiarity
with corpora was quite low, and none of them had actual experiences with corpora as part of
their regular teaching practices.

Training Procedures

An extensive training program on the use of corpora in language teaching was
developed based on the teachers’ need to get acquainted with corpus tools and their pedagogical
uses. Specific attention was paid to the cyclical nature of training to create opportunities for
participants to observe the information newly presented and experiment with it. That is,
participants were first engaged in tasks in the position of learners to become familiar with the
new information. Then, they applied the knowledge and skills newly acquired to their actual
teaching context. Participants reflected on every single experience in this cyclical pattern and
all steps were enhanced with observations, reflections, group discussions, and hands-on
experiences. This training was designed in the form of two-hour weekly workshops. The
program consisted of nine sessions with specific themes, and the training process was
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implemented in seven weeks. All training sessions included interactive tasks, group
discussions, and assignments that were guided with thought-provoking questions throughout
the training (see Appendix B for sample materials). The themes covered in training sessions
each week can be seen in Table 2.

Table 2. The Weekly Schedule of Training Sessions

Week 1 Session 1 Overview on corpus

Week 2 Session 2 Introduction to basic functions of the corpus tool: COCA

Week 3 Session 3 How to use concordance lines in classrooms: Lexical items

Week 4 Session 4 Sharing participants’ corpus-based activities on lexical items

Week 4 Session 5 How to use concordance lines in classrooms: Grammatical structures
Week 5 Session 6 Sharing corpus-based activities on grammatical structures

Week 5 Session 7 How to use concordance lines in classrooms: Error correction

Week 6 Session 8 Sharing corpus-based activities on error correction

Week 7 Session 9 Discussion on the experience of implementing corpus-based activities

Session 1: Introduction of basic notions of the corpus. Various engaging tasks were
designed (e.g., fundamentals of DDL, listing words according to frequency, identifying chunks
used in written and spoken genres) to attract instructors’ attention to the characteristics of
corpus and its applications in language teaching and learning. The session was elaborated with
sample pages from a corpus-informed textbook to provide insights into how corpus data could
be integrated into teaching resources.

Session 2: Introduction of the Corpus of Contemporary American English (COCA).
This session was carried out in a computer laboratory to empower participants with practical
skills. COCA was selected as the tool in the study since it provided a convenient interface, up-
to-date information, and free access to the website (Timmis, 2015). Participants acquired
hands-on experience in using the tool by accomplishing several exercises (e.g., searching a
word/phrase, analyzing concordance lines, comparing and sorting words according to sections)
and were familiarized with the interface through continuous support and guidance.

Session 3: Use of concordance lines in vocabulary instruction. Following group
discussions on vocabulary teaching practices (i.e., strategies, problems, activity types, and the
potential benefit of corpus use), participants were provided with various samples of corpus-
based activities in vocabulary instruction (e.g., gap-filling, matching, and selecting) for
different language proficiency levels. Sample activities were composed of both direct use of
raw corpus data via computers and indirect use including printout corpus data that consisted of
concordance lines from COCA. At the end of this session, participants were introduced to the
task in which they were required to prepare a corpus-based material for the following week.

Session 4: Reflection on the process of material preparation for vocabulary instruction.
Participants were free to choose any lexical item/s at any proficiency level and they uploaded
their materials into a digital shared folder to compose a corpus-based material pool. Participants
examined all materials designed by their colleagues and exchanged ideas on corpus-based
activities produced for vocabulary instruction. Reflections were carried out on the material
preparation process based on their hands-on experiences.

Session 5: Use of corpus-based materials for grammatical structures. Participants held
a group discussion on their classroom routines while teaching grammatical structures (i.e.,
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strategies, activity types, and problems encountered in teaching grammar items) and the
potential use of corpus-based materials in grammar instruction. Upon the completion of group
discussions, participants were engaged in sample corpus-based activities derived from
concordance lines on COCA for grammar instruction. Grammar structures selected for tasks
were specified based on teaching syllabuses in the study context (e.g., functions of the modal
can, passive voice, since/for with present perfect tense, and indirect questions). Participants
were also asked to design a corpus-based activity for grammar instruction as an assignment for
the next session.

Session 6: Reflection on the process of material preparation for grammar instruction.
Participants followed similar procedures to upload and share corpus-based activities prepared
for grammar instruction. Participants reviewed all materials produced by their colleagues and
reflected on the material preparation process including the reasons for activity type, target
structure, and level they chose and used in their corpus-based activity.

Session 7: Use of concordance lines in error correction. Following group discussions
on participants’ actual practices regarding error correction in writing, this session focused on
error correction via corpus tools with direct and indirect uses (e.g., accurate use of
structures/prepositions, spelling, and linkers), and the errors selected for tasks were derived
from students’ writing papers in the context of the study. This practice was followed by the
presentation of the following assignment that required the preparation of a corpus-based
activity for error correction.

Session 8: Reflection on the process of material preparation for error correction. This
session was reserved for discussions on the process of corpus-based material preparation to
correct students’ errors in writing. Adopting similar procedures conducted in sessions 4 and 6,
participants examined corpus-based materials they shared and reflected on the use of corpus-
based materials for error correction. Participants were also assigned a final task in which they
were required to implement one corpus-based activity they prepared for their students. For this
task, participants were expected to select one of the areas covered in the training (i.e.,
vocabulary instruction, grammar instruction, or error correction). In this way, participants had
the opportunity to use corpus-based activities in their current classroom environment.

Session 9: Overall discussion and reflection on the use of corpus-based activities.
Participants reflected on the practices of using corpus in actual teaching contexts. All
participants evaluated the applicability of corpus-based activities to the level they were
teaching in terms of practicality, effectiveness, gains, and challenges.

Data Collection

Reflective logs: Participants wrote logs following each training session and reflected on what
they thought and felt about the session they attended. In this way, instructors’ thoughts and
feelings about corpus use in language teaching could be elicited based on hands-on experiences
they acquired in training sessions. Each participant kept a total of nine digital logs and the
researcher created a separate folder for all participants considering their confidentiality.
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Semi-structured interviews: The interview protocol with each participant was carried out
twice: before the training and after the training. Data collected through interviews before the
training were descriptive and were used to obtain information about the participants’
background and their familiarity with corpora. Thus, interviews before the training were not
used to answer the research question regarding the participants’ views on using corpora in their
teaching contexts. To explore participants’ views about the use of corpora in language teaching
after receiving training, semi-structured interviews were conducted as they provided flexibility
to obtain qualitative data (Nunan, 1992). Two experts in the field of ELT were consulted to
ensure the appropriateness of interview questions for the current study (see Appendix C). Upon
completion of the training program, interviews were scheduled with each participant for the
following week. All interviews were carried out in Turkish since participants could express
themselves comfortably in their native language. The interviews were audio-recorded to be
transcribed verbatim.

Data Analysis

Qualitative data collected through reflective logs and semi-structured interviews were
analyzed using the Constant Comparative Method (CCM) which is based on the ideals of
grounded theory for data analysis (Corbin & Strauss, 2015). Using procedures of this method
allowed for a theory emanating from data rather than following categories identified
beforehand (Kolb, 2012). Data were analyzed in a three-step procedure. In the first step, data
were segmented into small pieces to be labeled as a code; that is, words or phrases involving
any sense or thought about the perceptions of participants were identified (Allan, 2003). In the
second step, the codes were compared with another one constantly in many cycles to find out
recurring themes. In the third step, using an ongoing analysis process, assembled themes
constituted the final categories of main themes. Two independent raters were involved in the
process to ensure the reliability of qualitative data analysis. To overcome any disagreements
between the raters and finalize the codes, a negotiation session was carried out. The percentage
of agreement between the raters was measured by using the percentage agreement formula
(Huberman & Miles, 2002), and it was found .90 indicating a high level of reliability.

Results

EFL University Instructors’ Views on Using Corpora in Language Teaching upon
Receiving Training

Qualitative analyses of reflective logs and semi-structured interviews revealed a total
of 713 codes related to the instructors’ views about using corpora in language pedagogy and
their overall perceptions of the training. These codes were assembled under three main
categories and 16 sub-categories. The main categories were determined as feachers’ perceived
gains (290 codes), benefits of using corpora in language teaching (212 codes), and drawbacks
of using corpora in language teaching (211 codes). In the following sections, tables related to
each main category and sub-category are given along with sample explanatory statements.
These explanatory statements are participants’ expressions extracted from the actual data
anonymously to exemplify what each sub-category involves.
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Teachers’ Perceived Gains

Findings revealed that instructors in the study perceived numerous positive gains
related to their teaching. The main category of teachers’ perceived gains from training on
corpus use was composed of five sub-categories. The sub-categories regarding teachers’
perceived gains during the process of training are displayed in Table 3.

Table 3. Distribution of Codes Related to Teachers’ Perceived Gains

Sub-categories Explanatory statements N*

Awareness of corpora “Tasks encouraged learning different aspects of the 73
corpus.”

Familiarity with classroom “I learned corpus is a useful tool to teach English in 72

applications of corpora several other ways.”

Technical skills required for “I learned what to do with COCA and how to use its 70

corpus use different functions.”

Collaboration with colleagues “It was valuable to learn about my colleagues’ 39
experiences and perspectives.”

Hands-on experience in material ~ “I had a chance to use COCA for the first time to 36

preparation prepare a task for my students.”

Total 290

N*= Number of codes

Background survey before training on corpus use put forward that the instructors were
not very familiar with using corpora in language teaching. With the help of the comprehensive
training process both on the theoretical and practical uses of corpora, the participants reported
that they gained awareness of corpora (73 codes) in different aspects, such as the concept of
the corpus, the availability and accessibility of corpus tools, and the influence of corpus on
language pedagogy (e.g., corpus-informed textbooks, syllabus design, and DDL). Moreover,
two participants, who were familiar with corpus, reported that this training broadened their
perspectives regarding their knowledge of corpus as they were introduced to the background
information and potential of corpus knowledge in language use. One of the prominent gains
perceived in this study was gaining familiarity with classroom applications of corpora (72
codes). Incorporating corpora into grammar instruction and writing for error correction was a
completely new idea for the majority even though several participants had insights into the use
of corpora in vocabulary instruction. The participants also stressed that context-specific corpus-
based activities were inspiring as they had an in-depth understanding of how to apply corpus
use to their actual classroom practices in various ways. The participants acknowledged that
training sessions aided them in gaining technical skills required for corpus use (70 codes); that
is, they were empowered with essential skills required for using corpus comfortably and
effectively (e.g., searching words/phrases on the corpus, and analyzing concordance lines,
using various functions of COCA). The following excerpts illuminate the perceived gains
participants acquired from training sessions:

T9: “Before this training, I had some doubts about the possibility of using corpus
in classrooms. | thought that corpus could be used only in teaching collocations.
I would have never imagined using corpus in error correction and grammar-... |
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particularly liked this training as it involved classroom applications of the
corpus.”

T3: “Without your help, it would have been very difficult for me to discover the
essential tips. 1'd tried to use a corpus tool before, but [ wasn’t able to figure out
how to do it and | never tried it again. So, the tips provided in the sessions were
really useful for us.”

The training sessions also contributed to the participants’ collaboration with colleagues
(39 codes). Participating in this training increased cooperation among the instructors
throughout the study since they shared their thoughts, feelings, concerns, and suggestions about
corpus use in language pedagogy through interactive discussions at every step of training.
Furthermore, it was noted that having access to corpus-based materials prepared by all
participants was a substantial gain as the instructors might use context-specific teaching
activities in their future practices. The following excerpt shows how this training fostered
collaboration among the participants in this study:

T8: “Thanks to my colleagues, I learned a lot of things that I wouldn’t have
discovered myself. In this sense, it was fun. In each session, | felt like | was back
in my undergraduate years. It was nice to communicate with others and discuss

2

our ideas in groups...

As T8 reported, collaboration among peers promoted their learning and contributed to
their professional lives. In addition to the aforementioned gains, the participants acquired
hands-on experience in material preparation (36 codes). The instructors reported that it was a
valuable experience to get involved with the material preparation process despite the challenges
they encountered. Preparing corpus-based activities enabled them to practice the knowledge
and skills acquired during the training.

Benefits of Using Corpora in Language Teaching

The second main category included six sub-categories related to the benefits of using
corpora in language teaching from the instructors’ perspectives. The sub-categories regarding
the benefits of using corpora in language teaching are displayed in Table 4.

Table 4. Distribution of Codes Related to the Benefits of Using Corpora in Language Learning

Sub-categories Explanatory statements N*
Effectiveness in error “Students can see and analyze both their own mistakes 69
correction and good forms of problematic structures.”

Usefulness in vocabulary “Corpus can be useful in teaching confusing words.” 53
instruction

Helpful in accessing “Corpus can be a good reference to find original 53
authentic/reference source sentences while preparing materials.”

Usefulness in teaching “Corpus can be used to show slight differences between 27
particular structures some structures (i.e., despite and although).”

Active participation of “Corpus-based activity was like a puzzle for my students. 5

students Everyone had an active part in the activity.”

Other (s) “Students in ELT programs can benefit from corpora.” 5

Total 212

N*= Number of codes
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Corpus use in language classrooms was regarded as beneficial due to its effectiveness
in error correction (69 codes). Participants reported that corpus-based activities might work
well in error correction since observing corpus data and identifying accurate uses of the
language by themselves could raise students’ awareness of their mistakes. The following
excerpt exemplifies the instructors’ views about the effectiveness of corpus use in error
correction:

T10: “We have used COCA for different purposes, but I believe that one of the
most effective functions is error correction. It is possible to use it easily for each

’

level and I believe that I will try to use it to raise my students’ awareness.’

As T10 stated above, corpus use for error correction was promising for future practices,
and it might also apply to lower levels. Based on their hands-on experiences, the instructors
reported that corpus-based activities on error correction engaged students in tasks as they made
efforts to find their mistakes and their accurate versions.

The instructors had positive views on corpus use in language classrooms due to its
usefulness in vocabulary instruction (53 codes). The participants acknowledged that corpora
might be useful for teaching particular lexical items where students had difficulties, such as
collocations, prefix-suffixes, the knowledge of parts of speech, and confusing words. The
following excerpt illustrates the instructors’ views about the usefulness of corpus in vocabulary
instruction:

T5: “Especially, to teach confusing words, corpus provides plenty of original
sentences in which students can see different uses of those words. By giving tasks
in which students analyze the related concordance lines, we can make them aware
of the uses of these words and how to differentiate them.”

As T5 noted, corpora might be exploited to introduce word combinations (i.e.,
collocations), the knowledge of parts of speech, near-synonyms, and confusing words with
plentiful samples in various contexts rather than presenting them in isolation. Instructors’ views
on corpus use were positive due to its helpfulness for accessing authentic/reference sources
(53 codes); that is, they could utilize corpora as reference tools to check the uses of the
language, and they might take advantage of corpora to reach a vast amount of authentic data to
design instructional materials. The following excerpt illuminates how corpora can help access
to the authentic source:

T6: “It is an incredibly useful resource for teachers because we are not native
speakers and we may not be sure about some uses of the language. So, the corpus
can be used to improve our knowledge of the language and to bring reliable

’

materials to the classroom.’

T6 stressed the potential use of corpus tools to observe and/or check accurate uses of
the language in actual contexts when they felt uncertain about the use of the English language
as non-native speakers of English. It was also noted that corpus might be exploited in preparing
classroom materials and creating test items due to its easy accessibility to authentic samples of
the language in various contexts. Another benefit of corpus use in language pedagogy was its
usefulness in teaching particular structures (27 codes). The participants acknowledged that
using corpus-based activities might be promising for teaching particular structures (e.g., used
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to, gerund/infinitive, and despite/although). Moreover, using corpora in language pedagogy
was considered advantageous as it increased students’ active participation (5 codes) and
contributed to some other matters, such as promoting autonomy and appropriateness for ELT
students (5 codes).

Drawbacks of Using Corpora in Language Teaching

The final category consisted of five sub-categories regarding the drawbacks of using
corpora in language teaching from the instructors’ perspectives. The sub-categories are
displayed in Table 5.

Table 5. Distribution of Codes Related to Drawbacks of Using Corpora

Sub-categories Explanatory statements N*

Difficulties in material “It was difficult and time-consuming to find appropriate 58

preparation concordance lines.”

Difficulties in students’  “Students are supposed to have a good level of English to use 48

interaction with corpora  corpus independently.”

Impracticality with a “At lower levels, it is not practical to use corpus due to the 44

low proficiency level challenges.”

Technical issues “It was a bit frustrating to go back to the main page and write 34
the same word over and over again.”

Concerns about “I am not sure yet if using corpus for teaching grammar is 27

grammar instruction efficient or not.”

Total 211

N*= Number of codes

One of the most frequent challenges the participants faced was the difficulties in
material preparation (58 codes). For instance, scanning concordance lines to find appropriate
ones for students’ proficiency level and the teaching context was highly demanding. Another
concern was the potential difficulties in students’ interaction with corpora (48 codes). Owing
to the nature of corpus data, students would have difficulties in analyzing a great number of
concordance lines and making accurate inferences on their own. Hence, impracticality with a
low proficiency level (44 codes) appeared as another sub-category of challenges. The
instructors underlined that implementing corpus-based activities at lower levels (i.e., beginner
and elementary) was impractical considering the time and effort required for material design.
The following excerpts illuminate the potential difficulties in students’ direct interaction with
corpora.

T2: “I think it’s difficult for students to use corpus on their own. As we talked in
the last session, students might see some wrong usage of the language. It’s
extremely difficult to use with all students.”

T4: “I can use COCA to find examples in various contexts at higher levels, but at
lower levels, I won't prefer to use COCA, particularly for grammar and the
meanings of words because of the challenges in using COCA...The time spent is
not equal to the product in the end.”

The instructors also faced some challenges related to technical issues (34 codes).
Despite having positive attitudes towards COCA in the session, it allowed making a limited
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number of corpora queries a day and showed constant warnings to upgrade the user version.
Another problem expressed was the difficulties with the layout of materials since it was not so
easy to align concordance lines in the Word file. The final sub-category about the drawbacks
of using corpora in language teaching indicated some concerns about grammar instruction (27
codes). Despite its effectiveness in vocabulary instruction and error correction, the participants
were skeptical about the usefulness of corpus-based activities in grammar teaching. The
following excerpt shows instructors’ concerns about grammar instruction:

T9: “Although you provided us with different types of sample tasks and tried to
inspire us in this way, I still cannot convince myself that it’s a good idea to use
corpus in grammar lessons. | see that there are some ways to integrate corpus into
a grammar lesson, but is it worth the time and effort spent for? I am not sure about
it to be honest.”

As T9 stated, the participants had some doubts about the idea of integrating corpus into
grammar instruction considering the great efforts made for material preparation. All in all,
integrating corpus into language learning through a systematic training program delivered
fruitful results in general albeit with certain difficulties.

Discussion

The results showed that in-service training on corpus use contributed to the instructors’
professional development. That is, the participants acknowledged gaining awareness of
corpora, becoming familiar with the pedagogical applications of corpora, and acquiring hands-
on experiences in corpus-based material design. The instructors reported being able to take
advantage of corpora in language classrooms in particular ways together with salient challenges
and concerns about corpus use in language pedagogy.

As suggested in the relevant literature, this study implies the potential benefit of
creating opportunities to train in-service teachers on the pedagogical uses of corpus tools in the
classroom (e.g., Abdel Latif, 2021; Breyer, 2009; Ebrahimi & Faghih, 2017; Farr, 2017; Lin,
2019; Zareva, 2017). In this respect, the results concur with previous studies which pointed out
the importance of introducing pedagogical uses of corpora as part of in-service training to
influence teachers’ classroom practices (Chen et al., 2019; Ebrahimi & Faghih, 2017; Lenko-
Szymanska, 2017; Lin, 2019). Constant guidance and support offered in training sessions and
hands-on experience provided during the training were prominent aspects of this study. These
key features of the training in the present study support the results of previous research
regarding the potential benefit of acquiring technical skills to use corpus tools comfortably and
effectively (Ebrahimi & Faghih, 2017; Frankenberg-Garcia, 2012; Lenko-Szymanska, 2014,
2017). In a similar vein to Ozbay and Kayaoglu’s (2015) study in a Turkish EFL context, this
study further highlighted the role and importance of guided training on the use of corpora in
actual teaching contexts. One of the striking facets of the current study is that this training
program created opportunities for the instructors to actively participate in the process of corpus-
based material preparation and implement one of these activities in their teaching context.
Concerning teachers’ perceived gains from the training, providing the participants with sample
materials/tasks, which were prepared specifically based on students’ needs in the context of
this study, might help the instructors illustrate how to apply corpus-based materials to their
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classrooms. Similarly, Poole (2022) pointed out the importance of using corpus-based activities
that were designed particularly for the objectives of relevant teaching contexts as teachers and
students were required to follow course syllabuses and assignments. Hence, this study builds
on the findings of the previous research and adds further light on the relevant literature by
taking the needs and requirements of the teachers in their contexts and assisting them in
implementing corpus-based materials and activities that reflect the realities of their classrooms.

Apart from teachers’ perceived gains, the instructors’ perceptions of corpus use in
language pedagogy were mainly positive since using corpora as part of language teaching
pedagogy was perceived as useful in multiple ways. Corpus-based activities were considered
effective in correcting students’ errors in writing papers at all language proficiency levels, and
the participants noted that corpus use might raise students’ awareness of their mistakes since
they were actively involved in the process of analyzing data presented through corpora. As
suggested in various studies (e.g., Crosthwaite, 2017; Mueller & Jacobsen, 2016; Quinn, 2015),
the idea of integrating corpora into language classrooms for error correction was perceived as
useful by the teachers. As for vocabulary instruction, this study revealed that teachers might
tend to use corpora to introduce particular lexical items such as word combinations (i.e.,
collocations), confusing words, near-synonyms, and prefixes/suffixes as the instructors in this
study perceived corpus use to be more useful and practical for such lexical items. This
perception might be closely related to the fact that students are exposed to a great deal of data
in which such lexical items occur and they observe patterns related to the language through
corpus-based activities rather than learning the English equivalents of words in their mother
tongue. Corpus use might raise students’ awareness of identifying parts of speech as well. This
insight the participants gained in the present study is in line with the findings of the meta-
analysis by Lee et al. (2019) as it also suggests that using corpus-based activities can facilitate
acquiring in-depth knowledge about lexical items. As reported by the instructors in this study,
corpora might be exploited as reference tools when teachers have queries about the language.
Since teachers have access to a vast number of examples of authentic language, they can benefit
from corpora while preparing instructional materials. This finding highlights the potential
benefits of corpora for EFL contexts; therefore, it might help to solve common problems such
as preparing materials with authentic sources, and creating test items (Romer, 2009). As cited
by the participants in this study, it can also be asserted that corpus-based activities have the
potential to foster students’ participation in lessons. When compared to conventional ways of
teaching and learning, which are mainly based on teachers’ explicit instruction and feedback,
corpus-based activities involve students in a process that requires analyzing language data and
identifying information about language use. Therefore, such activities encourage students to
take part in the learning process actively (Lin & Lee, 2015). All in all, along with the potential
benefits of corpora for language learners, this study revealed that implementing corpus-based
activities in L2 classrooms has the potential to promote the self-development of teachers to
become aware of the problems and solutions related to language learning and use at different
levels.

Despite all the benefits, problems/challenges related to difficulties in material design,
students’ direct interaction with corpora, impracticality with lower levels, technical issues, and
concerns about grammar instruction were noted as well. As reported by the participants,
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rigorous time and effort were needed to design corpus-based activities. This finding echoed
similar concerns stated previously in other studies (e.g., Ebrahimi & Faghih, 2017; Lin, 2019).
Another drawback of corpus use in language pedagogy was the potential difficulties that might
occur in the case of students’ interaction with corpora directly. Independent endeavors of
corpus use require making accurate inferences about language patterns and having more
autonomous and proficient language learners with a certain level of grammar and vocabulary
knowledge. Hence, the classroom teacher’s guidance and well-preparedness are necessary to
present corpus use to language learners who are not familiar with such a pedagogical approach.
Ebrahimi and Faghih (2017) also pointed out the skepticism about the applicability of students’
direct interaction with corpus tools from the perspective of pre-service teachers.

In this respect, level appropriateness is another issue to consider when using corpus-
based activities with lower-level students. Guiding students at lower levels might be hard since
they have difficulty interpreting concordance lines despite the presence of the teacher. Such
concerns related to the appropriateness of corpus-based activities for lower levels concur with
the findings of studies in the relevant literature (e.g., Breyer, 2009; Heather & Helt, 2012). In
a more recent study by Poole (2022), two instructors also stated the difficulty of using corpus
due to students’ lower language proficiency. As noted by the instructors in this study,
concerning practicality and suitability, basic vocabulary and grammar knowledge at lower
levels may be introduced through textbook activities, teacher-made exercises, and online
dictionaries before students are ready to deal with corpus-induced materials.

In line with previous research (e.g., Breyer, 2009; Ebrahimi & Faghih, 2017; Farr, 2008;
Zareva, 2017), problems related to the use of technology are stressed in the present study. The
participants in this study reported difficulties in using corpus tools and technology in general
while designing the layout of corpus-based activities. Considering efficiency and practicality,
the idea of integrating corpus into grammar instruction was not welcomed by some of the
participants. These instructors asserted that using corpus-based activities might not result in
substantial differences related to students’ gains in learning grammatical structures, particularly
at lower levels when compared to textbook materials. In one experimental study, Lin and Lee
(2019) found that there were no significant differences regarding students’ gains in learning
target structures when compared to the traditional way of teaching grammar in the Taiwanese
EFL context. However, the perceptions towards this new treatment were positive over time.
With respect to grammar instruction, target structures selected for corpus-based activities can
influence teachers’ perceptions. The instructors who are teaching at lower levels may face
challenges while selecting a grammar structure to adapt to corpus-based activities, especially
at lower levels. Lin (2019, p.78) implied that the grammar structures that seem to be more
“formulaic” might be better suited for the use of corpus. One reason for some teachers’ reported
difficulties with corpus tools specifically in grammar instruction might stem from the gaps in
their technological knowledge. Such a gap brings forward questions about the problems that
may arise from the detachment of the established and familiar teaching methodologies with the
use of novel technologies such as the corpora. However, this requires further research and
discussion and is not within the scope of the current study. As a result, this study underscores
that along with the aforementioned difficulties, practitioners may need more hands-on
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classroom practice to gain deeper insights into the feasibility of corpus-based activities in
language teaching.

Conclusion

The findings of the study reported here highlight that there is certainly room for
integrating corpora into language teaching. That is, teachers might use corpora as one of the
teaching aids for classroom activities in teaching particular language items and/or skills.
Although numerous gains were perceived in this study, teachers’ preferences on the use of
corpus-based activities might need to be considered regarding student profiles, learning
outcomes, target items and/or structures, and the nature of teaching contexts. It is clearly seen
that in-service training plays a vital role in raising teachers’ awareness of corpora and equips
them with practical skills to use corpus in language pedagogy. Therefore, efforts of
meticulously designed training programs can assist in bringing corpus-based activities to actual
teaching and learning contexts.

One implication of this study is that corpus use needs to be incorporated into pre-service
teacher education programs to empower teacher candidates with the necessary knowledge and
skills for their future practices. Another suggestion is that context-specific workshops or
training programs might be designed to raise in-service teachers” awareness of the accessibility
of corpus tools and how to make use of corpora in their own school contexts. It is highly
important to provide constant support and sufficient guidance throughout training to ease
teachers’ concerns about new applications. Accordingly, teachers can be encouraged to work
with their colleagues collaboratively to prepare and implement corpus-based activities. In this
regard, teacher educators play a pivotal role in guiding teachers both at pre-service and in-
service levels to utilize corpus tools and build a community among teachers that would
establish stronger bonds in dealing with the challenges. To this end, teacher educators must
become more familiar with corpus tools available for teachers to use in language teaching and
learning activities. Considering teacher educators’ contribution to teachers’ practices in
classrooms, teacher educators need to be trained on corpus-based language pedagogy along
with all sides including benefits and challenges. This will not only promote the quality of
teacher training programs but also will contribute to the quality of the teacher education which
will enhance the implementation of corpus-based pedagogy with effective practices. In this
way, teacher educators may provide comprehensive training programs to pre-service and in-
service teachers that apply to actual teaching contexts. As for textbook writers, corpus-
informed textbooks might be popularized to make teachers familiar with the information
corpora would offer. Considering teachers’ workload, ready-made materials published as
activity books might promote the use of corpus-based activities. Apart from these, it is
necessary to develop practical tools to facilitate the integration of corpus-based activities into
language classrooms.

This study is limited to the views of the participants on their own hands-on practices
related to using corpora in English language teaching. Hence, the results cannot be generalized
to all EFL instructors. The training lasted for seven weeks, and teachers’ corpus-based practices
were limited for this period. Long-term studies involving more participants and more practice
opportunities could have different results. Therefore, further studies that provide teachers with
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training opportunities may be carried out to gain in-depth insights into EFL teachers’
perceptions of pedagogical applications of corpora. There is also a need for further research
that investigates the long-term influences of in-service training programs on teachers’
classroom practices to explore the potential outcomes of using corpora in instructional routines.
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Appendices

Appendix A: Interview questions (prior to the training)
1. Are you familiar with the term “corpus™? If yes, how do you define it?

2. Do you know any corpora? If yes, which ones?

3. Have you ever used corpora? If yes, why? And how?
4. Do you think corpora can be used for English language teaching and learning purposes? If

yes, how?

Appendix B: Sample materials/tasks used in the training
A sample task used in Session 2

Exercise A. Read the questions below and search them in COCA to find the answers.

1. a. Find the frequency of the lexical bundles below and put them in order (1-3).

{The lexical bhundles below are commeonly used in students* writing papers in our context.)

#  As far as 'm concerned

1. b. Search the frequency of each lexical bundle below by genre and put them in order (1-3).

I my opinion s far as I’ m concerned I believe that
Academic Academic Academic
Fiction Fiction Fiction
Magazine Magazine Magazine
Newspaper Newspaper Newspaper
Spoken _ | Spoken - Spoken -

-

¢ Insert “POS™ (noun all) and search for the results. Write them below.

VYWY

3. Follow the steps below and compare the words “say™ and “fell” to find what nouns collocate

with them

Choose “COMPARE™.

» BSay

record
record
record

Write the word “say” as word 1 and write the word “tell” as word 2.
Insert “POS™ (noun all) in the blank “collocates™.
Limit your search to the first word on the right.

Examine the nouns in the top 20 list and write five of them below.

1. Follow the instruction below and find the top three nouns collocate with the word “record™.

» Tell

© 2023 JLERE, Journal of Language Education and Research, 9(2), 317-344
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Sample tasks used in Session 3

Exercise A. Read the questions below and search them in COCA to find the answers.

1) question’/ wonder
¥ Search for Question®
# Find two different concordance lines in which the word is used in a different part of
speech (e.g., as a noun and as a verb).
# Identify the part of speech m each concordance line that you have found.
= [Inthe 1st concordance line, the word is afan
» In the 2nd concordance line the word is a/an
¥ Search for Wonder®
# Find two different concordance lines in which the word is vsed in a different part of
speech (e.g., as a noun and as a verb).
¥  Wriite down the sentences in which the words appear.

# Generally, the word (as a verb) wonder takes the preposition:

Exercise A. Analyze the concordance lines below and answer the questions below.

¥ Circle the correct word. Job or work?

1. .. there are also more fiandamental issues related to incomes and job/work opporunities that split California info a two-speed
BCOTOTTY.

2. . ssidhewas roubled by the damagze. ™ I would not jobvwork with them after that, " he said. " I would not refer. .

3 ... health insorance and rent. T saw two options. Get 3 jobvwork retum ooy advance and abandon two years” worth of wodk.

4. _..told an unmamed colleagme she feared she would lose her jobvwork if she reported the incident. Another imnamed person
reported Moulton ..
5. -t his home to disouss why he was Late to job/work the station reported. The victim told the sheniffs affice. .

a. _..eroam-up, he said He's been doing a lot of job/work stound the house, finishing the kitchen project his dad started.

¥ Write the part of speech of the target words above.

# Look at the lines above. Which word can be used in phural?

© 2023 Journal of Language Education and Research, 9(2), 317-344
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Exercise A. Analyze the concordance lines below and answer the following questions. They
will help you find patterns either in the left or right comtext (KWIC).

...Jpss likely . We 'd heard a Lot of rumor and gossip about Fuliet, bat we 'd heard nothing about Pauline , and. ..
...and their topics of conversation were imited to TV dramas and gossip about their children 's teachers | so she ...
..."s brother - married Hamlet s mother . There is moch gessip about these events , and Hamlet is very upset .
...31d possip about us . and I knew that I'd gosdip about us if ] were someone else - For a brief moment. ..
...younger, but also now, dealing with a lot of gossip and rumars about your life, and hew have you coped with. ..
...Eot down to work . Faymie is a peyser of gossip and bard news, a Wife of Bath ; she knows people ..
Her extramarital antics were a source of gossip and shame that affected the entire Gearge fmily
What were they thinking? Tt is what make gossip and what makes afierneon and evening TV work, “he said. ..
...novels . She was never sneaky , for she openly gathered gossip and you could see ber editing it in advance with a little
...if you have enough money. TATHBI- (Voiceover) The Hamptons gossip columnist, who calls himself * Sodsy, * says he did...
...him for a handshake or an autograph. For a local gossip columnist he puts dewn his Diet Coke and poses for a....
...There they are, smiling and waving, posing with a gossip columnist from - I don't kpow -Parapuay. Occasiomally ...
...places to jugele, a few bruised were mevitable —setting gossip colunms abuzz with numoers of suppesed slights and rebmffs.
...a celehnity executive - one whose name frequently shows up in gossip columms. Gossip also is paymg off bandsomely for his
...1o 36-year-old supermodel Chnsting Estrada. It is the suff of gosap columns. #Lately, he 's been a busy sprite ...
.. his profession and the wife could be unafraid of whispered gossip in the market # By the end of 157, an...
-1l sawe you a proeram and tell you all the gessip in the morning. " " Oh, I do wishl...
..o jourmalism 5o desely was Winchell identified with gossip i the late twenties and thirties that many readers theoght it...
..o admire their mistresses' long legs in short tuhas. Gossip m the dressimg room usually centered on ballerinas who had ...
... fares to the warming sun " To an Ialian, gossip is second oaly to religion in erder of imporfance. The better. ..
..while rading veluminous amounts of news and gossip was ooe of the wonders of ' medern physiology. Yetit. .
...hat ﬂmwvm.hihrm,ga sizable dowry, which meant the gossip was as wrong as always . " Francis | " Ansing...

1. Loock at the concordance lines above. Is gossip a verb or noun? Which one is more
frecuently used in this body of data?

2. Look at the right context of the word. Which preposition 1s commonly used with “gossip™

3. Look at the right confext of the word. When is it used with the preposition ™7

4. Which job collocates with the word “gossip™

5. Look at the data. Which nouns frequently collocate with the waord “gossip™?

6. In what kind of texts/sections do you think you are more likely to find the word
“gossip”? Put them in order from the most frequent to the least one.

Academic
Fiction
Magazine
Newspaper
Spoken
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Session 4

A sample corpus-based activity on vocabulary by one of the participants (T5).

Task 1

1. -ous

. " Burat che same ome we have to be

d stored . But imwas n't himsel thas he was

4 cons and requested them w give & part of their

Page 1 Times sary by Judich Miller and Michael Gordan dies
i resting , 00,000 or so tests which gast Us an

T RF : The show veas wonderful in Washington | wery

2. -ty
he | Thers was same laughter and a gmr of
wirlosre had bacome exhausted , eynieal, and divided . kae
of sttitude srd sensibility, sllowng for & focs oo -
criticism frorm =5 normistive bounds and 2z an antidete 1o the

, Trampson ‘s accaum eeaks 1o preserve che walidig of

3. -ion

has enabled the (PPD 1o portray iself a5 the force for

narrative . The assessment warksr nes=ds the informaben for the
2 hotel | comp lece with spacenlane serice fram dirside w0 the
his father always told him the mining game was a -

belt acrass the wigth of the tantinent and in & ESUTNSISTEN

4, ful

wrote in his memairs that his yourg assistant * did a

# Henningsen turned tovards the ext not nobeing the logk the
ege . & What Sunny Jim ‘s crestion needed wes snother

Gulf Caast frarm Los Angeles two years ago s=eking & more

by being provided arifical opporunities to disdose their

@ we reest in . "2 Analyses sy moes

ﬂ E was her thoughts, her feelings . # Ang

El E Yayati . | also offered half of my accurmulated
@ @ E Saddam has repeacedly tried m

[| hundred o four hundred and fifty acually HV

E @l + They warked & long time onit,

— — ——

curicary - ernfy ms it drew daser @ | wardered
sty [analysts] fiave] (Ear] BB o urcarstand ohis resliy snd have
ity E E| E . complex wiorichemsy, # Jakn 's sxplication of big
ardicy E - representzd by High Theony [Tampkins
subjactivicy E E feamures or preduces of ' | -making .
demacratizaton E E E as the obstacke in itz path - theseby maimaining
imv=stigation E E E on placement. ” Once a report has been
station E @ E‘ - LT and landing madule w0 his own fleld
proposition E ta go irto teaching . It s 2 bl=ssan
Fegion - « Using a comguter simulation to

the whole aratormy of Wall Srest chicansny and
it | Fi=dosing y v

E sent him from the tomb opposite that of his
E @ turn the 1959 earthquake to City Hell 's

E E E finds his heachside cottage 200 yards fram an

as found previously in samples of male
lifd |eperiences |

Analyze the concordance lines above and find out which suffixes form words as NOUNs or ADJECTIVEs.

Suffix Part of Speech Suffix Part of Speech
(N or Adj) (N or Adj)

-ous -ion

-ity -ful
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A sample task used in Session 5

Exercise A. Analyze the concordance lines below and cirele the correct option.

oo shoees of the Adriatie Sea, the city hae boosn an importast so apost simee the Middle Ages. 44 In 19 when Yugeslavia...
-t Bgistingn in recent times. |ndssd, it hax been mare than a gecads simpe it was last dted ina case See Marine Solution Sepys, Incov. ..
=i assisted passage by Australia Fianish immlgraton petersd out in the carly 1970 EII'I_CBEH.EI'I It has magtly bean professienala af.
.- instituted majar revisions to the process [Steingar et al, 2009). Since 2004, revisons to the RIS process have given peer reviewers...
Jipgse has experienced an enduring economic decline simce VWarld War |1 s one of Detralt’s mdustrial, inner-ring suburhs, Ecorse..
uihEsakd. # Lmh'_ hasg been in SCIJIJ[l.I‘.'Is ﬂE the fiest grade, and k& the dﬂI.I.EJ'I[EI.‘ of Rick amd Nancy Duncab of Limle..
|5 daing well at school, mostly. She has known how to read ever since she was three. Frances loves tn read but struggles to speak, or to...

& hattla the kind of special interest legislation that the Court has tolerated for more than forty vears. In short. the Supreme Court...
ustimies: | think there's great respect We've been EHEHI]SE 2 long dme. § ° When be was here at Tulsa, we plaved them ower..
a=CAUEhE his arm. ° My pod, | haven't seen youa for ages © # Yeithout nassng in his cleaning keenly aware of the securior camern

ssbut you bave not forgotten what you have dooe for many years andfor many hours every week using an instrument...

‘They're from Holland, Michigon. They've been married for three years, She's a teacher on school broake A1 ROKER: And couple..,
husband was taking a professional risk. Now that you've been there fﬂm x meonths and people are well aware of your presence there.,.,

1. Which tense is used with since/for in the given examples above?

1. We use since _ ..

a. to talk about a period of time (how long)

b. to talk about a point in time (when something started)
3. Wense for ..

a. to talk about a period of time (how long)

b. to talk about a point in time (when something started)

Session 6
A sample corpus-based activity on grammar by one of the participants (T9).

EXERCISE A: Analyze the concordance lines below and answer the following questions.

18465 | How much | [adventure] |can| a ski boot handie ? We
explored the possibilities

13117 | How much yod really getting? Not

much _ (Fully 42%

of the total party sales . RAZ - So , | how much | [money kou raise? Ms-NEEDHAM :
We raised $450 that weekend

to get the money - | how much | |money |do| fyou] spend on the long-term

economy moving quickly ? And aspects of rebuilding an
so much for being with us this morning . So | how much | [futh] o] fyoul think there is to some of the
comments in
with a glittering eye . And | say , ' How many E day do you work ? ' And he says ,
i Thi Y =13 d 2
is eyes . This fellow was Smooth . # How many [aoeq need to sell 2" he
asked . The
lot more intense , | believe . ZAHN - And | T pre] you getting peppered with
from — from many of your
it 2 He also asks [ean] [yod Iast? UNIDENTIFIED
her .. UNIDENTIFIED MALE | HOW Many | (=i T oont know.
fer 7 : ] igerians ?
acourier 7 Woman 2: Yes . GOLDBERG © | o [ips] [did [ou] make for the Nigerians ?

Woman 2 : Just

Which one do we use with uncountable nouns; how many or how much?

Which one do we use with countable nouns; how many or how much?

With how many, do we use the plural form or singular form of countable nouns?
When we ask questions by using “how many/ how much”, the word order is

PO NR
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A sample task used in Session 7

Exercise A. Look at the concordance lines retricved from COCA. Comect the mistakes in the
following sentences.

1.

...Jpoking for someone to oversee or keep an eye on her becamse we'Te all making the film ' That guy Babby...
...he can't drink coffee for a guick jolt dormg the Fame becamse it might affect his stomach, 5o he has tomed to....
... what makes this category fon and useful Becawse it weighs less than balfa pound, you don't bave . ..
... for pathering accurate polling information, in large pant becanse anyone can read your tweet and reply to it
...a credit, Philadelphia can minimize its loss of reveme becamse the credit will only be applicable whena. .

It is necessary for some websites. Becanse some people can share illegal content on social
media.

[

...when politicians - presidential candidates go abroad, they have meetings with local leaders. ..
...t get ot fast # If you simply can't wait to go abroad, look into jobs that will take you out of the country...
... mainly to leamn Enplich since they planned to go abread for professiomal school or praduate work.
... sudents stayed at their counfries and 4id not g0 abroad, they would not be able to bhave. .
.. UT ETOWILE economy, it is now easy for us to go abroad for sadies or work, thereby making it pessible forus...

You can improve vour English when you go to abroad.

3.
..spdal historian would chooseto scale twice This commects to a dilemma for any movie lover — the chotce about
..researcher fr TACC and lead author on the paper. "This gives radsologists and other clinical s ff the means to....
...real dog's life in danzer while filming the movie This comes from TMZ (via Consequence Of Sound), ...
...to rotate the mocket between 120 and 180 deprees. This aimes the medket toward the drope ship. The boosteris....
... for abet 15 mimrtes on low to mediom heat. This relaxes the fabric and releases odors. # Prevent wrinkles ...
This canse air polhition
4.

...through phetozraphs and text children are shown how to de experimenis that explore di fferent kinds of enerzy.
...To remove negative ideas from the brain. We've done experiments on monkeys, but never on humans.
... 15ng our oceans m the Golf of Mexico for that We'Te doing experiments there now, ressarch. There's so nmch bt all
...take all the safery precautions?... # * If you're going to do experiments, fine. But don't allow people to live in and

Scientists shouldn't malke experiments cn animals.

Session 8
A sample corpus-based activity on error correction for intermediate level (T2).

© 2023 Journal of Language Education and Research, 9(2), 317-344
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Look at the concordance lines retrieved from COCA. Correct the mistakes in the
following sentences.

1. What is the part of speech of “affect™?

‘What is the part of speech of “effect™?

It is clear that it effects relations badly.

........... how the confirmation of Betsy DeVos as education secretary nught affect students and teachers
across the country..........__..

,,,,,,,,,,,,,,,,,, the generalization passage did not affect students' reading of high-frequency words.
There.._..

............ with regard to understanding when and how learning disabilities affect students' academic
performance and overall social behavior. Moreover,...............
These time variables are proxies for the net effect of all the economic factors that create. ...

,,,,,,,,,,,,, it does have a clear negative effect on the management fee load. Hence, the .
........ of young adults, consistent with the negative effect on chuldhood mathematical achievement. ...

A sample corpus-based activity on error correction for elementary level (T10).

Part A. Look at the concordance lines retrieve from COCa. Correct the mistakes in the following
sentences.

..those men have to go home and do their homework and talk about what attacks could happen...
... on the bus and | use the time to do my homework and read. Mostly boks about ...
... this would be the first time | didn't do my homework! # That night at dinner, | bring up...

| make my homework every day at 7 pm.

.. "I'll take care of Jane Doe. You go home and get some sleep. Save some up for after...
... the night. If the weather improves, you can go home in the morning. " # Priscilla...
.. , do you? #" Come on, Dad, let's go home, " Leland said. # Sherm shook his head. " Not until...

My lesson finishes at 4 in the evening and | go to home.

A sample task used in Session 8

e

¥» Design a corpus-based material for the level you’re teaching in one of the areas
covered in the sessions. Take notes based on the following elements.
* Language proficiency level

= Asm of the activity

®  Target lexical dtems/ stroctures / error correction

*  Geare (If any, e g. spoken, academic, newspapers, etc.)

= Activity type (e.g. gap filling, multiple choice, open-endead, etc.)
= Activity format (prinfout materials vs. computer based version)

¥ Implement the material you've prepared in the classroom (I applicable, you can use
one of the materials you prepared in the previous sessions).

Appendix C: Follow-up interview questions
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1. What do you think about workshop sessions?

2. What do you think about COCA as the tool?

3. Do you think that teachers and/or learners may profit from corpus data for language
teaching and learning? If yes, for which language areas and how?

4. In the future, would you consider consulting any corpora for language teaching? If

yes, how would you use it?
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Introduction

Content-based instruction (CBI) presents an approach where students acquire the
target language via content. In CBI, students are in a continuous learning and self-
improvement process and they acquire the presented content by improving their academic
language skills. As stated by Richards and Rodgers (2001), “Content-based instruction
refers to an approach to second language teaching in which teaching is organized around
the content or information that students will acquire, rather than around a linguistic or
other type of syllabus” (p. 204). Content corresponds to the subject matter that addresses
the needs and interests of learners (Brinton, 2003). According to Snow (2001), when CBI
is concerned, content does not only refer to the subject matter but also the use of the
subject matter for language teaching purposes. The forms of subject matter may involve
different themes and topics about daily life or they may be very specific, such as the
subjects in the curriculum of a specific class or major. Grabe and Stoller (1997) highlight
the complementation of content and language in CBI and state that language acts as a
medium for learning content and content as a source for learning language in this
approach.

Several characteristics make CBI a distinctive approach to language teaching
(Richards and Rodgers, 2001; Stoller, 2002, 2004). In CBI, it is stressed that language
learning is beyond the formation of sentences, and it is the knowledge to be conveyed that
reveals the nature of language to be acquired. It is also pointed out that a second language
is learned more successfully when it is used as a means of receiving information, rather
than as an end in itself. CBI also has the potential to contribute to language improvement
in the way that it emphasizes the use of integrated skills as in the real world. In CBlI,
language use is intended to be meaningful and purposeful since language is learned or
taught for a particular purpose owing to the expectations or needs of learners as the content
is selected in concordance with students’ lives, interests, and/or academic goals. CBI also
underlines authenticity since the texts and tasks utilized in CBI are often the products of
the real world. Thus, CBI links the outer world with the classroom and introduces learners
to the subtleties of the target language and culture and helps them not only develop
linguistic abilities but also expand their world knowledge.

Snow (2001) argues that CBI is generally oriented to English for Academic
Purposes (EAP) and the fundamental instructional objective is to prepare students for the
academic content and tasks they will face at school or university. Particularly theme-based
model of CBI, in which the syllabus is arranged around themes or topics, is stated to be
applied in academic contexts, and with this model, it is maintained that a useful amount of
input is provided and language is practised with academic skills integration (Brinton, 2003;
Stryker & Leaver, 1997).

It is also a fact that the context of the study is an English-medium instruction (EMI)
university. EMI can be defined as “the use of the English language to teach academic
subjects other than English itself in countries or jurisdictions where the first language of
the majority of the population is not English” (Macaro, 2018, p. 19). There may not be a
language focus in the definitions of EMI, but at the level of expectations, particularly on
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the side of students, there may be demands to learn both content and English at the same
time (Galloway & Ruegg, 2020). At EMI universities, English preparatory programs could
serve a highly significant purpose in this sense as they are expected to well-equip learners
with such a form of focus on both language and content.

Studies on the Integration of CBI into Preparatory Programs

There are few studies on CBI integration in the tertiary-level preparatory programs
and they focus on the needs analysis for CBI or the stakeholders’ views about the program.
Canbay (2009) explored the Academic English requirements of English-medium
departments at a Turkish state university based on the opinions of content area teachers
and department heads. The results showed that “reading” was the most required skill
among different disciplines and the ranking of other skills changed from department to
department. Arslan and Saka (2010) also researched the language needs of a preparatory
program where the theme-based model of CBI was applied in order to teach academic
English language skills. The majority of students stated that they needed to learn English
for academic reasons to follow future courses taught in English. The views of the students
who studied science-related thematic units were also explored in the same study and they
were found to be satisfied with their curriculum governed by CBI.

Er (2011) investigated foreign language instructors’ perceptions of CBI applied in
the preparatory school of a Turkish state university. The findings of the study showed that
most of the language instructors regarded CBI as a feasible way of preparing students for
their further academic studies. It was believed that the application of CBI in the
preparatory program would make the program meaningful and purposeful, bridge the
educational gap between the preparatory school and degree programs, develop students’
critical thinking skills, and increase their learning motivation. The challenges included the
difficulty of getting prepared for a content-based language class and the inaccessibility of
appropriate published materials.

Filiz (2019) focused on the perceptions of students and instructors on elective
theme-based courses embedded in an English preparatory program at a state university in
Tiirkiye. According to the results, students said they have positive perceptions towards
these courses as long as they are allowed to choose the content in which they are
interested. They also stated that it is significant to have interesting content in their courses
and that instructors’ interest in the content of the course also influences the motivation of
students to learn. Herein, it is necessary to note that CBI can be applied in the form of
translation training and practices as performed in this study and the following section
highlights the importance of incorporating translation into academic English programs.

Integrating Translation into Academic English Programs

Translation is an activity commonly performed in the real world to connect people
and cultures all over the globe. Translation can also be used as a beneficial pedagogical
implementation in L2 learning. Translation for pedagogical purposes or “pedagogical
translation” assumes an instrumental role as a means to upgrade the language learner’s
foreign language proficiency (Klaudy, 2003). In this context, translation is an act of
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awareness-raising as well as language-practicing. Translation helps learners broaden their
vocabulary and grammar repertoire as well as increase their general knowledge. It makes
them cognizant of sociocultural aspects and multiple meanings of words and phrases,
raises awareness of the coherence and contextualization of texts, aids in testing whether a
text has been completely comprehended and reinforces reading, listening, writing, and
speaking as well as analytical and critical thinking skills (Auberbach, 1993; Calis &
Dikilitas, 2012).

Translation can be an efficient tool for L2 learners to comparatively and profoundly
analyze the source and the target languages and find out the in-depth meanings conveyed
through texts and people and individually and collectively reflect on them (Cook, 2010;
Pym, 2018; Widdowson, 2016). The translation is a communicative activity that
necessitates speculation, discussion, expression, and negotiation of meaning and with the
act of translation, the teacher can help learners analyse the links and usages in their L1 and
deal with the hardships they have in L2 learning and communication via comparative
analyses, and raise awareness of the themes and topics in the texts presented (Malmkjaer,
1998). Schiffner (1998) points out that translation could be a useful means in foreign
language learning to develop verbal agility, i.e., being able to choose the correct words and
phrases appropriate for the context via relatively quick and right decisions, consolidate
students’ vocabulary, strengthen the use of L2 structures, monitor and improve the
comprehension of L2, and raise awareness of how languages work. As revealed by Canga-
Alonso and Rubio-Goitia (2016), translation aids second language acquisition because it
utilizes authentic materials, is interactive and learner-centered, and with its autonomy-
based features, makes learners active participants responsible for their own learning.

Integration of CBI in the form of pedagogical translation addressing the needs of
Translation and Interpreting major students in the English preparatory programs of
universities is not an implemented act to the best of the researcher’s knowledge and this
study serves the first of its kind as an in-depth analysis of a translation-oriented CBI
implementation in the English preparatory program of Translation and Interpreting
students studying at an English-medium state university in Tiirkiye. In this descriptive case
study, the reflection papers of the students about this CBIl-based process in their
preparatory class and their related products, i.e., translations, were analyzed to explore the
perceived effectiveness of integrating CBI into the preparatory class program. The study
addresses the following questions:

1. What are the benefits of integrating CBI into the preparatory program
according to the students?

2. a) What are the challenges of integrating CBI into the preparatory program
according to the students?

b) What solutions do the students suggest to cope with the challenges?

3. What do the translation products of the students reveal about the overall
effectiveness of the CBI program?
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Methodology
Research Design

This is a descriptive case study conducted about a CBI-integrated learning process in an
English preparatory class at an English-medium state university. A descriptive case study
seeks to describe a case or an issue together with its contextualization through in-depth
analysis (Yin, 2003). Stake (2005) indicates the case is a system with boundaries, and with
certain features inside those boundaries, and the work of the researcher is to identify the
coherence and sequence of the constructs of the case as patterns. In this descriptive case
study, the case is the integration of CBI into an English preparatory program at an EMI
university. Through intense thematic analyses and thick descriptions, the study aims to
provide an in-depth and multifaceted understanding of this case based on the students’
views regarding the benefits and challenges of CBI integration as well as their CBI-related
implementations.

Setting

The setting is an English preparatory class at an English-medium state university in
Adana, Tirkiye. In this prep class, the major of all the students is Translation and
Interpreting. It was told by the administrators that in the setting, a class specific to
Translation and Interpreting students was designated because Translation and Interpreting
was the only English major program of the university, and since the university attached
importance to high-quality English education and since they are English major students,
they were deemed to need a more intense form of education intended to address high
proficiency learners. The curriculum of the class aims to improve the students’ linguistic
and academic skills in English before they start their majors. The students who cannot pass
the English proficiency exam of the university are obliged to have an English language
education in the pertinent English preparatory class. The English level of the class is
accepted to be intermediate (B1) by the institution at the beginning of the academic year
and the target level is upper-intermediate (C1). There are four courses in the program:
Main Course, Grammar, Reading and Writing, and Listening and Speaking. CBI-
integrated language learning was applied in the Main Course. In the Main Course, in
addition to coursebook studies, the class was exposed to a CBIl-based learning model
specifically designed by the researcher in accordance with the students’ needs as
elaborated below.

Design of the CBI-Based Process

Since the major of all the students in the target setting was Translation and
Interpreting, it was decided that it would be feasible to apply CBI in the form of translation
training and practices. With this objective, translation was integrated into a project-based
learning framework already applied in the context and the content of each translation was
determined by the projects the students were expected to do in the setting. The project
framework in this setting is also elaborated in Kemaloglu-Er (2022a, 2022b) and was
overall perceived to be an effective pedagogical means in foreign language learning.
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Within their project process, the students were expected to follow the following steps:
Research, translation, creativity, and interaction. That is, first, they were asked to do
research on the given project topic and then make translations on it together with reflection
practices as will be elaborated below. After this step, they were asked to interact with their
peers and people around them regarding the project topic and as a result of the research
and in-depth analyses on the topic via reading and translations as well as personal
interactions, they were asked to produce a creative project outcome of their own (like an
informative poster) and display their project outcome and talk about their project process
to the class via an oral presentation.

The translation-related CBI process took place in a tripartite flow. First, the
students were given training about the concept of translation and the ways to make
effective translations with main translation strategies including word-for-word and sense-
for-sense translation with examples. Then they were asked to choose two 300-word
informative texts (preferably from the research data of their projects). One translation was
expected to be made from English into Turkish and the other from Turkish into English. It
was demanded that the pieces summarize the subject well and be written professionally.
After the texts were approved by their teacher, they made translations of the texts asking
their teacher for guidance when needed. Third, they wrote a reflection paper about their
translation process focusing on i) their opinions about the integration of major-related
content into their preparatory program (benefits, challenges, suggestions to cope with the
challenges and overall effectiveness of such integration) as well as ii) their strengths and
challenges in the translations they performed and iii) the ways they found to cope with the
challenges they mentioned. After this, they submitted their translations and reflection
papers to their teacher and received both written and oral feedback about them. Each cycle
of the translation-related CBI process took place in different projects so the students were
all exposed to different texts related to different topics including psychology, sociology,
philosophy, education, arts, media, tourism, history, and architecture, and did reading,
speaking, and writing activities regarding their projects as well as translation. Thus,
translation was practiced as an integrated skills activity within a theme-based model. The
whole process was supervised by the Main Course teacher of the class, who is also the
researcher of the current study. She received her BA in Translation and Interpreting, and
MA and Ph.D. in English Language Teaching had twenty-one years of English teaching
experience and was working as an instructor of English and taught preparatory classes and
translation-related departmental courses within the research setting at the time of the study.

Participants

The sampling method used in this study is purposive sampling. Purposive sampling
is employed when a researcher chooses particular people within the population or the
entire population to use for a particular study that would yield the richest information as
would be possible in a case study (Merriam, 2009). It is based “on the assumption that the
investigator wants to discover, understand, and gain insight and therefore must select a
sample from which the most can be learned” (Merriam, 2009, p. 77). To this end, the
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entire population who experienced the pertinent CBI-based program as preparatory class
students participated in the study.

The participants were 30 preparatory class students. The major of all the students
was Translation and Interpreting. The students were between 18-22 years old. 21 of them
were female and 9 of them were male. The students’ level of English proficiency was
determined to be intermediate (B1) at the beginning of the academic year. As the whole
data were collected towards the end of the academic year, the students’ assumed level of
English proficiency at the time of the study could be stated to be upper-intermediate (C1).

Data Collection

The data were collected by the translations that the students made and reflection
papers the students wrote about their translation process. The reflection papers were used
as data for CBI-related reflections and translations were utilized as data for CBI-related
practices. There were two sets of translation and reflection papers collected and each task
was done in pairs or groups of three. In the end, 52 products were collected in total, 26
translations, and 26 reflection papers.

Data Analysis

The data were analysed through qualitative content analysis. In qualitative content
analysis, data are presented in words and themes, which makes it possible to draw some
interpretation of the results (Bengtsson, 2016). In this respect, the research has revealed
both a manifest analysis and a latent analysis. In the manifest analysis, the researcher
described what the informants said, stayed very close to the texts, used the words
themselves, and described the visible in the text. In the latent analysis, the exploration was
extended to an interpretive level in which the researcher sought to find the underlying
meanings of the text (Berg, 2001). The content was also analyzed through thematic
analyses (Patton, 2002). That is, all the components related to the investigated goals,
namely benefits, challenges, and solutions, were iteratively analyzed, and through in-depth
reading and detailed coding, the findings were meticulously classified under relevant
themes and subthemes. Both qualitative content and thematic analysis were combined to
pave the way for in-depth analyses and rich documentation and ensure the validity and
trustworthiness of the study.

Ethical Procedures

Before the study was carried out, the authorization of the Committee of Scientific
Research Ethics in the institution was sought and granted. The participants were informed
about the study and their roles and rights. The consent of the participants was received via
consent forms, followed by the administration of data collection tools.
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Results
CBI-Based Learning Process: Reflections

Benefits

The reflection papers that the students wrote about their CBI process revealed their
overall satisfaction with doing real-life activities related to their majors. A majority of
students said they dealt with the concept and act of translation for the first time and
thought that through translation training and actual translation and reflection practices,
they felt they got prepared for education in their majors and this was said to give them a
sense of importance, a sense of professionalism and a sense of belonging to their
departments and their university. Below are sample excerpts for these findings and in all
the excerpts in this section, pseudonyms are used to refer to the participants.

Ali: Through translation practices, | felt like | was in my major doing very important things.

Kaan: Translation gave me a feeling of professionalism. 1 would never think of activities
related to my major in the preparatory program. But now | am like a translation major student
receiving feedback from his professor.

Arzu: | feel | belong to my department as | translate more and more.

Some students pointed out that through translation training, actual translation
practices, and translation analyses with their teacher, they broke out the routine of English
learning via coursebooks, and their education got more meaningful. Some added that they
felt they were receiving a high level of English education at the tertiary level and
experienced a sense of quality in their context.

Hazal: We were always doing coursebook studies, | felt like I was in high school, but now we
are intensely dealing with translations and it is something cool, something that raises the level.

Deniz: Doing translation studies gave me a feeling of quality. | think it is worth having this
preparatory education.

A majority of students also mentioned linguistic benefits. Firstly, there was a
considerable improvement stated to be recorded in grammar and vocabulary knowledge.
The students said doing mechanical exercises to improve one’s vocabulary and grammar
would not be effective in language improvement; the important thing is using the
language. And since, in translation, both languages are used comparatively there is a lot of
investigation about what to use and how this was said to give them an in-depth
understanding of several structures and their use and meanings. As for vocabulary, the
participants thought via translation, they had a broader understanding of the meanings of
words and phrases since while trying to find the exact equivalence, they had to check
many sources and items. Also, as the attempt to give a similar effect to the target audience
through words, phrases, and structures required a great deal of meaning analysis, this
deepened their knowledge about not only the main meanings but also connotations.

Merve: There is a great deal of investigation and thinking in translation. It requires being
knowledgeable about many things, and many meanings. | checked so many sources for just
one meaning, it improves your English, and your vocabulary.

Ceren: | feel like I am investigating and finding out the language used in the real world,
especially in Turkish-English translations.
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There was also a great change in the understanding of the concept of translation
among students. They said until then they thought of translation as a straightforward
process of replacing words and phrases with exact matches given in dictionaries. However,
through translation practices, they understood how complex the process was with multiple
equivalence-oriented implementations, particularly those regarding words and phrases with
profound and subtle meanings and culture-specific expressions. They also became
knowledgeable about several techniques specifically paraphrasing and/or explanations
through footnotes while making translations and understood the importance of the
elaboration of meaning for the comprehension of the target audience.

Ekin: Culture, culture and culture. Translation is a whole culture. It opens up new paths and
you must know several techniques to connect the cultures.

Translation was also said to increase content knowledge. The participants said
translation enables you to understand the issue/s being conveyed more profoundly and this
increases the general knowledge of the person dealing with the source text and the target
text. They added that at vague points, the translator is expected to do more research and
this even adds more to his/her general knowledge since more sources would be
investigated.

Anil: | have felt that a translator should be a well-equipped person. There are millions of
subjects and texts and you are expected to reveal them as they are in another language.

Adding major-related content into the preparatory program was also said to
increase learning motivation. The students stated that doing General English practices with
coursebooks and worksheets is often likely to decrease their motivation to learn and
improve English. Instead of this, performing major-related work and activities made their
learning meaningful and purposeful and gave them a goal to fulfill and a willingness to
upgrade their English.

Zeynep: When | make translations, | feel highly motivated. It gives me a sense of satisfaction
like I am working in a company or a translation office and | am doing translations for them.

Yeliz: The prep year should be a place to improve your English with challenging occupations.
It shouldn’t be just ‘speak and pass’. Translation makes you feel this competence.

There were also non-linguistic gains of the students reported as a result of CBI-
based instruction. According to the students, CBI-based instruction with translations
required a lot of effort. They said they became more patient and more disciplined with
CBl-related work. They also stated that they had to manage their time and stress
effectively since there were multiple drafts and deadlines.

Ufuk: Translations gave me a purpose and made me more disciplined.

Sibel: You should learn to be patient in translation. It is like weaving a carpet step by step. It is
like a lace.

Challenges and Suggested Solutions

Regarding challenges, the first challenge the students mentioned was a lack of
experience in translation. As they said, the only translation practices they conducted
belonged to the multiple-choice question practices they did in high school for the
university entrance exam where they were expected to find the exact translation
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equivalences for the given statements from among the presented alternatives. These
translations were mechanically oriented at verbatim translations of every item in the
statements and had no space for personal or cultural interpretations. But now in this study,
the students were asked to make translations with not only a focus on accuracy but also a
focus on meaning providing space for individual interpretations and fluent and natural
ways of expression in the target language. This was something they found not only novel
and exciting but also challenging since they had no similar experience so were not always
sure whether the alternatives, they suggested were appropriate. However, through their
intense investigations about the equivalences and their teacher’s help, and via the
comments of their peers and the people around them whose professions and/or interests are
related to the given topic, they said they managed to make decisions that sounded right and
acceptable.
Inci: This was my first professional translation experience. | had almost no idea about what

translation really meant before. And it is a fact that translation is a complex job. You don’t
only find the equivalences, you put your signature on them.

Serkan: When | started the first text, | thought the process was so hard, but little by little, | got
more comfortable with my teacher’s motivation and help.

Yesim: We did the translation with my partner and we really encouraged and supported each
other. When | found an equivalence, | read it to my partner and when my partner found an
equivalence, she read it to me. We progressed like this. This was purely a collaborative work.

In specific terms, the students mentioned challenges inherent to the process of
translation including searching for correct equivalences, dealing with culture-specific
expressions, conveying the sense of the text through personal interpretations, and
supplying the naturality in tone, and concluded that translation is a challenging task with
various sub-tasks.

Mehmet: | thought the translation was simply exchanging the words with the others, but | saw
that it is not easy. There are a lot of searches, lots of meanings, and the reader factor. You are
like a bridge opening cultures to each other. You are not a robot. You tactfully play with
words. You are visible in this bridge.

Another challenge was a lack of proficiency in the use of English, particularly in
some advanced structures. The students who mentioned this aspect said that they dealt
with this hardship with their teacher’s support and also with the aid of grammatical
explanations they found in written and/or digital sources. Also, the students had difficulty
choosing the right word from among the ones suggested by the dictionaries. They pointed
out that they tried to solve this issue via further research about the searched item using the
internet and consulting their teacher and people around them. Some students also found it
hard to suggest equivalences for words and phrases that do not have exact equivalences in
the target language and they said they used paraphrasing, footnotes, or personal creativity
as solutions.

Beril: Translation is a complex process. It consists of not only sentences, and structures but
also words and meanings. It is a search for the exact equivalence that sounds right. You have
got responsibilities for the reader to make him understand.

As a result, this CBI integration was reported to be an effective experience with
linguistic and non-linguistic learning gains. The students said that they not only got ready
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for their majors but also experienced several feelings including a sense of belonging to
their majors and universities, a sense of professionalism, and sense of quality with in-depth
analyses and showed signs of expertise which they reported to improve step-by-step. They
also added that although there were challenges, these were natural and specific to the
learning process and they were manageable with investigations through technology as well
as the support of their teacher and peers, and the relevant people around them. Thus,
overall, the students were found to be satisfied with CBI integration and thought it was an
effective implementation. Table 1 shows a summary of the findings of the students’ views
about the benefits and challenges of the CBI-based learning process and the ways they

suggested to address the challenges.

Table 1. Findings Regarding the Benefits and Challenges of CBI-Based Learning and The

Suggested Ways to Address the Challenges

Benefits

Preparation for one’s major

- Sense of importance

- Sense of professionalism

- Sense of belonging to one’s department and

university

Breaking out the routine of English learning via
coursebooks

- Feeling like a tertiary-level student

- Sense of quality

- Increase in learning motivation
Linguistic improvement

- Improvement in grammar

- Improvement in vocabulary
Improvement in translation

- Understanding the concept of translation

- Improvement in translation techniques and

strategies

Non-linguistic improvement

- Improvement in content knowledge

- Disciplined studying

- Time management

- Stress management

Challenges

Translation-related challenges
- Lack of experience in translation
- Challenges inherent to the process of
translation
- Finding the correct equivalences
- Dealing with culture-specific
expressions
- Conveying the sense of the text
through personal interpretations
- Supplying the naturality in tone
Lack of proficiency in the use of English
- Advanced grammatical structures
- Advanced use of vocabulary

Suggested ways to address the challenges

- Investigations through the support of written

and digital sources

- Peer support

- Teacher support

- Support of people whose professions and/or
interests are related to the given topic
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CBI-Based Learning Process: Practices

The CBI-based learning practices were implemented in the form of translations in
this study. In addition to the reflections presented above, it was found that there was an
improved use of English as well as translation techniques, thus, the translations of the
students also revealed the overall effectiveness of CBI integration into the preparatory
program. In this respect, the translations reflected the following characteristics:

i) The first translations reflected more loyalty to the text and choices of more word-
for-word techniques in finding the equivalences. On the other hand, the second translations
were more reflective of sense-for-sense translation strategies and personal touches of
translators on the texts. Below is an example of such a case.

Scientific understanding of the causes of global warming has been increasing (Source Sentence).
Kiiresel 1sinmanin nedenlerinin bilimsel olarak kavranist artmaktadir (Target sentence — First draft).

Kiiresel 1sinmanin nedenleri artik bilimsel olarak daha iyi anlagilmaktadir (Target sentence - Second
draft).

i) There was also progress in the use of accurate lexical and grammatical
equivalences not only from one draft to another but also from the first translation to the
second one. Thus, the translators can be said to improve both grammar and vocabulary as
seen in the example below.

1960’11 y1llarda iilkelerin uzaya gitme yarisi modayi etkilemistir (Source sentence).

The competition for going to space of countries affected fashion in the 1960s (Target sentence — First
draft).

The competition among countries to go into space affected fashion in the 1960s (Target sentence —

Second draft).
iii) There were often more sentences used in the second drafts of translated texts and the
second cycle of the translation and feedback process. This was because the translation was
made by dividing complex sentences with the likely intention of making texts more
understandable. This can be interpreted as an improved understanding of translation
techniques, particularly reader-friendly ones. One example is displayed below where the
student is seen to translate one source sentence as two target sentences in the second draft
most probably for clarity and understandability.

Ilk kez Dr. Eugen Bleuler tarafindan ortaya ¢ikarilmis olan, sizofreni, bipolar bozukluk, obsesif-

kompulsif bozukluk gibi hastaliklarin belirtileri arasinda yer alan ve son zamanlarda ayri bir
duygudurum bozuklugu olarak kabul edilen “ambivalans”tan bahsedecegim (Source text).

I’'m going to talk about “ambivalence”, which was discovered by Dr. Eugen Bleuler, is included
among the symptoms of some the disorders such as schizophrenia, bipolar disorder, and obsessive-
compulsive disorder, and has recently been accepted as a different type of mood disorder
(Target text — First draft).

I’'m going to talk about “ambivalence”. Ambivalence, which was discovered by Dr. Eugen Bleuer, is

included among the symptoms of some of the disorders such as schizophrenia, bipolar disorder, and

obsessive-compulsive disorder, and it has recently been accepted as a different type of mood disorder
(Target text — Second draft).

iv) There were more paraphrasing and footnotes used both in the second drafts of

translated texts and the second cycle of translation and feedback process. This made the

texts longer in structural terms and seemingly clearer and more understandable in semantic
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ways. This also shows the possible improvement of students in the use of translation
strategies. As shown in the following example, the student made efforts to make meaning
clearer and more understandable in the second draft of their translation by deleting
hyphens and adding an explanatory sentence as a footnote in Turkish (which has been
translated into English for the reader).

A retirement home — sometimes called an old people’s home or old age home — is a multi-residence
housing facility intended for the elderly (Source sentence).

Huzurevi — bazen yash bakim merkezi ya da yash bakim ve rehabilitasyon merkezi olarak da
adlandirilir — ileri yastaki insanlara yonelik bir ¢oklu konut olanagidir. (Target text — First draft)

Bazen yash bakim merkezi ya da yash bakim ve rehabilitasyon merkezi olarak da adlandirilan
huzurevi ileri yasta insanlara yonelik bir coklu konut olanagidir (Dipnot: Ingilizce metinde emeklilik
ve ileri yasa vurgu yapan “retirement home”, “old people’s home” ve “old age home” ifadeleri
kullanilmis olup Tiirk¢e metinde Tiirkiye’de bu olgu i¢in kullanilmakta olan “huzur” ve bakim”
vurgulu ifadelere yer verilmistir. / Footnote: In the English text, expressions, which emphasize
“retirement” and “old age”, namely “retirement home”, “old people’s home” and “old age home” are
used whereas the Turkish text includes the phrases used for this phenomenon in Tiirkiye which
highlight “peace” and “care”.) (Target text — Second draft).

So far, the students’ opinions about the benefits and challenges of the integration of CBI
into the preparatory program and their related suggestions have been presented. The
findings have shown that the students have had linguistic and non-linguistic gains thanks
to CBI and at the same time they found the process challenging since they did not have any
translation experience and they lacked of adequate amount of knowledge regarding
vocabulary and grammatical structures. They suggested teacher and peer support and
effective use of written and technological sources and expert opinions for the challenges
mentioned. This was followed by the results regarding the translation analyses of the
students, which revealed that the CBl-integrated program was overall effective in
developing the linguistic knowledge and translation skills of the students.

Discussion

In tertiary-level EFL preparatory classes, as the name ‘preparatory’ suggests,
preparing students for their majors via content-based instruction may act as an efficient
means to make instruction meaningful and purposeful in the way to serve students’
academic needs and professional interests. For this intense purpose, it is necessary to
integrate major-related elements into the preparatory English curriculum, particularly at
English-medium universities. This study has shown that designing such instructional
processes equipped with major-related themes and practices could contribute to students’
academic and professional progress in both linguistic and non-linguistic aspects and make
them feel like real university students.

As stated by the students in this study and as shown in several studies, in English
preparatory classes, the instruction is governed by grammar instruction and General
English-oriented coursebook-based practices (e.g. Akpur, 2017; Balc1 et al., 2018;
Kemaloglu-Er, 2021; Saglam & Akdemir, 2018). However, it is a fact that tertiary-level
English-intensive classes belong to a context characterized by academic learning and
improvement, therefore it would be feasible to target academic and professional themes
and actions while designing the content of the courses rather than applying textbooks
published for the global arena with daily life topics. This can only be possible by CBI-
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based instruction, particularly academic instruction given according to the majors of
students and re-designs of the relevant curricula in this regard.

An important thing to note here regarding the issue is the lack of academic
knowledge and experience in the high school background of students. The participants in
this study also referred to this point and stated that their English classes were limited and
they focused on preparation for the university exam in their English classes for instance
they did not do any translation practice other than that required for the preparation for
translation questions in the university entrance exam. The study complies with Altinmakas
and Bayyurt (2019), Hatipoglu (2016), and Yildirim (2010) with the finding of failure in
the Turkish secondary school education system to prepare students for academic education
at the tertiary level specifically owing to preparations for the multiple-choice university
entrance examination. Altinmakas and Bayyurt (2019) suggest academic English-oriented
changes in the tertiary education system to fulfill such needs. This study by focusing on
the students’ academic and professional needs in concordance with their majors may set as
an example for such types of recommended practices.

Moreover, CBI-based instruction has been given in the form of translation training
practices since the target student group consists of Translation and Interpreting major
students in their English preparatory year. Thus, this content has been deemed to
contribute to the students’ future success in their majors and the study has also displayed
the overall effectiveness as shown by the reflections of the students displaying satisfaction
with receiving major-related education and their practices showing progress. Also, as
confirmed by students’ responses, the choice of translation as content in English lessons
has been reported to have further advantages like an increase in content knowledge,
profound comprehension of the topic, and improvement in analytical and critical thinking.
This means that the students made use of translation not only as the fundamental means to
be used in their majors and their possible future professions but also as an aid for academic
and in-depth learning of the content.

The findings of this study are in line with the studies where the participants favored
the use of CBI in the preparatory classes and deemed that it is a beneficial way to integrate
major-related academic-based content into the relevant English curricula with the use of
different themes and integrated skills (Arslan & Saka, 2010; Canbay, 2009; Er, 2011, Filiz,
2019). On the other hand, the present study reveals a novelty in relevant literature by
presenting the incorporation of a non-tested skill and field of expertise: translation.
Integration of CBI in the form of translation training and practices is an originality of this
study and translation as an aid for in-depth analysis and learning of the content may serve
as an example for relevant CBI practices worldwide.

The context being an EMI university is also significant in this study in the sense
that English preparatory programs assume a vital role in such contexts since they are liable
for well-preparing students for their majors and equipping them with the knowledge and
skills in English required within their academic, professional, and personal paths. Thus, the
fact that CBI integration has been integrated into the preparatory program at an EMI
university and proved to be effective is highly important in this regard and implies the
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necessity of developing the preparatory programs of EMI universities with CBI-based
approaches emphasizing foreign language learning and improvement via content learning.

The implications of this study highlight the vitality of incorporating CBI into
English preparatory programs. Theory-wise, the study implies the need and importance of
developing educational models for CBI integration, particularly for English-intensive
programs. Practice-wise, such a form of integration would affect not only learners and
teachers but also all the stakeholders involved including curriculum, material, and test
designers as well as school administrators since synthesizing content related to students’
majors and language skills would mean novel English language program designs specific
to each context with substantial impacts on the whole curriculum. Through CBI, students
may become more prepared for their future academic studies and professional lives and
attain more successful outcomes in their further major-related practices. CBI-based
programs can therefore be implemented in preparatory programs since with this
application, it is likely to prepare students for their future studies in their departments, help
them develop language processing skills via meaningful means, and enable them to gain
knowledge, experience, and confidence in both language use and their professional fields.

Conclusion

This study has shown an example of CBI integration into a preparatory program
related to the field of Translation and Interpreting and the effectiveness of the
implementation has been confirmed with students’ relevant reflections and practices. It has
been concluded that CBI-based practices applied in English preparatory programs have the
potential to improve students’ foreign language knowledge and skills, increase their
content knowledge raise their motivation and confidence, and bridge the educational gap
between the preparatory school and degree programs.

This study has been conducted in one preparatory class with a small sample size
and this constitutes a limitation of the research. Future research may focus on applications
with larger samples. Moreover, depending on the students’ majors, there can be several
other forms of CBI integration into preparatory classes including those related to the
majors of engineering, medicine, social sciences and humanities, educational sciences, and
business and administrative sciences, in short to any majors relevant in the given tertiary
context, and their effectiveness should be investigated with relevant methods.
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Introduction

Writing is the process of producing a written discourse for communication. Based
on the communication scheme, writing is defined as the process in which an addresser
sends a written/visual message formed by using a common code (English, French, Turkish,
etc.) to an addressee through a contact (paper, screen, etc.) in a certain context. As one of
the main four skills in foreign language teaching, writing merits an important place,
particularly in terms of measurement and evaluation, along with other aspects.

There are two main approaches, namely direct and indirect, in the assessment of
writing. The direct approach, which considers all aspects of the relevant skill (Coombe,
False, and Hubley, 2007), evaluates the learner's ability to communicate in a written
language. In such assessment, learners are expected to produce content, organize their
ideas, use appropriate and accurate vocabulary, and apply grammatical and syntactic
knowledge within a certain period in the classroom through traditional measurement tools.
The fact that such assessment can be applied in any setting within a limited time makes it
easy to apply, however, it also has some negative aspects such as putting time pressure on
learners and not allowing for full implementation of the stages of the writing process as
preparation, planning, drafting, a nd reviewing. In indirect assessment, on the other hand,
the focus is on the grammatical accuracy of a language rather than its communication
function (Coombe, Fals,e and Hubley, 2007). Accordingly, it is possible to evaluate the
correct use of components such as punctuation, spelling, and grammar at the sentence level
by using measurement tools such as multiple-choice tests. In recent years, process-oriented
assessment, where the measurement and evaluation of writing are spread throughout the
process, has been used in the evaluation of the process, and the development of learners
during this process is monitored. Although this type of assessment bears more reliable
results, it is time-consuming and extends over a long period (Brown, 1989).

O'Malley and Pierce (1996) argue that the measurement and evaluation process for
writing requires giving students writing tasks on various topics and evaluating their
product using its message, clarity, and mechanical aspects such as spelling and
punctuation. In other words, rather than a one-dimensional approach, writing assessment
requires a multidimensional approach that takes into account the complex structure of the
writing process. However, one of the most important problems of teaching writing in both
first language and foreign language in Tiirkiye is the inability to conduct a practical and
consistent measurement and evaluation (Karatay, 2011). Since writing involves not only
vocabulary, grammar, spelling, and punctuation of language but also more complex
processes, the approaches to be used in its measurement should also include more
comprehensive and complex processes of writing. In their study conducted with 97 English
teachers through survey and interview techniques in Tirkiye, Kalay, and Biyiikkarci
(2020) found that apart from using the traditional assessment tools, including multiple
choice questions, completion, true-false or question-answer, the teachers also utilized
process-oriented tools, as composition writing, project assignment, peer evaluation,
portfolio, and standard writing tests, all of which refer to more complex processes.
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The effective assessment of writing, be it traditional or process-oriented, depends
on the reliability, validity, and practicality of the measurement instrument (Weigle, 2007).
Reliability in the assessment of writing is generally lower than in the other language areas
and skills (Calp, 2013). Mousavi (2002) also emphasizes the importance of measurement
and evaluation instruments in the assessment of writing. Determining the writing task and
developing appropriate instructions are among the key factors affecting the validity of
measurement and evaluation. Hence, it is paramount to provide a task that will clearly
reveal the direction of the writing that is intended to be measured and to add an instruction
that clearly explains the expected behaviours of learners throughout the process.
Instructions have important functions not only for learners but also for raters. To enable a
consistent and reliable measurement of the written product and its evaluation, task
instructions need to be taken into consideration by raters to determine whether the learners
have written in line with these instructions and to evaluate their writing with an objective
perspective.

Considering various types of written products with differing requirements, it is
necessary to determine to what extent those requirements are met during the assessment
process. Thus, another important topic regarding the assessment of writing in the literature
involves the scoring method performed. There are three fundamental scoring methods:
analytical, holistic, and primary trait scoring (Cooper, 1984; Perkins, 1983; Stiggins and
Bridgeford, 1983; Weigle, 2007; Wiseman, 2012; Zorbaz, 2013). The scale used in
analytical scoring, namely the rubric, allows separate evaluations for each component of
writing. It provides detailed information on learners’ strengths and weaknesses; however
time-consuming and challenging for raters since it requires a detailed examination of the
written product and identification of deficiencies. In contrast, the holistic scale is more
time and energy-efficient it enables raters to make general judgments about the written
product. Primary trait scoring is task-specific and evaluates performance according to the
specific features of the discourse type. Therefore, the scales used in this type of assessment
include items related to the characteristics of discourse and text type. The advantage of
primary trait scoring is that it provides the testing of learners’ knowledge and skills related
to the characteristics of the genre, and it facilitates the detection of learners’ shortcomings
specific to the discourse type. Yet, it is less frequently used than the other two scales as
developing it is more demanding and requires more time and expertise.

The abundance of studies on scoring methods and the diversity of their results are
noteworthy. Wiseman (2012) found in his study, in which 60 compositions written by EFL
students were scored through analytical and holistic scales by five teachers who had
special training in scoring, that analytical scoring revealed more detailed and accurate
differences among learners. Sakyi (2000), on the other hand, argued that the raters who
scored holistically focused more on language structures and content. While Polat (2003)
and Turgut (1990) claim that analytical scoring is more reliable because it provides
conformity between raters, Oru¢c (1999) argues that inconsistencies between raters
decrease with the usage of holistic scoring. However, in their study with 10 raters, Han and
Huang (2017) asserted that there were no significant differences in terms of scores or
reliability between the two scoring methods, however, the raters preferred the holistic
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scoring scale regardless of the advantages and disadvantages of both types. However, there
are conflicting studies yielding opposite results. For example, in their study in the context
of EFL teaching in Yemen, Ghalib and Hattami (2015) concluded that the differences
between raters were greater in holistic scoring, and they claimed that analytical scoring
provides a more reliable and consistent measurement. Similarly, Asassfeh (2021) proposed
that the scores assigned by 48 teachers by using the holistic scales were higher compared
to the scores they assigned by using analytical scales, and that the scores of the raters
decreased in holistic scoring since they focused on the details.

Although the studies on scoring methods vary and reveal different results, it is
obvious that the use of scales brings objectivity to the assessment of writing. A study
conducted by Crusan, Plakans, and Gebril (2016) with 701 educators revealed that 80% of
the participants used a scale and that nearly half of the participants believed that using a
scale was effective in making sense of students’ points. A scoring scale is an important
tool not only for teachers but also for learners. While assigning a writing task as
homework or as a measurement tool to learners, it is of great importance to determine the
criteria that will be used in the evaluation of that task and to present them to learners on a
scale. Seviour (2015) emphasizes that scales should be open and accessible to students,
and they should be informed about what is expected of them, how the written product will
be evaluated, and, what qualities an acceptable written product should have. On the other
hand, Thomas (2020) argues that when developing or choosing a scale, there are some
important factors to be considered such as, what will be measured by this scale, for what
purpose this scale will be used, how long it will take to administer it, and whether training
will be necessary for the users, all of which will contribute to the reliability and validity of
that scale.

Behaviours of Raters

Another effective factor in the assessment of writing is raters. Smith (1993) stated
that the knowledge and the measurement technique of raters affect the reliability of their
measurement. This is not surprising because a written product is complex and the
professional experience, education, and views of the person scoring it play an important
role on their scoring. Therefore, raters should receive qualified training on measurement
and evaluation. Koksal (2004) claims that the teachers in Tiirkiye do not receive adequate
training on the assessment of writing and they have a tendency to assess their students by
using general assessment ways presented in the curriculum. Indeed, when examining the
curriculum of the institutions that train teachers in foreign language teaching, it was
observed that general training on measurement and evaluation is provided, but there is a
lack of training specifically focusing on the assessment of each skill while individual skills
are separately taught. Similarly, in the international literature, there are studies claiming
that teacher training is insufficient as far as measurement and evaluation are concerned
(Brown and Bailey, 2008; Mertler, 2009; Popham, 2009; Weigle, 2007). Therefore, it can
be suggested that the level of literacy in terms of assessment of writing is low among
teachers. Likewise, in their study with 350 teachers, Mede and Atay (2017) concluded that
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the teachers perceived themselves as inadequate in measuring and evaluating production
and reception skills within integrated skills.

However, for reliable measurement and evaluation to be carried out, the people
who carry out the process, namely the raters - teachers in the school environment - need to
be highly competent in the field of measurement and evaluation. Crusan (2010)
emphasizes that teachers should know the differences between formative and summative
assessment, have the ability to write instructions that will provide the necessary guidelines
for presenting data required for different purposes, know the priorities of the scales used,
and comprehend the importance of assessment. Equally, Weigle (2007) underlines that
teachers should have the skills in organizing, managing, and scoring writing activities in
order to assess writing. In conclusion, raters are expected to develop a measurement and
evaluation instrument and score the written product with the help of this instrument.

As stated by Baker (2016), the scoring behaviours of raters can be influenced by
factors such as personality, education, and their desire to appreciate learners’ effort and
ability to understand what they are trying to convey. However, raters should evaluate
written products with a valid, objective, fair, clear, systematic, criterion-based, and reliable
measurement method and process. While many studies underline the need for raters to use
a scale during the assessment of writing, Lumley (2002) points out that the way the raters
used the prescribed scale in his research was quite inconsistent. Similarly, many studies
using the ‘Rasch Model’ (Du & Wright, 1997; Du, Wright & Brown, 1996; Engelhard,
1994; Lunz, Wright & Linacre, 1990) proved that the raters’ scores differed even if they
had received the same training and used the same scale. The fact that there are differences
in raters’ priorities, expectations, and the dimensions they focus on the written product at
hand during the measurement and evaluation processes is among the factors underlying
this situation.

The errors of raters can affect the validity and reliability of measurement and
evaluation (Erman Aslanoglu and Sata, 2021). Raters assign lower/higher scores due to
various characteristics of learners such as gender, race, experience, expertise or because of
the handwriting, paper layout, and the argument of the written product indicates the rater
effect in writing assessment. While Gyagenda and Engelhard (2009) detected that the
raters did not exhibit different scoring behaviours based on the students’ gender, Engelhard
and Myford (2003) unearthed that the raters scored differently based on the students’
gender, race, and language, in which they were most successful. Johnson and Lim (2009)
established that there was a slight difference in the scores between the raters who were
native speakers and those who were non-native speakers. Erman Aslanoglu and Sata
(2021) deduced that the raters took into account the overall academic achievement levels
of students, but not their gender. They also found that the teachers working in state schools
exhibited different scoring behaviours from the ones working in private schools.

The assessment of the written product which is composed at the end of complex
processes is also a multifaceted and problematic process. The first of these problems is the
excessive workload caused by the process. The workload of teachers at school, the
excessive number of students in the classroom, and the long time and effort required for
the evaluation of written products make it difficult to conduct a comprehensive
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assessment. Secondly, it is quite difficult to use completely objective criteria in the
assessment of writing due to the absence of having a correct, precise and complete answer
for the expected written product. Thirdly, raters may focus not only on the dimensions
included in the scale but also on their own internal evaluation criteria, despite being
presented with a scale (Li & Huang, 2022). While written products should be evaluated in
an objective way, it is claimed that teachers score written products based on their own
expertise and impressions of the paper in question (Cetin, 2002). During the impression-
based evaluation process, noticeable mechanical errors are usually marked and the layout
of the text or paper is taken into consideration. In a case study conducted by interviewing
12 teachers in Kayseri, Gocer (2011) collected the teachers’ views on writing assessment.
This study reported that the teachers carried out a collective assessment, most of them used
different measurement tools in addition to writing compositions, and they experienced
difficulties concerning time and application during the assessment process. Besides, it was
found that they did not use a common scale, and they centered their attention around
formal qualities involving plan, tidiness, layout of the paper, spelling, and punctuation
during the assessment of writing.

To sum up, the factors affecting objectivity in writing assessment can be listed as
the measurement process that includes scoring, raters and scoring methods, the
characteristics of learners such as gender, age, race, ethnicity, social class, learning
environment, the elements related to writing task itself and its instructions, and also the
dimensions in the scale (Gyagenda and Engelhard, 2009). There are also numerous studies
(Calp, 2013; Cole, Haley & Muenz, 1997; Hamp-Lyons, 2002; White, 1994) showing that
the assessment of writing poses problems. Among these problems are the measurement
and evaluation methods (Beck, Llosa, Black and Anderson, 2018; Cooper, 1984; Han and
Huang, 2017; Seker, 2018; Tokur Uner and Asilioglu, 2022; Wilson et all., 2016), validity
and reliability of measurement instruments (Brown, Glasswell and Harland, 2004; O'Neill,
2011), and the consistency and reliability of the individuals who performed the
measurement and evaluation (Erman Aslanoglu and Sata, 2021; Gyagenda and Engelhard,
2009; Lumley, 2002; Smith, 1993; Wind and Engelhard, 2012; Zhang, 2016).

Most of the studies on writing assessments focus on the characteristics of the
measurement instruments, measurement methods, and the types of scales used during the
assessment process. Clearly, in these studies, the participants are provided with a scale to
apply and they are guided in the process of assessment. It is also evident that the textbooks
in Tirkiye contain scales. Additionally, it is assumed in the studies that teachers use scales
in light of the guidance in their ordinary writing assessment process. Although there are
many studies investigating teachers' assessment techniques and methods, the number of
studies describing teachers' scoring behaviours is limited. Furthermore, no research on
how teachers will evaluate without guidance has been found in the literature. Therefore,
this study aims to examine the scoring behaviours of foreign language teachers in writing
assessments. In line with this aim, answers to the following questions and sub-questions
are sought within the scope of the study:

1) What kind of scoring behaviours do foreign language teachers exhibit when
scoring a written product in the assessment of writing?
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a) Is there a statistically significant relation between the scores of the foreign
language teachers and their demographic characteristics?

b) What kind of marking behaviours do foreign language teachers exhibit when
scoring a written product in the assessment of writing?

¢) How do foreign language teachers approach students’ errors when scoring a
written product in the assessment of writing?

d) What dimensions of the written product do foreign language teachers focus on
when scoring a written product in the assessment of writing?

2) How do foreign language teachers describe their scoring process when scoring a
written product in the assessment of writing?

Methodology

This study aimed to identify the scoring behaviours of foreign language teachers by
examining and comparing the papers they scored. It is also aimed to identify their ways of
scoring by analyzing their descriptions of the scoring process. For this purpose, the
teachers were first asked to score a randomly selected composition which was written in
English and French by B1-graded students studying at the Department of Translation and
Interpreting, and then to describe their scoring process.

Participants

A total of 73 foreign language teachers voluntarily participated as raters in the
study. The age of the participants, most of whom were female, varied between 31-40 years
old. Most of the participants were teachers of English. In addition, most of them had
training in pedagogical formation and had over 15 years of experience. Furthermore, most
of them were working at the university level at state institutions. The detailed data
regarding the demographic characteristics of the participants are collectively presented in
Table 1.

Data Collection Instruments

The data of the study were obtained through a semi-structured interview technique.
The interview form consisted of three sections. The first section included the items about
demographic characteristics of the participants such as gender, age, graduated program,
professional experience, current working level, and institution. In the second section, the
participants were asked to score the given composition out of 100, and they were asked to
briefly describe their scoring process in the third section.

Table 1. Demographic Characteristics of the Participants

Variable Category Number Percentage (%)
Male 15 20,5
Gender Female 58 795
Age Between 20-30 11 15,1
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Between 31-40 30 41,1

Between 41-and 50 24 32,9

51 and over 8 11,0

. ELT 48 65,8
Graduation Other e 342
Pedagogical Yes 71 97,3
Formation No 2 2,7
1-5 years 6 8,2

6-10 years 15 20,5

Experience 11-15 years 14 19,2
16-20 years 17 23,3

21 years and over 21 28,8

Elementary 6 8,2

Secondary 7 9,6

Level High School 20 27,4
University 35 47,9

More than one 5 6,8

o State 62 84,9
Institution Privaie 11 51

Publication Ethics

Ethics committee approval for the interview form was obtained from the Kirikkale
University Social and Human Sciences Research Ethics Committee with the decision no.
09 dated 18/10/2022.

Data Analysis

Document analysis and descriptive analysis were used in data analysis. In the first
stage of the analysis, the focus was on the demographic characteristics of the raters, and
the data obtained from the first section of the interview form were interpreted through
document analysis. In the second stage, observations were made regarding the second
section of the data collection instrument, and the way the participants scored the
composition was identified through document analysis and descriptive analysis, and the
scoring behaviours of the teachers were determined. These behaviours were first coded and
placed into the appropriate category in the thematic framework based on the research
questions. In the third stage, the third section of the interview form was utilized. For this
purpose, the participants’ descriptions of their own evaluation processes were read and the
scoring behaviours they expressed were determined by the researchers. Likewise, these
stated behaviours of the raters were coded and placed into the abovementioned framework.
Shortly, three datasets including teachers' demographic characteristics, scoring behaviours
and, discourses on their own scoring behaviours were obtained in the study. Comparative
analysis of the second and third datasets are made based on the first dataset. Moreover,
examining the second and third datasets enables us to determine whether there is
consistency between teachers' discourses and actions as well as whether there is a
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relationship between teachers’ scoring behaviours and their age, gender, and experience.
The findings are presented in numbers and percentages in tables.

The main limitation of the study is that only composition writing was used as a
technique in the assessment of writing. Since composition writing requires not only
students’ grammatical knowledge but also their syntactic, semantic, pragmatic, and
textlinguistic knowledge, it was thought that all kinds of writing skills could be measured
in this way most efficiently. As the aim of the study was to examine the scoring behaviours
of the participants, one composition in English and one in French written by two students
were used instead of the ones produced by different students. Thus, the factor of individual
differences between students was eliminated from the study. Although different languages
are taught as foreign languages in Tiirkiye, the study is limited to the teachers of English
and French due to the principle of practicality as they are the most commonly taught
foreign languages.

Findings

Findings Related to the Rater’s Behaviours

When the scores of the participants were examined, it was seen that the lowest
score was 40 and the highest score was 100 out of 100 points. The most important finding
about the scores is that teachers appointed different scores for the same writing product.
The detailed findings about the scores are presented in Table 2.

Table 2. Findings About the Scores of the Participants

Scores Number Percentage

(%)
Between 81-100 41 56,2
Between 61-80 20 27,4
Between 40-60 7 9,6
At least 90 1 1,4
Total Score 1 1,4
No Score 2 2,7
Total 73 100

Two out of 73 teachers were not included in the analysis because they did not
specify any scores. Thus, the analysis was accomplished through the scores of 71 teachers.
As seen in Table 3, the data did not exhibit a normal distribution since the Skewness and
Kurtosis coefficients were not between -1<p>1, and the Kolmogorov test result was
p<0.05.

Table 3. The findings on the coefficient of Skewness, Kurtosis, and Kolmogorov Smirnov

Number of Mean of the Skewness Kurtosis Kolmogorov
the Scores Coefficient Coefficient Smirnov

Participants Coefficient
71 82,89 -1,336 1,767 .000
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Since the data did not exhibit a normal distribution, the Mann-Whitney test was
used to see if there was a difference between the scores given by the raters according to
their gender. At the end of the analysis, a significant difference was observed between the
scores in favor of female raters (see Table 4). It is understood that female raters gave
higher scores than male raters because their mean and mean rank were higher.

Table 4. The Findings on the Analysis of the Scores According to Gender

Category Number Mean Mean Rank Total Rank U P
Female 57 84,67 38,89 2216,50 234,500 .017
Male 14 75,64 24,25 339,50

As identified before, the participating teachers were working at state or private
institutions. The Mann-Whitney test was used to identify whether there was a difference
between the scores of the raters in terms of the institution they worked at, as the data did
not show a normal distribution. As seen in Table 5, there was a significant difference
between the scores given by the raters according to the variable of the institution they were
working. It is concluded that teachers working at state schools gave higher scores than
those working at private schools since their mean and mean rank were higher.

Table 5. The Findings on the Analysis of the Scores According to the Working Institutions

Category Number Mean Mean Rank Total Rank U P
State 61 85,23 38,87 2371,00 130,000 .004
Private 10 68,60 18,50 185,00

To find out whether the scores of the teachers varied according to their professional
experience, the data were analyzed using the Kruskall Walls test because of the five
categories in the theme of experience. As a result of the analysis, it became clear that there
were no significant differences between the scores given by the teachers and their years of
professional experience (see Table 6).

Table 6. The Findings on the Analysis of the Scores According to the Professional Experience

Category Number Mean Mean Rank sd Mean P
1-5 years 6 73,17 29,25
6-10 years 14 77,43 24,29
11-15 years 13 84,77 39,00 4 7,688 .104
16-20 years 17 87,00 42,91
21 years and over 21 84,81 38,29

To examine whether the scores of the teachers varied according to the level they
were working, the data were analyzed using the Kruskall Walls test since the working level
contains five different categories. As seen in Table 7, there was a significant difference
(p=0.036<0.05) between the scores of the teachers according to their working level. An
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examination of their averages revealed that the teachers working at multiple levels and
teachers working at university gave lower scores than the others.

Table 7. The Findings on the Analysis of the Scores According to the Working Level

Category Number Mean Mean Rank sd Mean P
Elementary 6 86,33 37,50
Secondary 6 85,83 37,42
High School 19 86,11 40,32 4 10,265 .036
University 35 83,97 37,14
More than one 5 55,40 8,10

When it came to the sub-questions b, ¢, and d of the study, another analysis was
conducted on the participants’ marking behaviours on the paper, their approach to the type
of error, their preferences for interaction with the student and the errors they focused on.
For this purpose, the answers to the following questions were sought: a) whether they did
marking or not, b) if yes, how many markings they did, c) whether they identified the types
of errors or not, d) whether they warned the students or not, ) whether they corrected the
errors or not, f) whether they used a coding system during marking, g) whether they
focused on linguistic mistakes (grammatical, spelling, punctuation, lexical, syntactic
errors) or not, h) whether they took the types of discourse into consideration during scoring
or not, i) whether they paid attention to the correctness of the content or not, j) whether
they used a scale or not. The detailed findings of this analysis are shown in Table 7. This
analysis mostly reveals that the raters usually corrected errors on the paper and they
usually focused on grammatical and expression errors.

Table 8. The Findings on the Behaviours of the Participants

Category of the Behaviours Number Percentage (%)
Only marked 30 41,1
Identified error types 8 11,1
Warned the students 11 15,1
Corrected errors 47 64,4
Adopted a coding system 2 2,7
Focused on grammatical errors 64 87,7
Focused on spelling errors 35 47,9
Focused on punctuation errors 26 35,6
Focused on lexical errors 31 42,5
Focused on expression errors 32 43,8
Paid attention to the features of discourse type 12 16,4
Took the correctness of the content into consideration 5 6,8
Used a scale 10 13,7

Findings Related to the Rater’s Discourse

When the participants’ description of their scoring process is analyzed in order to
find an answer to the second research question, two main dimensions emerge the usage of
a scale and the direction of their focus. As shown in detail in Table 9, the former
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dimension includes the findings about the number of raters who acknowledged using the
scale, as well as who developed a scale on the paper, the points they allocated to each error
or section in the scale, and the number of sections used in the scale. Prominently, most of
the raters drew their own scale on paper themselves and evaluated the paper accordingly.
However, there were significant differences in the implementation of the scale among the
users (See Table 9). The most prominent behavioural difference in this regard is the fact
that the numbers of the sections in the developed scale were not the same. Another striking
point is that the participants anticipated the same or different points for each section in the
scale they developed.

Table 9. The Findings on the Participants’ Discourse About the Usage of a Scale

Scale Preference Number Percentage (%)

Expressed that they used a scale 4 55
Drew a scale 26 35,6
2 1 14

o 3 3 4,1

STcr;ﬁenumber of sections in the 7 9 123
5 7 9,6

6 1 14

Allocated the same points to each section in the scale 16 219
Allocated different points to each section in the scale 10 13,7
Allocated no points in the scale 2 2,7
Stated how many points each error corresponded to 3 4,1

Analysis of the raters’ focus on their own descriptions reveals various preferences.
Accordingly, the raters indicated that they took various aspects such as unity, coherence,
cohesion, relevance to the subject, content, language usage, consistency,
comprehensibility, grammar, punctuation, spelling, vocabulary, number of words, time,
target audience, purpose, features of the genre, sections of text, organization,
evidence/examples, paper layout, handwriting, creativity, style, fluency, attention
grabbing, way of thinking, participation in the class, age, planning, and level of the
students into considerations during evaluation. Having analyzed the number and frequency
of these aspects, it was displayed that only one participant took the variables related to
target audience, participation in class, age, nationality, and creativity into consideration,
which corresponded to a ratio of 1,4 for each. While the target audience refers to the
addressee of the written pro and participation in class means the in-class performance of
the students, age indicates whether the producer of the written product is a child or an adult
and nationality indicates the producer’s familiarity with the language used in the
composing process. As can be seen in Table 10, the variables that the participants
considered relatively of high importance were grammar, vocabulary, meaning and the
organization of the text while they also attributed attention to paper layout, fluency, way of
thinking, relevance to the subject, unity, evidence/examples, features of the genre, sections
of text, level of the students, language usage, coherence, spelling, content and punctuation.
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Table 10. The Findings on the Analysis of the Raters’ Focus

Direction of the Focus Number Percentage (%)
Target audience 1 1,4
Participation in the classroom 1 1,4
Age 1 14
Nationality 1 1,4
Creativity 1 1,4
Style 2 2,7
Consistency 2 2,7
Time 2 2,7
Attention Grabbing 2 2,7
Planning 2 2,7
Handwriting 3 4,1
Cohesion 4 55
Number of the words 4 55
Purpose 4 55
Layout 8 11,0
Fluency 8 11,0
Way of thinking 8 11,0
Relevance to topic 9 12,3
Unity 10 13,7
Evidence/Examples 11 151
Features of text type 12 16,4
Sections of text 14 19,2
Level 14 19,2
Language usage 15 20,5
Cohesion 16 21,9
Spelling 16 21,9
Content 20 27,4
Punctuation 20 27,4
Organization 22 31,5
Meaning 24 32,9
Vocabulary 35 47,9
Grammar 68 93,2

To sum up, the data obtained revealed a number of findings related to the research
questions. The first set of findings concerns the actions that teachers performed on the
paper they scored. As a result, no common preferences were observed among the teachers
regarding marking approaches. While some preferred marking approaches such as
underlining or circling, some others preferred to mark by specifying the error type.

The second set of findings pertains to the scores given by the teachers.
Accordingly, the participants were assigned significantly different scores for the same
paper scores given to which same paper ranging from 40 to 100. The third set of findings,
which is related to the usage of a scale in the scoring process, revealed that they were used
as well as those who did not. The fourth set of findings is about whether there was a
difference among the scores according to raters’ gender, institution, experience and grade.
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The final set of findings involves the focus of the participants in the measurement
and evaluation process, which concluded that a significant number of the participants
focused on the grammatical aspect of the written product, respectively followed by
vocabulary, meaning, organisation, punctuation, and content of the output, all of which
could be listed under the heading of grammatical aspect of writing. Non-grammatical
aspects such as cohesion, language use, and arts of the text were considered by relatively
fewer participants.

Discussion

The findings that were significantly different in the scoring preferences of the
participants need to be addressed in several ways. First of all, differences in scoring can be
regarded as natural findings since the participants were expected to score without any
given standard scales. There are numerous studies (Bachman, 2004; Engelhard and
Myford, 2003; Hunter and Docherty, 2011; Liu, 2022; Seker, 2018) concluding that the
scoring of the raters was different when they were asked to screen with the help of the
same standard scale. However, the fact that differences among the scores were in a wide
range of 40 to 100 makes the scores appointed by the raters questionable in terms of
reliability. The low reliability of the raters' scores in this study is consistent with the results
of a study conducted by Gyagenda and Engelhard (2009), in which 20 raters who were
provided with training on scoring, scored 366 compositions using a scale and the reliability
coefficient was found to be low. The findings obtained from the same study and our
findings are noteworthy in that they proved that teachers had different preferences in
scoring irrespective of whether they had any training on scoring or not, and whether they
were asked to use a standard scale or not. The difference in scoring was evident in all
sections of the scale in that study, whereas in our study it was observed that the teachers
proposed the same or different points for each section of the scale only when they
developed their own scale. Allocating different points to each section of the scale may
stem from either the raters or the fact that the variable cannot be expressed as an absolute
value. While the raters’ behaviours such as giving little or much importance and showing
necessary attention to the section during the evaluation process may lead to differences
arising from the rater, the fact that the evaluated dimension does not have a single and
ideal answer due to its nature may also lead to differences depending on the evaluated
dimension. On the other hand, although some dimensions such as grammar can be
relatively expressed as more absolute value, the fact that they were scored differently
suggests that scoring differences cannot be eliminated in the evaluation process despite all
efforts. Seker (2018) endorsed similar findings regarding the behaviours of the
raters/teachers in the assessment of writing in the study conducted with three English
teachers working at a school in Tiirkiye. Writing was evaluated through a standard scale.
75 of the compositions, which were written by the students as a writing exam, were
selected by equally dividing them as low, medium and high level, and three teachers were
asked to score 25 of these compositions with the help of the same scale in three days.
Then, the teachers were asked to score the other 25 of compositions by discussing them
together and this process was recorded. Three weeks later, the teachers were again asked to
individually score the last remaining, 25, of the composition with the help of the same
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scale. The analysis of the first scoring verified that three teachers scored the same papers
differently even if they used the same standard scale. It was understood that the teachers
made different judgements on different aspects of the written product such as grammatical
accuracy, lexical accuracy, syntactic accuracy, organization, and mechanical dimensions.
The statistical analysis of the data unearthed that the points that those three teachers
assigned to the items in the scale were not compatible with each other. When the
recordings of the scoring were analyzed, it was seen that the teachers had hesitations about
their decisions on scoring on the first day, and that they relaxed, exchanged their ideas and
showed their expertise in different dimensions on the second day. For instance, while the
argument of one teacher on grammatical accuracy was taken as a basis, the argument of
another teacher on organization was taken as a basis during the discussion period. In
addition, it was also found that while the scoring process lasted longer on the first day, it
was getting shorter day by day. It became obvious that the teachers considered the scoring
fairer at the end of this process and they shared the responsibility as they did not issue a
score on their own. When the data of the scoring were analyzed three weeks later, it was
found that the teachers scored the dimension of grammatical accuracy, lexical accuracy,
organization and mechanical aspects similarly. Hence, this study suggests that the teachers
scored the same written product in different ways despite using the same standard scale,
and their focus differed during the evaluation process; for example, some of the teachers
focused on accuracy while others focused on fluency or structure. One of the notable
findings of Seker’s study is that the participants showed different reactions at different
stages of the discussion process, which lasted for three days in total. To exemplify, while
they were mostly silent and exhibited hesitant behaviours on the first day of the scoring
discussion sessions, they engaged in discussions confidently and made more confident
decisions without hesitation on the following days. In addition, the teachers also discussed
the scale they used and identified its deficiencies. It was also deduced that the differences
among the scores of the teachers decreased in the subsequent individual evaluation, and
they used the experience and knowledge that they had gained through discussing in their
own individual scoring sessions. Therefore, this study suggests that cooperation and
discussion with other stakeholders during the scoring process provide benefits for the
raters and bring consistency to the evaluation process. Compared with the findings of
Seker’s study (2018), the findings obtained from the current study are similar in some
aspects such as the teachers’ attempts to prepare the scales, which show inconsistency, and
the differences in the scales developed by themselves.

The finding that suggested significant differences between male and female raters
in scoring in favor of female raters is inconsistent with some research data. For instance, in
a study conducted by Peterson, Childs and Kennedy (2004), 108 teachers in the first
language teaching in Canada were asked to score the narrative and argumentative
compositions produced by two female and two male students. The results of the study
unveiled that there were no consistent findings about the difference between the scores of
raters in terms of their gender and that there was no significant difference among the
scores depending on the gender of the composition writer. However, there are other studies
(Gyagenda and Engelhard, 2009) supporting that there were differences in scoring based
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on gender. For example, a study conducted by Gyagenda and Engelhard (2009) reports that
the differences between the scores of male and female students were significant in favor of
females. The researchers assert that the reason for this difference might be a prevailing
belief that female students were more successful in writing or that the teachers focused
more on the written product generated by male students in order to improve their writing
skills. Yet, this study did not take the gender of the 20 trained raters into account in the
analysis.

The finding that the number of sections and the points per section varied among
some participants is important as it suggests that the teachers perceived and explicated the
same written product in different ways. The differences in preferences of the participants,
most of whom had pedagogical formation training, are in parallel with the findings of the
study by Wang et al. (2017), which yields that there were different opinions on various
points between the experts delivering training on scoring and the raters, and also among
the participant raters. For instance, there were disagreements involving the selection of the
most difficult composition to score, the sections leading to the errors of raters, the focus of
the written product, the reception of the text, and the organisation of the ideas between the
experts delivering training on scoring and the raters. These disagreements are important in
understanding that if the scale is not clear and understandable enough for the raters, it can
lead to different results even if the same scale is used. However, it is suggested that no
matter how valid and reliable the scale is, the rater's knowledge, experience, and attention
are more decisive in perceiving and using the scale.

The findings that the participants focused on extremely diverse dimensions of the
written product during the evaluation process and that they issued different terms for the
same dimensions assume that the raters had different experiences and education in this
aspect. As an example, while the dimension titled ‘grammar’ in the scales needed to be a
general heading to the other three as syntax, spelling and punctuation, it was treated as
another dimension along with them. Similarly, some of the dimensions titled as language
usage, coherence, cohesion, unity, consistency and fluency are unclear and this raises the
question of whether the rater differentiates, for example, between consistency, unity and
coherence or between coherence and cohesion. Furthermore, the concept of language
usage should include the dimensions listed above, however, that raters’ evaluation of it as
a separate dimension shows that they had different perspectives and perceptions on this
issue. In line with the findings of the research by Wang et all (2017), which suggests more
experiential studies should be conducted, this finding highlights the fact that the
distinctions regarding the different dimensions of the written product should be more
clearly put forward and strongly emphasized in the training on scoring. This idea is
reinforced by the findings of Rahayu’s (2020) study conducted with 56 ESL teachers in
Indonesia in the assessment of writing. In that study, the teachers were asked to answer
questions about their assessment methods and techniques and to score two narrative
compositions with the help of an analytical scale presented to them. The questions in the
questionnaire consisted of four sections that were related to the teachers’ knowledge about
the assessment of writing, the effectiveness of scoring accuracy, the efficiency of their
choices, and their perceptions of the assessment of writing. The analysis of the data
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obtained through the questionnaire yielded that the teachers’ knowledge about the
assessment of writing, the effectiveness of scoring accuracy, the efficiency of their
choices, and their perceptions in the assessment of writing did not guarantee their success
in scoring. In other words, the teachers' responses in the questionnaire did not show
consistency with their scoring behaviours. Even though teachers’ knowledge about the
assessment of writing, the efficiency of their choices, and the increase of their perceptions
in the assessment of writing negatively affected their scoring, the increase in the
effectiveness of scoring accuracy positively affected their scoring. The result of the study
reinforced that the effectiveness of teachers in scoring has an impact on the quality of
teachers during the assessment process.

Another finding that the raters focused more on grammar and the formal dimension
of the written product is in line with the findings commonly found in the literature. In their
study on the perceptions of the raters in the assessment of writing through an integrated
approach, Weigle and Montee (2012) revealed that while the raters attached different
importance to the formal dimension of the written product, they also exhibited different
attitudes towards the reception technique used by the students in the writing process.

Conclusion and Implementation

This study which aims to identify the scoring behaviours of foreign language
teachers in writing assessment reveals that the raters, who are foreign language teachers
participating in this study as a study group, exhibited very different behaviours when
scoring the written product. Despite the limitations, this study has postulated important
results regarding the assessment of writing, which is accepted to be problematic in the
literature. In this context, it is obvious that the question of whether foreign language
teachers use a criterion while scoring a written product cannot be answered entirely in a
positive way. It is seen that the number of those who use a criterion among the participants
is limited. To generalize this result, it would be useful to conduct more studies with
different study groups to determine the diversity of the behaviours exhibited by the raters
while scoring and also whether they use criteria or not.

The research question about determining which dimensions of the product the
teachers focused on during scoring was inquired and the finding that the teachers focused
more on the formal dimension is deemed to be in accordance with the literature findings.
However, many studies in the literature recommend that all dimensions of the written
product should be considered in the assessment of writing. In response to the third research
question, the study asserted that a limited number of raters discriminated error types and
established equivalence between the severity of errors and the points appointed. At this
point, it is supposed that teachers' knowledge about the assessment of writing is limited.
Therefore, teacher training institutions must include courses related to the assessment of
writing in their curriculum. Additionally, it is crucial for those who are currently working
as teachers to upskill themselves and embrace every opportunity to improve their
knowledge in this field through various courses or seminars.

Finally, the research question regarding whether there are differences in scoring
behaviours of raters in terms of their age, gender, and experience yields results indicating
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that female raters gave higher scores to the written product than their male counterparts,
the raters working at state institutions gave higher scores in contrast to those working at
private schools, the raters working at more than one level and at the university level gave
higher scores than others, whereas there was no significant relationship between the
experience and the scores of the raters. Inquiryinton the existence of these differences in
various groups and determining the underlying reasons for these differences could add a
new perspective to the studies on the rater effect in the assessment of writing. Doubtlessly,
trying to identify and eliminate the factors that cause the rater effect makes the assessment
process of writing more reliable.
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OZET

Calismanmn amaci yabanci dil O6gretmenlerinin, yazma becerisinin
degerlendirilmesindeki puanlama davraniglarina iliskin betimsel veriler
elde etmektir. Nicel aragtirma yonteminin kullanildig1 calismada yar1
yapilandirilmis goriisme teknigi ile 73 Ogretmenden demografik
bilgiler, Ingilizce ve Fransizca dillerini 6grenen &grencilere yazdirilan
Bl diizeyindeki bir metne verilen puan ve bu metni degerlendirme
stirecini  betimledikleri paragraf elde edilmistir. Verilerin SPSS
programi, belge inceleme ve betimsel ¢oziimleme teknikleriyle
incelenmesi sonucunda Ogretmenlerin puanlama davraniglariin
farklilik sergiledigi goriilmistiir. Nitekim Ogretmenlerin puanlama
yaparken ¢ogunlukla 6l¢iit kullanmadiklari belirlenmistir. Ayrica 6lgiit
kullanan 6gretmenlerin, farkli sayilarda boliimlerden olusan ve farkli
veya aynit puan degerine sahip Olcekler gelistirmesi Ogretmenlerin
kararsizlik yasadigmi gostermesi bakimindan dnemlidir. Ogretmenlerin
cogunlukla yazma {irliniiniin bigimsel boyutuna odaklandigi, sinirlt bir
boliimiiniin hata tiirleri arasinda ayrim yaptigi veya hata ile puan
denkligini gozettigi sonucuna ulagilmistir. Katilimcilarin cinsiyeti,
calistig1 kurumu ile verdigi puan arasinda bir iliski oldugu, ancak yasi
ve deneyim siiresi ile verdigi puan arasinda anlamli bir iligki olmadigt
sonucuna da ulasilmistir.

Yazili anlatim iriinlerini zaman ayirarak degerlendiren Ogretmenlerimize
caligmamizin veri toplama asamasina sagladiklar1 katkidan ve emeklerinden
dolay1 tesekkiir ederiz.
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Giris
Yazma becerisi bireyin Oncelikle iletisim amaciyla yazili bir sdylem {iiretme
siirecidir. {letisim semasindan hareketle tanimlamak gerekirse vericinin belli bir baglamda,
bir alictya, ortak bir diizgii (Ingilizce, Fransizca, Tiirk¢e vb.) kullanarak olusturdugu yazili,
diger bir deyisle gorsel iletiyi bir oluktan (kagit, ekran vb.) iletmesine dayanir. Yabanci dil
Ogretim programlarindaki dort temel beceriden biri olarak yazma becerisi diger yanlarinin
disinda 6lgme ve degerlendirme agisindan 6nemli bir yer tutar.

Yazma becerisinin degerlendirilmesinde biri dogrudan digeri dolayli olmak {izere
iki ana yaklasim s6z konusudur. Ilgili becerinin tiim yonlerinin goz &niinde
bulunduruldugu bir degerlendirme siireci olan dogrudan yaklasimda (Coombe, Folse ve
Hubley, 2007) 6grenenin yazili dilde iletisim kurma becerisi degerlendirilmektedir. Bu tiir
degerlendirmede; klasik 6l¢me araclari kullanilirken 6grenenin sinif igerisinde belli bir
zamanda bir igerik iretmesi, fikirlerini diizenlemesi, uygun ve dogru séz varligini,
dilbilgisel ve sozdizimsel bilgisini kullanmasi istenmektedir. Bu degerlendirme tiiriiniin
sinirli zamanda her ortamda uygulanabilir olmasi1 uygulanmasinin kolay olmasini saglar,
fakat 6grenen ilizerinde zaman baskist yaratmasi, yazma siirecinin hazirlik yapma, plan
olusturma, taslak yazma ve gozden gecirme asamalarinin tam olarak uygulanmasina izin
vermemesi gibi olumsuz yonleri de vardir. Dolayli degerlendirmede, kullanilan dilin
iletisim agisindan yerine getirdigi isleve degil, dilbilgisel bakimdan dogru olup olmadigina
odaklanilmaktadir (Coombe, Folse ve Hubley, 2007). Dolayisiyla, bu tiir degerlendirmede
coktan se¢cmeli testler gibi 6l¢me araglart kullanilarak tiimce diizeyinde noktalama, imla,
dilbilgisi gibi bilesenlerin dogru kullanimina yonelik degerlendirme yapma olanagi
sunulmaktadir. Degerlendirme siirecinde son yillarda kullanilmaya baslanan siire¢ odakli
O0lcme araglarinda ise yazma becerisinin Olgiilmesi ve degerlendirmesi siire¢ igerisine
yayilmakta ve dgrencinin bu siirecteki gelisimi izlenmektedir. Zaman agisindan oldukca
zahmetli ve uzun bir siirece yayilan bu 6lgme yonteminde daha giivenilir sonuglar
alinmaktadir (Brown, 1989).

O’Malley ve Pierce (1996) gibi arastirmacilar, yazma becerisine yonelik 6lgme ve
degerlendirme isleminin O6grenenlere ¢esitli konularda yazma Odevi verilmesi ve bu
triintin, tasidigi ileti, agiklik ve yazim, noktalama gibi mekanik boyutlar1 bakimindan
degerlendirilmesi gerektigini savunmuslardir. Diger bir deyisle, yazma becerisinin
degerlendirilmesinde yazma siirecinin karmasik yapisi géz Oniline alinarak tek boyutlu
degil, ¢cok boyutlu bir 6lgme yapilmasi onerilmektedir. Ancak, Tiirkiye’de gerek anadili
gerekse yabanci dil 6gretimi alaninda yazma egitiminin en Onemli sorunlarindan biri
kullanisli ve tutarli bir 6lgme degerlendirme calismasinin yapilamamasidir (Karatay,
2011). Yazma, dilin sadece soz varligi, dilbilgisi, yazim ve noktalama bilgisini
icermediginden 6l¢iilmesinde kullanilacak olan yaklagimlarin da daha kapsamli olmasi ve
yazma becerisinin karmasik siireclerini igermesi gerekmektedir. Kalay ve Biiyiikkarci
(2020), Tiirkiye’deki 97 Ingilizce Ogretmeniyle anket ve gdriisme yoluyla
gerceklestirdikleri ¢aligmalarinda Ogretmenlerin ¢oktan se¢meli test, bosluk doldurma,
eslestirme, dogru yanlis, soru-cevap gibi klasik 6l¢me araglarinin yani sira daha karmasik
stirecleri isaret eden paragraf/kompozisyon yazma, donem odevi, 6grenci giinliikleri, akran
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degerlendirme, 6grenci dosyasi degerlendirme, standart yazma testleri gibi siire¢ odakl
araclar1 da kullandiklarini belirlemislerdir.

Ister klasik ister siireg odakli olsun yazma becerisinin etkili bir bigimde
degerlendirilmesi 6lgme aracinin giivenirlik, gecerlilik ve uygulanabilirlik (Weigle, 2007)
ozelliklerine baglidir. Ote yandan, yazma becerisinin degerlendirilmesinde giivenirlik
genellikle diger dil alan ve becerilerine gore daha diistiktiir (Calp, 2013). Nitekim Mousavi
(2002) de yazma becerisinin degerlendirilmesinde 6l¢me ve degerlendirme aracinin 6nemi
iizerinde durmaktadir. Yazma gorevini belirleme ve ona uygun yonerge yazma dlgme ve
degerlendirmenin gegerliligini etkileyen temel unsurlarin baginda gelmektedir. Olgiilmesi
hedeflenen yazma becerisinin yoniinii tam ve agik olarak ortaya ¢ikaracak bir gorev
verilmesi ve bu goreve slire¢ boyunca 6grenenden beklenen davranislart agik bir sekilde
anlatan yonerge eklenmesi 6zel bir 6nem tasimaktadir. Yonergeler yalnizca 6grenciler igin
degil, puanlayicilar agisindan da 6nemli bir isleve sahiptir. Puanlayicilarin bu yonergeleri
ne Ol¢iide dikkate aldigi, 6grenenin yodnergeye uygun yazip yazmadigina bakilmasi ve
ortaya ¢ikan iirlinlin nesnel bir yaklasimla degerlendirilmesi 6l¢gme ve degerlendirmenin
tutarl: ve giivenilir olmasi agisindan dnemlidir.

Yazili anlatim iirlinlerinin ¢ok cesitli olduklar1 g6z Oniine alindiginda her tiirlin
kendine 6zgii gereklilikleri vardir. Dolayisiyla degerlendirme siirecinde bu gerekliliklerin
saglanip saglanmadiginin saptanmasi gerekmektedir. Bu nedenle, puanlama davranisinin
gerceklestirilme bigimi, alanyazinda yazma becerisini degerlendirmeye yonelik tartisilan
konulardan bir digeridir. Yaygin olarak kullanilan belli bagh ii¢ puanlama yontemi
bulunmaktadir: Céziimleyici, biitlinciil ve temel 6zelliklere goére puanlama (Cooper, 1984;
Perkins, 1983; Stiggins ve Bridgeford, 1983; Weigle, 2007; Wiseman, 2012; Zorbaz,
2013). Coziimleyici puanlamada kullanilan o6l¢ek, diger bir deyisle riibrik, yazma
becerisini olusturan her bir unsurla ilgili ayri ayr1 degerlendirme yapilmasina olanak tanir.
Ogrenenin giiclii ve zayif yonleri konusunda ayrintili bilgi saglarken yazili anlatim
iriiniiniin ayrintili bir sekilde incelenmesini ve eksikliklerin isaretlenmesini gerektirir. Bu
nedenle puanlayicilar i¢in zaman alic1 ve ugrastiricidir. Buna karsilik biitiinciil puanlamada
kullanilan 6l¢ek, puanlayicilarin yazili {irtine dair genel yargilama yapmalarini sagladigi
icin zaman ve enerji bakimindan daha tasarrufludur. Temel 6zelliklere gore puanlama,
genellikle soylem tiiriine 6zgii bir degerlendirme sunar. Bu tiir 6l¢ekte, sdylem ve metin
tirtintiin Ozelliklerine yonelik maddelere yer verilir. Temel 6zelliklere gore puanlama
olgeginin avantaji, tlire 6zgii yazili tiretimde bulunuldugunda 6grenenin tiiriin 6zelliklerine
dair bilgisinin ve becerisinin yoklanmasini saglamasi ve 6grenenlerin sdylem tiiriine 6zgii
eksikliklerinin tespitini kolaylagtirmasidir. Temel ozelliklere gére puanlama OGlgeginin
hazirlanmas1 daha ugrastirici, zaman ve uzmanlik gerektiren bir ugrastir. Bu nedenle diger
iki 6l¢ege gore kullanimi daha azdir.

Alanyazinda puanlama yontemlerini konu alan ¢alismalarin ¢oklugu ve
sonuglarinin farklilig: dikkat ¢ekmektedir. Wiseman (2012) 6zel olarak puanlama egitimi
almis bes 6gretmenin Ingilizceyi yabanci dil olarak dgrenen dgrenciler tarafindan iiretilen
60 yazili anlatim irlinlinii ¢6zlimleyici ve biitiinciil olceklerle puanlamasi seklinde
gergeklestirdigi ¢alismasinda ¢oziimleyici puanlamanin 6grenenler arasindaki farkliliklar
daha ayrintili ve iyi bir sekilde ortaya c¢ikardigini gostermistir. Sakyi (2000) ise
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caligmasinda biitiinciill puanlama yapan puanlayicilarin  kompozisyonun genelini
degerlendirirken dil yapilarina ve icerige daha fazla odaklandiklarini savunmaktadir. Polat
(2003) ve Turgut (1990), ¢ozlimleyici puanlamanin, puanlayicilar arasinda uyum sagladigi
icin daha giivenilir oldugunu iddia ederken Oru¢ (1999), biitiinciill puanlama ile
puanlayicilar arasindaki tutarsizliklarin azaldigini savunmustur. Ote yandan Han ve Huang
(2017), 10 puanlayicr ile gergeklestirdikleri ¢aligmalarinda hem puanlar hem de giivenirlik
acisindan iki puanlama tiirii arasinda anlaml bir fark olmadigin1 ve puanlayicilarin her iki
tiirlin de avantajlar1 ve dezavantajlar1 olmasina karsin biitiinciil puanlama 6l¢egini tercih
ettiklerini gostermislerdir. Buna karsilik, alanyazinda tam tersi sonuglar veren c¢alismalar
da vardir. Ornegin Ghalib ve Hattami (2015), Yemen’de Ingilizcenin yabanci dil olarak
Ogretilmesi  baglaminda gergeklestirdikleri calismalarinda  biitiinciill puanlamanin
¢ozlimleyici puanlamaya gore daha yiiksek oldugunu, puanlayicilar arasindaki
farkliliklarin  biitiinciil puanlamada daha fazla oldugunu gostermis ve ¢oziimleyici
puanlamanin daha giivenilir ve tutarli 6lgme yaptigini iddia etmislerdir. Ayni sekilde
Asassfeh (2021) de yabanci dil 6gretimi alaninda 48 6gretmenin biitiinciil 6l¢ek kullanarak
yaptiklari puanlamanin ¢oziimleyici 6lgek kullanarak yaptiklar1 puanlamaya goére daha
yiiksek oldugunu gdstermis ve puanlayicilarin ¢oziimleyici 6l¢ek kullandiklarinda
ayrintilara odaklandiklari igin puanlarinin distiigiini iddia etmistir.

Alanyazinda puanlama yontemleri konusundaki calismalar cesitlilik gostermesine
ve farkli sonuglar ortaya koymasina ragmen Ol¢ek kullanilmasinin yazma becerisinin
degerlendirilmesi siirecine nesnellik kazandirdig1 agiktir. Crusan, Plakans ve Gebril (2016)
tarafindan 41 iilkede ikinci dilde yazma dersi veren 701 egitimciyle gergeklestirilen
caligma; katilimcilarin %80’inin yazma becerisini degerlendirirken 6l¢ek kullandigini ve
katihmcilarin ~ yartyya yakiminin = 6lgek  kullanmanin ~ 6grencilerin  aldiklar1  notu
anlamlandirmada etkili oldugunu diisiindiiklerini ortaya koymaktadir. Puanlama o6lgegi
yalnizca 6gretmenler i¢in degil dgrenenler i¢in de 6nemli bir bilesendir. Ogrenenlere ddev
veya Ol¢me araci olarak bir yazma gorevi verilirken bu gorevin degerlendirilmesinde
kullanilacak olgiitlerin belirlenmesi ve bunlarin bir 6l¢ek halinde 6grenene sunulmasi da
biiyiik 6nem tagimaktadir. Seviour (2015) degerlendirme 6l¢eginin dgrenciler icin agik ve
ulagilabilir olmasi, bu dlgek araciligiyla 6grencilerden beklenenlerin neler oldugu, iiretilen
yazili iiriiniin nasil degerlendirilecegi ve kabul edilebilir bir yazili {irlinlin hangi niteliklere
sahip olacag1 konusunda bilgilendirilmeleri gerektigini vurgulamaktadir. Thomas (2020)
ise degerlendirme amaciyla bir 6lgek gelistirirken veya secerken, olgegin giivenilir ve
gecerli olmasi i¢in bu 6lgekle neyin Olciileceginin, hangi amacla 6lgme yapilacaginin, ne
kadar zamanda uygulanabileceginin ve 6l¢egi kullanacak kisiler i¢in bir egitimin gerekli
olup olmadigina dikkat edilmesi gerektigini savunmaktadir.

Puanlayici1 Davranislar

Yazma becerisinin degerlendirilmesinde etkili olan diger bir etmen ise
puanlayicilardir. Smith (1993) arastirmasinda, puanlayicilarin bilgisinin ve kullandigi
olgme tekniginin 6lgmenin gilivenirligini etkiledigini belirtmistir. Bu sasirtict bir durum
degildir, ¢iinkii yazma becerisinde iiretilen {iriin karmagsik olup bu iirlinii puanlayacak olan
kisinin mesleki deneyimi, egitimi, yazili anlatim iriinlinlin nasil olmas1 gerektigi
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konusundaki goriisleri puanlama sistemi iizerinde etkilidir. Bu nedenle, puanlayicilarin
O0lcme ve degerlendirme konusunda nitelikli bir egitim almis olmalar1 gerekmektedir.
Koksal (2004) calismasinda, Tirkiye’de  G6gretmenlerin  yazma  becerisinin
degerlendirilmesi konusunda yeterince egitim almadiklarin1 ve &gretim programinda
sunulan yollarla yazma becerisini degerlendirme egilimi sergilediklerini ileri siirmiistiir.
Nitekim dil 6gretimi alaninda 6gretmen yetistiren kurumlarin programlarina bakildiginda
becerilerin ayr1 ayr1 6gretimi konusunda egitim verilirken becerilere yonelik 6lgme ve
degerlendirme egitiminin bulunmadigi, genel anlamda bir 6lgme ve degerlendirme
egitiminin verildigi gorilmektedir. Uluslararas1 alanyazinda da degerlendirme konusunda
bilgi eksikligi bulundugunu ve 6gretmen yetistirmenin 6lgme ve degerlendirme yoOniiniin
yetersiz oldugunu iddia eden arastirmalar (Brown ve Bailey, 2008; Mertler, 2009; Popham,
2009; Weigle, 2007) soz konusudur. Dolayisiyla dil 6gretmenleri arasinda yazma becerisi
bakimindan 6lgme ve degerlendirme konusunda okuryazar olma oranmin diisiik oldugu
belirtilebilir. Nitekim Mede ve Atay (2017) da 350 ogretmen ile gergeklestirdikleri
caligmada 6gretmenlerin biitiinlesik beceriler i¢indeki iiretim ve alimlama becerilerine
yonelik 6lgme ve degerlendirme konusunda kendilerini yetersiz gordiiklerini bulgulamistir.

Ancak giivenilir bir 6lgme degerlendirme yapilabilmesi igin siireci gerceklestiren
kisilerin, yani puanlayicilarin -okul ortaminda Ogretmenlerin- dlgme ve degerlendirme
konusunda olduk¢a yetkin olmalar1 gerekmektedir. Crusan (2010) O6gretmenlerin
bicimleyici ve Ozetleyici degerlendirme tiirleri arasindaki farklari bilmesi, farkli amaglar
icin gerekli olan verilerin sunumunu saglayacak yonergeleri yazma becerisine sahip
olmasi, kullanilan &lgiitlerin  6ncelediklerini  bilmesi ve degerlendirmenin 6nemini
kavramas1 gerektigini vurgulamaktadir. Ayni sekilde Weigle (2007) de yazma becerisinin
degerlendirilmesi i¢in dgretmenlerin yazma etkinlikleri diizenleme, yonetme ve puanlama
becerilerine sahip olmalar1 gerektiginin altin1 ¢izmektedir. Sonug olarak, puanlayicilardan
Olcme ve degerlendirme amaciyla bir arag¢ gelistirebilmeleri, bu araci uygulayabilmeleri ve
puanlayabilmeleri beklenmektedir.

Puanlama siirecindeki davraniglar puanlayicinin kisiliginin ve egitiminin yani sira
Baker (2016)’1n da belirttigi gibi puanlayicinin, dgrencinin ¢abasini takdir etme istegi ve
ogrencinin anlatmak istedigini anlayabilmesi gibi etmenlerden de etkilenebilmektedir.
Bununla birlikte, puanlayicilar, yazili anlatim irlinlerini gecerli, nesnel, adil, agik,
sistematik, ol¢iite dayali ve giivenilir bir 6lgme siireci ve yontemi ile degerlendirmelidir.
Puanlayicilarin 6zellikle yazma becerisinin degerlendirilmesinde bir 6lgek kullanmasi
gerektiginin alt1 birgok arastirmada ¢izilirken Lumley (2002) yaptig1 arastirmasinda
puanlayicilarin degerlendirme 06lgegini kullanma sekillerinin oldukga tutarsiz oldugunu
gostermistir. Benzer sekilde, istatistiksel olarak Rasch modeli kullanilarak yapilan pek ¢ok
calismada (Du ve Wright, 1997; Du, Wright ve Brown, 1996; Engelhard, 1994; Lunz,
Wright ve Linacre, 1990) farkli puanlayicilarin ayni egitimi alsalar ve ayni Olcegi
kullansalar bile farkli puanlama yaptiklar1 ortaya c¢ikmustir. Puanlayicilarin 6lgme ve
degerlendirme siirecinde 6nceliklerinin ve beklentilerinin ve yazili anlatim {iriinii tizerinde
odaklandiklar1 boyutlarin farkli olmasi bu durumun altinda yatan etmenler arasindadir.

Puanlayicinin karar verme siirecinde yaptigi hatalar 6lgme ve degerlendirmenin
gecerliligini ve gilivenirligini etkiler (Erman Aslanoglu ve Sata, 2021). Puanlayicilarin;
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yazili anlatim {iriinlin degerlendirmeleri siirecinde cinsiyet, 1rk, deneyim, uzmanlik gibi
Ogrenen grubunun cesitli 6zelliklerinden dolay1 veya el yazisi, kagit diizeni, yazih iiriinde
savunulan goriis nedeniyle daha diisiik/yiikksek puan takdir etmeleri degerlendirme
stirecindeki puanlayic etkisini gostermektedir. Gyagenda ve Engelhard (2009) yaptiklar
calismada puanlayicilarin, Ogrencilerin cinsiyetine gore farkli puanlama davranis
sergilemedigini gosterirken Engelhard ve Myford (2003) puanlayicilarin 6grencilerin
cinsiyetine, irkina ve en basarili oldugu dile gore farkli puanlama yaptiklarini
bulgulamistir. Johnson ve Lim (2009) yaptiklari incelemede anadili konusuru olan
puanlayicilarin puanlari ile anadili konusuru olmayan puanlayicilarin puanlari arasinda az
da olsa fark oldugunu belirlemistir. Erman Aslanoglu ve Sata (2021) anadilinde yazili
anlatim irliniiniin  degerlendirilmesi siirecinde puanlayicilarin, &grencilerin - genel
akademik basar1 diizeylerini goz Oniine aldiklarini, ancak cinsiyetlerini goz Oniine
almadiklarin1 ve devlet kurumlarinda ya da 6zel okullarda galisan 6gretmenlerin farkli
puanlama davranislar sergilediklerini gostermistir.

Birgok farkli bilesenin gz oniinde bulundurulmasini gerektiren karmasik islemler
sonucunda ortaya ¢ikan yazili anlatim iirliniiniin degerlendirilmesi de karmasik ve sorunlu
bir siirectir. Bu sorunlardan ilki, islemin yol agtig1 is yiikiiniin fazlaligidir. Ogretmenlerin
okuldaki is yiiklerinin, smiftaki 6grenci sayilarmmin fazla olmasi ve yazili anlatim
triinlerinin degerlendirilmesi siirecinin uzun zaman ve g¢aba gerektirmesi kapsamli bir
degerlendirme yapmayi giiclestirmektedir. Ikincisi, iiretilmesi beklenen iiriin i¢in kesin ve
tam bir dogru cevabin bulunmamasma baghh olarak yazili anlatimlarin
degerlendirilmesinde tamamen nesnel olgiitler kullanilmasinin olduk¢a zor olmasidir.
Ucgiinciisii, puanlayicilarin, kendilerine bir dlgek verilmesine ragmen, dlcekte yer verilen
boyutlara oldugu kadar kendi i¢sel degerlendirme Olgiitlerine de odaklanabiliyor
olmalaridir (Li ve Huang, 2022). Oysa yazili anlatim {iriinlerinin de miimkiin oldugunca
nesnel bicimde degerlendirilmesi gerekmektedir. Uygulama alanina bakildiginda
ogretmenlerin yazili anlatim {irtinlerini kendi uzmanliklarin1 temel alarak ve kagittan
edindikleri izlenimlere gére puanladiklari (Cetin, 2002) ileri siiriilmektedir. izlenim ile
degerlendirme siirecinde genellikle goze ¢arpan mekanik hatalar isaretlenmekte, yazinin
veya kagidin diizenine 6nem verilmektedir. Gocer (2011), Kayseri’de gorev yapan 12
Tirkge Ogretmeni ile gorlisme yaparak gergeklestirdigi durum arastirmasinda, yazma
becerisinin degerlendirilmesine iliskin Ogretmen goriislerini derlemistir. Calismada
ogretmenlerin yazma becerisini degerlendirmede biitiinlesik ve silirece yayilmis bir
degerlendirme yerine toplu bir degerlendirme yaptiklari, gogunun kompozisyon yazmanin
yam sira farkli araglarla degerlendirme yaptig1 ve degerlendirme siirecinde zaman ve
uygulama bi¢imi konusunda sikint1 yasadiklar1 belirlenmistir. Ayrica yazma becerisinin
degerlendirilmesinde ortak bir degerlendirme o6l¢egi kullanmadiklari, degerlendirme
stirecinde plan, yazinin diizgiinliigii, kagidin diizeni, yazim ve noktalama gibi bi¢imsel
niteliklere dikkat ettikleri bulgulanmustir.

Ozetlemek gerekirse yazma becerisinin degerlendirilmesinde nesnelligi etkileyen
etmenler; puanlama, puanlayici ve puanlama yontemlerini de iceren degerlendirme siireci;
ogrencinin cinsiyeti, yasi, 1rki, etnik yapisi, ait oldugu sosyal sinif, 6grenme ortamlar1 gibi
ozellikleri; yazma goreviyle ilgili 6devin kendisi, yonergesi, Olgekteki boyutlar gibi
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faktorler (Gyagenda ve Engelhard, 2009) olarak karsimiza ¢ikmaktadir. Bundan baska,
yazma becerisinin degerlendirilmesinin sorun teskil ettigini gdsteren ¢ok sayida aragtirma
(Calp, 2013; Cole, Haley ve Muenz, 1997; Hamp-Lyons, 2002; White, 1994) mevcut olup
bu sorunlar arasinda 6l¢me ve degerlendirme yontemi (Beck, Llosa, Black, ve Anderson,
2018; Cooper, 1984; Han ve Huang, 2017; Seker, 2018; Tokur Uner ve Asilioglu, 2022;
Wilson vd., 2016), dlgme ve degerlendirme araglarinin gegerligi ve giivenirligi (Brown,
Glasswell ve Harland, 2004; O’Neill, 2011) ve dlgme ve degerlendirmeyi gerceklestiren
kisilerin tutarliligt ve gilivenirligi (Erman Aslanoglu ve Sata, 2021; Gyagenda ve
Engelhard, 2009; Lumley, 2002; Smith, 1993; Wind ve Engelhard, 2012; Zhang, 2016)
sayilmaktadir.

Alanyazinda yazma becerisinin degerlendirilmesi konusunda yapilan arastirmalarin
bliyilk ¢ogunlugu degerlendirme aracinin &zellikleri, degerlendirme yontemi ve
degerlendirme sirasinda kullanilan  Olgek  tiirleri lizerinde yogunlagmaktadir.
Arastirmalarda katilimcilara degerlendirme veya puanlama esnasinda kullanmalar1 i¢in bir
Olcek verilerek katilimcilarin yonlendirildigi goriilmektedir. Ayrica, Tiirkiye’de okutulan
ders kitaplarinin da Olgekler barindirdigi  bilinmektedir. Arastirmalarda ayrica
yonlendirmeler 1s18inda Ogretmenlerin olagan degerlendirme siireglerinde de o6lcek
kullandig1 varsayilmaktadir. Alanyazinda 6gretmenlerin 6lgme ve degerlendirme yontem
ve tekniklerini aragtiran ¢ok sayida arastirma olmasina ragmen ogretmenlerin puanlama
davranislarin1 betimleyen calismalarin sayisi sinirhidir. Bunun yani sira, 6gretmenlerin
yonlendirilmediginde nasil bir yol izleyerek degerlendirme yapacaklari konusunda bilgi
iceren arastirmaya da rastlanmamistir. Bu nedenle bu arastirmada yabanci dil
ogretmenlerinin - yazma becerisinin  degerlendirilmesinde  sergiledikleri  puanlama
davranislarinin incelenmesi amaglanmistir. Bu amag¢ dogrultusunda arastirma kapsaminda
asagida sunulan iki soru ve alt sorulara yanit aranmaktadir:

1) Yazma becerisinin degerlendirilmesi kapsaminda yabanct dil &gretmenleri,
iiretilen bir metni puanlarken hangi puanlayict davraniglarini sergilemektedir?

a) Yazma becerisinin degerlendirilmesi kapsaminda yabanci dil 6gretmenlerinin,
iretilen bir metne verdikleri puanlar ile 0gretmenlerin demografik ozellikleri arasinda
istatistiksel olarak anlamli bir iliski var midir?

b) Yazma becerisinin degerlendirilmesi kapsaminda yabanci dil 6gretmenleri,
iiretilen bir metni puanlarken hangi tiir isaretleme davranislarini sergilemektedir?

c) Yazma becerisinin degerlendirilmesi kapsaminda yabanci dil 6gretmenleri,
tiretilen bir metni puanlarken dgrenci hatalar1 konusunda nasil bir yol izlemektedir?

d) Yazma becerisinin degerlendirilmesi kapsaminda yabanci dil 6gretmenleri,
tiretilen bir metni puanlarken iiriiniin hangi boyutlarina odaklanmaktadir?

2) Yazma becerisinin degerlendirilmesi kapsaminda yabanci dil 6gretmenleri,
tiretilen bir metni puanlama stireclerini nasil betimlemektedir?
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Yontem

Yabanci dil 6gretmenlerinin yazma becerisinin degerlendirilmesinde puanlama
yaparken sergiledikleri davranislarinin betimlenmesinin amaglandigi bu ¢alismada
ogretmenlerden, miitercim terciimanlik 6grenimi gormekte olan 6grencilere yazdirilan ve
rastgele Ornekleme yontemiyle secilen Ingilizce ve Fransizca B1 diizeyindeki ayni
paragrafi puanlamalar1 ve puanlama siireclerini betimlemeleri istenmistir. Ogretmenlerin
puanlama yaptiklar1 kagitlar incelenerek ve cesitli degiskenlere gore karsilastirilarak
puanlama davranislarinin belirlenmesi amaglanmigtir.  Ayrica G6gretmenlerin - kendi
degerlendirme siireglerini betimledikleri paragraflarin incelenmesi ile de yazma becerisinin
degerlendirilmesinde nasil bir yol izlediklerinin anlasilmasi hedeflenmistir.

Arastirmamin Katihmcilar:

Arastirmaya puanlayict olarak toplam 73 Ogretmen goniillii olarak katilmistir.
Cogunlugunu kadin 6gretmenlerin  olusturdugu katilimcilar genellikle 31-40 yas
araligindadir. Yabanci dil 6gretmeni olan katilimeilarin cogunlugu Ingilizce 6gretmenligi
boliimili mezunudur. Ayrica 6gretmenlerin biiyiik bir ¢cogunlugu formasyon egitimi almistir
ve 15 yil iistii bir deneyime sahiptir. Ek olarak, ¢calistiklar1 diizey genellikle tiniversite olup
devlet okullarinda gorev yapmaktadirlar. Katilimeilarin demografik o6zelliklerine iliskin
ayrintili veriler Cizelge 1°de sunulmustur.

Cizelge 1. Katilimcilara iliskin Bilgiler

Degisken Kategori S Yiizde (%)
o Erkek 15 20.5
Cinsiyet Kadmn 58 795
20-30 aras1 11 15.1
31-40 arasi 30 411
Yas 41-50 arasi 24 32.9
51 ve usti 8 11.0
. Ingilizce Ogretmenligi 48 65.8
Mezuniyet Diger 25 342
Var 71 97.3
Formasyon YoK > 57
1-5yil 6 8.2
6-10 y1l 15 20.5
Deneyim 11-15 yil 14 19.2
16-20 yil 17 23.3
21 y1l ve Ustii 21 28.8
Ilkokul 6 8.2
Ortaokul 7 9.6
Kademe Lise 20 27.4
Universite 35 47.9
Birden ¢ok 5 6.8
Devlet 62 84.9
Kurum Ozel 11 151
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Veri Toplama Araglari

Arastirmanin verileri yar1 yapilandirilmis goriisme teknigi ile elde edilmistir. Bu
amagla hazirlanan veri toplama formu {i¢ boliimden olusmaktadir. Birinci boliimde
katilimci 6gretmenlerin cinsiyet, yas, mezun olduklart program, mesleki deneyim, su anda
caligilan 0gretim diizeyi, branst ve kurum bilgileri gibi demografik 6zelliklerine yonelik
sorulara yer verilmistir. Ikinci boliimde &gretmenlerden verilen paragrafi 100 {izerinden
puanlamalari, {igiincii boliimde ise puanlama yapma siireglerini yazili olarak kisaca
anlatmalari istenmistir.

Yayin Etigi

Gériisme formuna yonelik etik kurul izni Kirikkale Universitesi Sosyal ve Beseri
Bilimler Arastirmalar1 Etik Kurulu’ndan 18/10/2022 tarih 09 no’lu karar ile alinmistir.

Verilerin Coziimlenmesi

Elde edilen verilerin ¢éziimlenmesinde belge inceleme ve betimsel ¢oziimleme
teknigi kullanilmistir. Coziimlemenin ilk asamasinda c¢alisma grubunu olusturan
ogretmenlerin demografik oOzelliklerine odaklanilmis ve veri toplama araci olarak
kullanilan 6gretmen formunun ilk boliimiinden belge inceleme teknigi ile elde edilen
veriler yorumlanmistir. Ikinci asamada, veri toplama formunun ikinci béliimiiyle ilgili
gozlemler gerceklestirilmis ve belge inceleme ve betimsel ¢oziimleme yoluyla katilimci
Ogretmenlerin, paragrafi puanlama sekilleri aragtirmacilar tarafindan incelenmis ve
Ogretmenlerin kagit iizerinde gosterdikleri davranislar belirlenmistir. Bu davranislar
oncelikle kodlanmis ve sonrasinda arastirma sorularindan yola cikilarak olusturulan
tematik cergeve igerisinde ilgili temaya yerlestirilmistir. Veri inceleme siirecinin {igiincii
asamasinda ise Ogretmen formunun T{g¢ilincii bolimiinden yararlanilmistir. Bu amagla
ogretmenlerin kendi degerlendirme siireclerini betimledikleri paragraflar arastirmacilar
tarafindan okunmus ve ifade ettikleri puanlama davraniglari belirlenmistir. Ayn1 sekilde,
ifade edilen bu davranislar kodlanarak yukarida bahsedilen tematik ¢ergeveye
yerlestirilmistir. Dolayistyla, arastirma kapsaminda 6gretmenlerin demografik 6zellikleri,
puanlama davraniglar1 ve puanlama davraniglarina yonelik sdylemleri olmak iizere ii¢ veri
kiimesi elde edilmistir. Ikinci ve {iciincii veri kiimelerinin karsilastirmali incelemeleri
birinci veri kiimesine dayanilarak yapilmaktadir. Ayrica ikinci ve tiglincii veri kiimesinin
incelenmesi ile 6gretmenlerin sdylemleri ile eylemleri arasinda tutarlilik olup olmadiginin
yani sira yas, cinsiyet, deneyim ve puanlama davranisi arasinda iliski olup olmadiginin
saptanmast amacglanmistir. Elde edilen bulgular say1 ve yilizde olarak ve g¢izelgeler
yardimiyla sunulmustur.

S6z konusu calismada yazma becerisinin dl¢iilmesi i¢in sadece kompozisyon yazma
tekniginin kullanilmasi arastirmanin en o6nemli sinirliligidir. Kompozisyon yazmada
ogrencinin dilbilgisel bilgisinin yan1 sira sozdizimsel, anlambilimsel, kullanimbilimsel ve
metinbilimsel bilgisinin de kullanilmasi1 gerektigi i¢in her tiirlii yazma becerisinin bu
sekilde en kisa yoldan Olgiilebilecegi diisiiniilmiistiir. Calisma kapsaminda katilimci
ogretmenlerin puanlama davraniglarinin incelenmesi amacglandigi i¢in farkli 6grenciler
tarafindan iiretilen paragraflardan ziyade Ingilizce ve Fransizca olmak iizere birer dgrenci
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kompozisyonu kullanilmistir. Bdylece 0Ogrenci degisikligi faktorii calisma disinda
tutulmustur. Tiirkiye’de yabanci dil olarak farkli dillerin 6gretimi s6z konusu olsa da en
yaygin dgretilen yabanci dil Ingilizce ve Fransizca oldugu i¢in ve uygulanabilirlik ilkesi
geregi ¢alisma bu iki dilin 6gretmenleriyle sinirlandirilmstir.

Bulgular

Puanlayicilarin Davramislarina Yonelik Bulgular

Katilimcilarin verdikleri puanlar incelendiginde en diisiik puanin 40, en yiiksek
puanin ise 100 tam puan oldugu goriilmektedir. Verilen puana iligskin temel bulgu katilimc1
O0gretmenlerin puan tercihlerinde onemli farklilik oldugu yoniindedir. Puanlara iliskin
sayilar ve oranlar Cizelge 2'de sunulmaktadir.

Cizelge 2. Katilimcilarin Verdikleri Puanlar

Puan S Yiizde (%)
81-100 aras1 41 56.2
61-80 aras1 20 274
40-60 arasi 7 9.6
Enaz 90 1 14
Tam puan 1 14
Puan yok 2 2.7
Toplam 73 100.0

Puanlama iizerinde yapilan incelemeler sirasinda, 73 6gretmenden ikisi herhangi bir
puan vermediginden ¢oziimlemeye dahil edilmemistir. Dolayisiyla 71 6gretmenin vermis
oldugu puanlar {izerinde inceleme yapilmigtir. Buna gore ilk olarak puanlarin normal
dagilim sergileyip sergilemedigine bakilmistir. Cizelge 3’te goriildiigii lizere, ¢arpiklik ve
basiklik katsayilari -1<p>1 arasinda olmadig: i¢in ve Kolmogorov testi sonucu p<0.05
oldugu icin veriler normal dagilim sergilememistir.

Cizelge 3. Puanlamalara Iliskin Verilerin Carpiklik ve Basiklik Katsayilari

Katilimei Ortalama Carpiklik Basiklik Katsayisi Kolmogorov
Sayist Katsay1si Smirnov
Katsayisi
71 82.89 -1.336 1.767 .000

Puanlama verileri normal dagilim sergilemedigi i¢in 6gretmenlerin cinsiyetlerine
gore verdikleri puanlar arasinda fark olup olmadigini incelemek iizere veriler Mann-
Whitney testi kullanilarak incelenmistir. Yapilan inceleme sonucunda p<0.05 oldugu i¢in
kadin ve erkek Ogretmenlerin verdigi puanlar arasinda kadinlar lehine anlamli bir fark
oldugu goriilmistiir (bkz. Cizelge 4). Sira ortalamalar1 ve toplamlar1 daha yiiksek oldugu
icin kadin 6gretmenlerin erkeklere gére daha yiiksek puan verdikleri anlagilmaktadir.
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Cizelge 4. Puanlamalara Iliskin Verilerin Cinsiyet Degiskenine Gére incelenmesi

Kategori Say1 Ortalama Sira Sira Toplami U P
Ortalamasi
Kadin 57 84.67 38.89 2216.50 234.500 017
Erkek 14 75.64 24.25 339.50

Calisma grubunu olusturan Ogretmenlerin devlet veya 06zel kurumlarda galistig
goriilmistiir. Calistiklar1 kurum agisindan verdikleri puanlar arasinda fark olup olmadigini
incelemek icin yine veriler normal dagilim sergilemedigi i¢in Mann-Whitney testi
kullanilmustir. Cizelge 5°te goriildigi tizere, p=0.004<0.05 oldugu igin 6gretmenlerin
verdigi puanlar arasinda calistiklar1 kurum degiskenine goére anlamli bir fark vardir. Sira
ortalamalar1 ve toplamlar1 daha yiiksek oldugu ic¢in devlet kurumlarinda calisan
ogretmenlerin 6zel kurumlarda calisanlara gore puanlamalarimin daha ytliksek oldugu
anlasilmaktadir.

Cizelge 5. Puanlamalara Iliskin Verilerin Calisilan Kurum Degiskenine Gére incelenmesi

Kategori Say1 Ortalama Sira Sira U P
Ortalamas1 Toplami
Devlet 61 85.23 38.87 2371.00 130.000 .004
Ozel 10 68.60 18.50 185.00

Ogretmenlerin puanlamalarinin mesleki deneyim siirelerine gore degisiklik gosterip
gostermediginin incelenmesi amaciyla veriler, deneyim siireleri bes kategoriye ayrildigi
icin Kruskall Walls testi kullanilarak incelenmistir. Yapilan inceleme sonucunda
p=0.104>0.05 oldugu i¢in 6gretmenlerin mesleki deneyim siirelerine gore verdigi puanlar
arasinda anlamli bir fark olmadigi goriilmiistiir (bkz. Cizelge 6).

Cizelge 6. Puanlamalara iliskin Verilerin Mesleki Deneyim Siiresi Degiskenine Gére Incelenmesi

Kategori Say1 Ortalama Sira sd Ortalama P
Ortalamast
1-5 yil 6 73.17 29.25
6-10 y1l 14 77.43 24.29
11-15y1l 13 84.77 39.00 4 7.688 .104
16-20 y1l 17 87.00 4291
21 ve Ustii 21 84.81 38.29

Ogretmenlerin puanlamalarmin ¢ahistiklar1 kademeye gore degisiklik gosterip
gostermediginin incelenmesi amaciyla veriler, kademeler bes kategoriye ayrildigi igin
Kruskall Walls testi kullanilarak incelenmistir. Cizelge 7’de gorildigi iizere,
ogretmenlerin kademelerine gore puanlamalari arasinda anlamli bir fark (p=0.036<0.05)
vardir. Ortalamalarina bakildiginda birden cok kademede calisan Ogretmenlerin ve
iiniversite diizeyinde c¢alisan 6gretmenlerin digerlerinden daha diisiik puan verdikleri
anlagilmaktadir.
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Cizelge 7. Puanlamalara Iliskin Verilerin Calisilan Kademe Degiskenine Gére incelenmesi

Kategori Say1 Ortalama Sira sd Ortalama P
Ortalamasi
flkokul 6 86.33 37.50
Ortaokul 6 85.83 37.42
Lise 19 86.11 40.32 4 10.265 .036
Universite 35 83.97 37.14
Birden ¢ok 5 55.40 8.10

Puanlarin disinda, bir numarali aragtirma sorusunun b, ¢, d alt sorularma yanit
vermek lizere katilimcilarin  degerlendirme yaptiklart kagit {izerinde isaretleme
davranislari, hata tiirline yaklagimlari, 6grenciyle etkilesim tercihleri ve odaklandiklari
hatalar goézlemlenmistir. Bu amagla a) isaretleme yapilip yapilmadig1 b) yapildi ise kag
isaret kondugu c) hata tiiriinlin belirtilip belirtilmedigi d) 6grenciye uyarida bulunulup
bulunulmadigi e) hatalarin diizeltilip diizeltilmedigi f) isaretlemede kodlama yapilip
yapilmadig1r g) dilsel bilesen hatalarina dikkat edilip edilmedigi (dilbilgisi, noktalama,
yazim, sOzvarligi, sozdizim) h) sOylem tiriinlin g6z Oniinde bulundurulup
bulundurulmadigi 1) igerigin dogruluguna dikkat edilip edilmedigi i) Olgek kullanilip
kullanilmadig1 sorularinin yanitlar: aranmistir. Bu yonlere iliskin gézlem sonuglar Cizelge
8'de ayrintil1 bir sekilde sunulmaktadir. Yapilan inceleme sonucunda, gretmenlerin genel
olarak kagit iizerinde hatalar diizelttikleri ve dilbilgisi ve ifade yanlislarina odaklandiklar
gorilmiistir.

Cizelge 8. Puanlayicilarin Davranislarina Iliskin Genel Gdzlemler

Davranis Kategorisi S Yizde (%)
Isaretleme ile yetinilmis 30 411
Hata tiirii belirtilmis 8 11.1
Ogrenciye uyarida bulunulmus 11 151
Hata diizeltilmis 47 64.4
[saretlemede kodlama yapilmis 2 2.7
Dilbilgisi hatalar1 dikkate alinmis 64 87.7
Yazim yanlislar: dikkate alinmig 35 47.9
Noktalama yanlislar1 dikkate alinmig 26 35.6
Sozciik yanliglart dikkate alinmis 31 42.5
Ifade yanlislar1 dikkate alinmis 32 43.8
Soylem tirt (mektup) 6zellikleri dikkate alinmig 12 16.4
Igerigin dogrulugu géz 6niinde bulundurulmus 5 6.8
Olgek kullanilmis 10 13.7

Puanlayicilarin Soylemlerine Yonelik Bulgular

Iki numaral1 arastirma sorusunun yanitlamak iizere katilimcilarin puanlama sirasinda
izledikleri yolu agikladiklart metinler ¢oziimlendiginde biri 6l¢ek kullanimi, digeri ise
odaklanilan yon olmak iizere iki ana boyut ortaya ¢ikmaktadir. Olgek kullanimina iliskin
boyutta katilimemnin dlgek kullandigina iliskin bilgi verip vermemesi, buna bagl olarak
herhangi bir 6l¢ek ¢izip gizmemesi, dlgekte puanlama yaparken her bir hataya ka¢ puan
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verecegi ve Olgekteki boliim sayisina iligkin veriler elde edilen veriler Cizelge 9’da
ayrintili olarak sunulmustur. Inceleme sonucunda &gretmenlerin ¢ogunlugunun, Slcek
cizerek degerlendirmeyi bu oOlgege gore gergeklestirdigi goriilmiistiir. Bununla birlikte,
katilimcilar 6l¢ek kullanimina iligkin farkli sdylemlerde de bulunmustur. Bu baglamda en
goze carpan fark, Cizelge 9’da da goriildiigii gibi, gelistirilen 6lgekteki bolim sayilarinin
farklilik gostermesidir. Diger bir fark ise puanlayicilarin ¢ogunlugunun o&lgekteki
boliimlere ayn1 veya farkli puanlar1 ngérmesidir.

Cizelge 9. Puanlayicilarin Olcek Kullanimina iliskin Séylemleri

Olgek Tercihleri S Yiizde (%)
Olgek kullandigini belirtme 4 55
Olgek ¢izme 26 35.6
2 1 1.4
3 3 4.1
Olgekteki boliim sayisi 4 9 12.3
5 7 9.6
6 1 14
Olgekteki her boliime ayn1 puan1 verme 16 21.9
Olgekteki her bdliime farkli puan verme 10 13.7
Olgekte puan kullanmama 2 2.7
Olgekte hata puan iligkisini sdyleme 3 4.1

Katilimcilarin =~ sOylemlerinden hareketle odaklandiklari veya g6z Oniinde
bulundurduklar1 yonlere iliskin ¢éziimlemeler ¢ok farkli tercihlerin var oldugunu ortaya
koymaktadir. Nitekim puanlayicilar inceledikleri kagitta biitiinlik, bagdasiklik,
baglasiklik, konuya uygunluk, igerik, dil kullanimi, tutarlilik, anlasilirlik, dilbilgisi,
noktalama, yazim yanlisi, sozciik bilgisi, sozclik sayisi, zaman, hedef kitle, amag, tiir
ozellikleri, metin boliimleri, diizen, kanitlar/6rnekler, kagit diizeni, yaz1 sekli, yaraticilik,
bicem, akicilik, dikkat ¢ekicilik, diisiinme bi¢imi, sinif i¢i katilim, yas, planlama ve diizey
gibi noktalar1 g6z oniinde bulundurduklarini belirtmektedirler. Bunlarin katilimei grubu
icerisindeki siklik diizeyleri ile oranlarina bakildiginda yalnizca 1’er katilimcinin hedef
kitle, sif ici katilim, yas, uyruk ve yaraticilik sozciikleriyle kodladigimiz degiskenleri
dikkate aldigi, bu saymin da her bir degisken i¢in %1.4’liikk bir orana karsilik geldigi
goriilmektedir. Hedef kitle tiretilen metnin kime yazildigini, simif i¢i katilim 6grencinin
derste gosterdigi performansi belirtirken yas, metni iiretenin ¢ocuk veya yetiskin olup
olmadigimin, uyruk ise metin {ireticisinin 6grenilen dil ile yakinlik ve uzaklik iligkisinin
g6z oniinde bulunduruldugunu gostermektedir. Katilimcilarin g6z 6niinde bulundurduklari
degiskenler arasinda kagit diizeni, akicilik, diisiinme bi¢imi, konuya uygunluk, biitiinliik,
kanitlar/6rnekler, tiir 6zellikleri, metin boliimleri, diizey, dil kullanimi, bagdasiklik, yazim
yanlisi, igerik ve noktalama dikkat ¢cekerken metnin diizeni, anlasilirlik, s6zciik bilgisi ve
dilbilgisi en fazla lizerinde durulan degiskenlerdir. S6zii edilen degiskenler konusunda
katilimcr  tercihlerini  gdsteren sayilar ile oranlar asagidaki ¢izelgede topluca
sunulmaktadir.
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Cizelge 10. Puanlayicilarin Puanlamada Dikkate Alinan Y6n Konusundaki Soylemleri

Odaklanilan Yon S Yiizde (%)
Hedef kitle 1 1.4
Simif i¢i katilm 1 14
Yas 1 14
Uyruk 1 14
Yaraticilik 1 14
Bigem 2 2.7
Tutarlilik 2 2.7
Zaman 2 2.7
Dikkat ¢ekicilik 2 2.7
Planlama 2 2.7
Yazi bigimi 3 4.1
Baglasiklik 4 5.5
Sozciik sayisi 4 55
Amag 4 55
Kagit diizeni 8 11.0
Akicilik 8 11.0
Diisiinme bigimi 8 11.0
Konuya uygunluk 9 12.3
Biitiinliik 10 13.7
Kanitlar/Ornekler 11 15.1
Tiir 6zellikleri 12 16.4
Metin bolumleri 14 19.2
Diizey 14 19.2
Dil kullanimi 15 20.5
Bagdasiklik 16 21.9
Yazim yanlis1 16 21.9
Igerik 20 27.4
Noktalama 20 274
Diizen 22 315
Anlagilirlik 24 32.9
Sozciik bilgisi 35 47.9
Dilbilgisi 68 93.2

Ozetlemek gerekirse, elde edilen veriler, aragtirma sorularina iliskin ¢ok sayida
bulguyu ortaya koymaktadir. Birinci bulgu kiimesi, 6gretmenlerin degerlendirdikleri kagit
iizerinde yaptiklart islemleri ilgilendirmektedir. Buna gore, Ogretmenler arasinda
isaretleme yaklasimlar1 konusunda ortak bir tercih gozlenmemektedir. Kimileri altini
cizmek veya daire i¢ine almak gibi isaretleme yaklagimlarini tercih ederken az sayida da
olsa kimileri hata tiiriinii belirterek isaretlemeyi tercih etmistir.

Ikinci bulgu kiimesi dgretmenlerin verdikleri puanlar ilgilendirmektedir. Buna gore,
katilimer 6gretmenler ayni kagida 6nemli 6l¢giide farkli puanlar vermektedir. Nitekim ayni
kagida 40 ile 100 puan arasinda degisen puanlar verilmistir. Ugiincii bulgu kiimesi 6lgek
kullanimina iliskin uygulamalar ilgilendirmektedir. Buna gore, hi¢ 6lgek kullanmayanlar

© 2023 Journal of Language Education and Research, 9(2), 362-404



Analysis of Raters’ Scoring Behaviours in the Assessment of Writing 397

oldugu kadar, 6l¢ek kullananlar da vardir. Dordiincli ve son bulgu kiimesi cinsiyet,
calisilan kurumun niteligi, deneyim ve calisilan kademeye gore, verilen puanda fark olup
olmadigna iligkindir.

Son bulgu kiimesi katilimcilarin 6lgme degerlendirmede odaklandigi yone iliskin
olup bu noktada katilimcilarin 6nemli bir boliimii yazili anlatim {iriiniintin dilbilgisel
boyutuna odaklandigi anlasilmaktadir. Onu sirasiyla sozciik bilgisi, anlasilirlik, diizen,
noktalama ve icerik boyutlar1 izlerken bunlar da dilbilgisel boyuta dahildir. Bagdasiklik,
dil kullanimi, metnin bdliimleri gibi dilbilgisi dist boyutlar gorece daha az sayida katilimet
tarafindan goz oniinde bulundurulmaktadir.

Tartisma

Katilimc1 6gretmenlerin puanlama tercihlerinde dnemli farkliliklar olduguna yonelik
bulgu birkag yonden iizerinden durulmasi gereken bir bulgudur. Oncelikle, katilimei
Ogretmenlere herhangi bir 6lgek verilmeksizin puanlama yapmalarinin beklenmis olmasi
nedeniyle puanlamada farklilik olmasi dogal bir sonuc¢ olarak goriilebilir. Nitekim
alanyazinda Olgek verildiginde bile puanlayicilarin puanlamalarinin farkli oldugunu
gosteren ¢ok sayida calisma (Bachman, 2004; Engelhard ve Myford, 2003; Hunter ve
Docherty, 2011; Liu, 2022; Seker, 2018,) mevcuttur. Ote yandan, bu farkliliklarin 40 ile
100 gibi genis bir aralikta gerceklesmesi puanlayicilarin verdikleri puanlari giivenirlik
bakimindan kugkulu hale getirmektedir. Puanlayicilarin puanlamalarinin digiik giivenirlik
sergilemesi Gyagenda ve Engelhard (2009) tarafindan gerceklestirilen, 20 puanlayici
Ogrencinin 366 kompozisyonu Olcek kullanarak puanladiklari arastirmanin sonuglariyla
uyumludur. Ciinkii s6z konusu aragtirmada puanlayici egitimi verilen 20 puanlayicinin
verdikleri puanlar arasinda giivenirlik katsayisi diisiik ¢ikmigtir. Ayni arastirmadan elde
edilen bulgular ile bizim bulgularimiz, dlgek verilsin verilmesin veya egitim almis olsun
olmasin Ogretmenlerin puanlamada farkli tercihlerde bulunduklarin1 godsteriyor olmalari
bakimindan dikkate degerdir. Puanlamadaki bu farklilik olusturulan Glgekteki boyutlarin
tamaminda gozlenirken bizim arastirmamizda da katilimci 6gretmenlerin  6lgek
olusturduklarinda olgekteki her bir boyuta ayni veya farkli puan Ongordiikleri
gdzlemlenmistir. Olgekteki boyutlarin farkli puanlanmas, bir yaniyla puanlayicidan diger
yaniyla degerlendirilen boyutun mutlak deger olarak ifade edilemiyor olusundan
kaynaklanabilmektedir. Puanlayicinin, ilgili boyutu Onemli goriip gérmemesi,
degerlendirirken gerekli 6zeni ve dikkati gosterip gdstermemesi puanlayicidan kaynakli
farkliliklara yol agabilirken degerlendirilen boyutun dogast geregince tek ve iilkiisel bir
yanitinin olmamasi da degerlendirilen boyuta bagli farkliliklara yol agabilmektedir. Ote
yandan dilbilgisi gibi kimi boyutlar gérece daha mutlak deger olarak ifade edilebilmesine
ragmen farkli puanlaniyor olmasi tiim ¢abalara ragmen degerlendirme siirecinde puanlama
farkliliklarinin ortadan kaldirilamayacagini diisiindiirmektedir. Seker (2018)’in Tiirkiye’de
bir okulda calisan ii¢ Ingilizce Ogretmeni ile gergeklestirdigi ¢alismasinda yazma
becerisinin degerlendirilmesinde puanlayici/6gretmenin davraniglart konusunda benzer
sonuclar ortaya koymaktadir. S6z konusu calismanin gergeklestirildigi okulda yazma
becerisi &nceden hazirlanmis standart bir olgek ile degerlendirilmistir. Ogrenciler
tarafindan iretilen ve okul sistemi i¢inde siav olarak kullanilmis olan paragraflardan
diisiik diizey, orta diizey ve iyi diizeydekiler esit sayida olacak bigimde toplamda 75
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paragraf se¢ilmis ve lic 6gretmenden ii¢ glin i¢inde bu paragraflarin 25 tanesini ayn1 6lgegi
kullanarak puanlamalar1 istenmistir. Daha sonra diger 25’ini ii¢ Ogretmen tartisarak
beraber puanlamistir ve bu tartisma kayit altina alinmistir. Ug hafta sonra ise kalan 25
paragrafi bireysel olarak ayni 6lgekle puanlamalari istenmistir. Ilk puanlamadan elde
edilen veriler incelendiginde {i¢ 6gretmenin de ayni dlgegi kullanmasina ragmen farkli
puanlar verdikleri goriilmiistiir. Ogretmenlerin dlgekte yer alan dilbilgisel dogruluk,
sOzliiksel dogruluk, s6zdizimsel dogruluk, diizen, mekanik ozellikler gibi boyutlarda farkli
yargilarda bulunduklar1 anlagilmistir. Yapilan istatistiki islem sonucunda ii¢ 6gretmenin
Olcekteki maddelere verdikleri puanlarin birbirleriyle uyumlu olmadigi goriilmistiir.
Ogretmenlerin beraber tartisarak puanlama yaptiklar1 oturum kayitlar1 izlendiginde
Ogretmenlerin ilk giin puanlama kararlarimin nedenleri konusunda cekince yasadiklari
goriilmiistiir. Ikinci giin 6gretmenlerin rahatladigs, birbirleriyle fikir alisverisinde olduklar
ve belli boyutlarda ayr1 ayr1 uzmanlik sergiledikleri tespit edilmistir. Ornegin dilbilgisel
dogruluk konusundaki tartismalarda bir 6gretmenin iddias1 dayanak olarak alinirken diizen
konusunda baska bir O6gretmenin gorlisiiniin temel alindigi bulgulanmistir. Ayrica
puanlama siirecinin ilk giin daha uzun siirdiigii ancak giderek kisaldigi da arastirma
bulgular1 arasindadir. Siire¢ sonunda ogretmenlerin yaptiklar1 puanlamayi daha adil
bulduklari, tek basina karar vermedikleri i¢in sorumlulugu paylastiklar1 anlasilmistir. Ug
hafta sonra bireysel olarak yapilan puanlama verileri incelendiginde Ogretmenlerin
dilbilgisel dogruluk, sozliiksel dogruluk, diizen ve mekanik boyutta benzer puanlama
yaptiklar1 goriilmiistiir. Calisma; ayni standart 6lgegi kullansalar bile 6gretmenlerin ayni
kagitlar farkli sekillerde puanladiklarini; 6gretmenlerin bir kism1 yapiya odaklanirken, bir
kisminin dogruluga, bir kisminin da akicilifa odaklandigint gostermistir. Seker (2018)’in
caligmasinin dikkat ¢ceken bulgularindan biri 6gretmenlerin toplamda {i¢ giin siliren tartisma
siirecinin  farkli asamalarinda farkli tepkiler ortaya koymus olmalaridir. Nitekim
katihmcilar tartisma yaparak gergeklestirdikleri puanlamanin ilk gilinlinde sessiz ve
tereddiit iceren davraniglar sergilerlerken ilerleyen giinlerde puanlama konusunda tereddiit
hissetmeden fikir tartigmalar1 yapar ve daha Ozgiivenli kararlar alir hale gelmislerdir.
Ayrica 6gretmenlerin kullandiklar1 6lgegi de tartistiklar: ve dlgegin yetersiz kaldig: yonleri
belirledikleri gorilmiistir. Daha sonra tekrar yapilan bireysel degerlendirmede
ogretmenler arasindaki farklilik azalmis, tartisma yoluyla puanlama kisminda edindikleri
deneyim ve bilgileri kendi puanlamalarinda kullandiklar1 goriilmiistiir. Dolayisiyla ¢alisma
puanlama siirecinde paydaglarla is birligi ve tartisma iginde olmanin puanlayicilar
acisindan Onemli katkilar1 oldugunu ve degerlendirme siirecine tutarlilik kattigini
gostermektedir. Seker (2018)’in bulgulariyla karsilastirildiginda arastirmamizdan elde
edilen bulgular, aragtirmamiza veri saglayan katilimcilarin bireysel olarak oOnerdikleri
Olceklerdeki farkliliklar ile kimi yonleriyle tutarsiz 6lgek hazirlama girisimlerinin benzer
oldugunu ortaya koymaktadir.

Puanlama tercihlerinde kadin ve erkek puanlayicilar arasinda kadinlar lehine anlaml
bir farklilik bulunmasi alanyazindaki Kimi arastirma verileriyle (Peterson, Childs ve
Kennedy, 2004) uyusmazken cinsiyete bagh olarak puanlamada farkliliklarin
bulundugunun gozlendigi arastirmalar (Gyagenda ve Engelhard, 2009) da mevcuttur.
Nitekim Peterson, Childs ve Kennedy (2004) tarafindan Kanada’da anadili 6gretimi
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alaninda ¢alisan 108 6gretmenle gerceklestirilen arastirmada iki kiz ve iki erkek 6grenci
tarafindan tretilen Oykiileyici ve tartismacit kompozisyonlar1 puanlamalar1 istenmis,
ogretmenlerin verdigi puanlar arasinda puanlayicinin cinsiyetine gore sadece bir
kompozisyon fark oldugu, cinsiyetler arasi farkliliga dair tutarli sonuglar olmadigi ve
puanlanan irliniin {reticisinin cinsiyetine bagli olarak anlamli bir fark olmadigi
gozlenmemistir. Buna karsilik, Gyagenda ve Engelhard (2009) tarafindan yapilan
caligmada 6grencilerin cinsiyeti agisindan bakildiginda erkek ve kiz 6grenciler arasindaki
farkliliklarin  kizlar lehine anlamli oldugu goriilmiistiir. Arastirmada bu farkliligin
gerekgesinin, kiz 6grencilerin yazma becerisinde daha basarili olduklarina dair hakim olan
bir inanis veya 6gretmenlerin erkek Ogrencilerin yazma becerisini gelistirmek i¢in onlar
tarafindan {iretilen {irtine daha ¢ok odaklanmasi olabilecegi belirtilmistir. Ancak bu
arastirmada 20 egitimli puanlayicinin cinsiyeti incelemelerde dikkate alinmamis ve
puanlayicilarin cinsiyet agisindan dagilimlari verilmemistir.

Arastirma bulgularimiz arasinda 6lgek olusturulurken bolim sayisinin ve boliim
basma diisen puanlarin kimi katilimcilarda aymi kimilerinde farkli olarak belirlenmis
olmasi katilmcr 6gretmenlerin aymi {riinii farkli sekillerde algiladiklarimi gostermesi
bakimindan 6nemlidir. Biiyiik cogunlugu 6gretmenlik formasyonuna sahip katilimcilarin
bu yonde sergiledikleri tercih farkliliklart Wang vd. (2017) tarafindan gerceklestirilen
arastirma verileriyle kosutluk gostermektedir. Uzmanlarca saglanan puanlama egitimini
alan 20 puanlayici, yedinci siif dgrencilerince yazilmis 100 kompozisyonu kendilerine
saglanan c¢oziimleyici Olgek araciligiyla puanladiklari sirada yiiriitiilen gozlemler ile
Puanlayic1 Algisim1 belirlemeye yonelik formdan elde edilen veriler, puanlayict egitimi
veren uzmanlarla puanlayicilarin yani sira puanlayicilarin kendi aralarinda birgok noktada
farkli goriislere sahip olduklarini ortaya koymustur. Ornegin puanlayicilar ile egitim veren
uzmanlar puanlamast en zor kompozisyonun sec¢iminde, puanlayict hatasina yol agan
boéliimler, yazili iirlinlin odak noktasi, metnin alimlanmas1 ve fikirlerin diizenlenmesi
konularinda uyusmazliklar oldugu goriilmiistiir. Bu uyusmazliklar ayni 6lgek kullanilsa
bile bunun puanlayicilar i¢in yeterince agik ve anlasilir olmamasi durumunda farkli
sonuglara yol agabilecegini gdstermesi bakimindan énemlidir. Ote yandan dlgek ne kadar
gecerli ve giivenilir olursa olsun puanlayicinin bilgisinin, birikiminin ve dikkatinin dl¢egi
algilamada ve kullanmada daha belirleyici oldugunu akla getirmektedir.

Arastirma bulgularimiz arasinda, degerlendirilen yazili {irliniin odaklanilan
boyutlarinin hem asir1 ¢esitlilik gostermesi hem de aslinda ayni kavramlarin farkl
terimlerle ifade edilmesi puanlamay:1 yapan katilimcilarin bu noktadaki birikimlerinin
farkl1 oldugunu ortaya koymaktadir. Ornegin dlgekte dilbilgisi baslig: altinda yer verilen
boliim soézdizimi, yazzim ve noktalamay1 igeren bir list bashik olmasi gerekirken bu ii¢
bilesenin yaninda diger bir bilesen olarak degerlendirilmistir. Benzer bicimde dil
kullanimi1, bagdasiklik, baglasiklik, bitiinliik, tutarlilik ve akicilik basliklar1 altinda
degerlendirilen boyutlardan bazilar1 anlam bakimindan belirsiz olup puanlayicinin 6rnegin
tutarlilik, biitiinliik ile bagdasiklik ve bagint1 arasinda fark goriip gérmedigi sorusunu akla
getirmektedir. Kald1 ki dil kullanimi kavrami ile kastedilenin de yukarida siralanan
boyutlar1 kapsamasi gerekirken ayri bir baslik olarak degerlendirilmesi bu konuda
puanlayicilarin farkli bakis agilarina ve algilara sahip oldugunu gostermektedir. Bu bulgu,
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Wang vd. (2017)’nin arastirmasinda varilan daha fazla 6rnek uygulama yapilmasi gerektigi
yoniindeki sonuca ek olarak, puanlayici egitiminde yazili anlatimin farkli boyutlarina
iliskin ayrimlarin daha kesin ¢izgilerle ortaya konmasi ve bunlar iizerinde oOzellikle
durulmasi1 gerektigini diisiindiirmektedir. Rahayu (2020)’nin yazma becerisinin
degerlendirilmesi konusunda Endonezya’da ikinci dil olarak Ingilizce &greten 56
Ogretmenle yaptig1 calismada elde ettigi bulgular bu diisiincemizi giiclendirmektedir. S6z
konusu arastirmada ogretmenlerden degerlendirme yontem ve tekniklerine dair sorulari
iceren anketi cevaplamalarini ve ayrica Oykiileyici tiirde yazilmis olan iki kompozisyonu
verilen ¢Ozlimleyici Ol¢ek ile puanlamalarini istemistir. Dort boliimden olusan anketteki
sorular yazma becerisinin degerlendirilmesine yonelik bilgiyi, puanlama dogrulugunun
etkililigini, yazma becerisinin degerlendirilmesindeki sec¢imlerin etkililigini ve yazma
becerisinin degerlendirilmesindeki algilarini belirlemeye yonelik olarak hazirlanmistir.
Anketten elde edilen veriler 6gretmenlerin, yazma becerisinin degerlendirilmesine iliskin
bilgilerinin, yazma becerisinin degerlendirilmesindeki se¢imlerinin etkililiginin, puanlama
dogrulugunun etkililiginin ve yazma becerisinin degerlendirilmesi uygulamasindaki
algilarinin; puanlamadaki basarilarini giivence altina almadigini gostermistir. Diger bir
deyisle Ogretmenlerin ankette verdikleri yanitlar ile puanlama davranislari tutarlilik
gdstermemistir. Ogretmenlerin yazma becerisinin degerlendirilmesine iliskin bilgilerinin,
yazma becerisinin degerlendirilmesindeki segimlerinin etkililiginin ve yazma becerisinin
degerlendirilmesi uygulamasindaki algilarinin artmasi puanlamalarini olumsuz etkilerken
puanlama dogrulugunun etkililiginin artmasi puanlamalari olumlu etkilemistir. Caligma
sonucunda Ogretmenlerin puanlamadaki etkililiginin degerlendirmedeki 6gretmen
kalitesini etkiledigini anlagilmistir.

Puanlayicilarin  dilbilgisine ve yazili {riiniin bigimsel boyutuna daha fazla
odaklandiklarim1 gosteren arastirma bulgularimiz, alanyazinda yaygin olarak yer alan
verilerle uyumludur. Weigle ve Montee (2012)’nin yazma becerisinin biitiinlesik bir
yaklagimla degerlendirilmesi siirecinde puanlayicilarin algilarini konu alan calismalari,
puanlayicilarin yazili {iriiniin bicimsel bilesenlerine farkli sekilde 6nem verdiklerini
gosterirken yazma siirecinde O6grencilerin kullandigi alimlama teknigine kars1 da farkli
tavirlar sergilediklerini ortaya ¢ikarmustir.

Sonuc¢ ve Oneriler

Yabanci dil 6gretmenlerinin yazma becerisinin 6l¢iilmesinde kullandiklar1 puanlama
davraniglarinin incelenmesinin amaglandigi bu ¢alisma, arastirmaya veri saglayan yabanci
dil o6gretmenleri olan puanlayicilarin yazili anlatim {riiniinii puanlarken ¢ok farkli
davraniglar sergiledigini ortaya koymaktadir. Arastirma sinirliliklarina ragmen alanyazinda
sorun oldugu belirtilen yazma becerisinin degerlendirilmesi siirecine yonelik Onemli
sonuglar ortaya c¢ikarmistir. Bu cer¢evede yabanci dil dgretmenlerinin yazma becerisini
O0lcme amagl olarak {irettirilen bir iirlinli puanlarken degerlendirme Olgiitii kullanip
kullanmadigina yonelik sorunun biitiiniiyle olumlu bir bi¢imde yanitlanamayacagi
goriilmektedir. Nitekim Orneklem grubunda degerlendirme olgiitii kullananlarin siirl
saylida oldugu goriilmektedir. Puanlayicilarin puanlama yaparken sergilemis olduklari
davraniglarin ne kadar cesitlilik gosterdiginin belirlenmesine ve olgiit  kullanip

© 2023 Journal of Language Education and Research, 9(2), 362-404



Analysis of Raters’ Scoring Behaviours in the Assessment of Writing 401

kullanmadiklarma yonelik farkli orneklem gruplariyla ¢alisma yapilmasinin, bu
arastirmada elde edilen bu sonucun genellestirilebilmesi icin yararli olacagi
diistiniilmektedir.

Ogretmenlerin yazma becerisini 8lgme amagl olarak iirettirilen bir {iriinii puanlarken
iriiniin  hangi boyutlarina odaklandiklarin1 belirlemeye yonelik soru ise alanyazin
verileriyle uyumlu olarak 6gretmenlerin daha ¢ok bicimsel boyuta odaklandiklar1 seklinde
karsilik bulmustur. Oysaki yazma becerisinin degerlendirilmesinde tiim boyutlarin goz
onilinde bulundurulmasi gerektigi alanyazinda pek ¢ok calisma tarafindan onerilmistir. Ek
olarak, aragtirmanin ii¢ numarali sorusuna yanit olarak sinirli sayida puanlayicinin hata
tirleri arasinda ayrim yaptigini ve hatanin agirligi ile puan arasinda denklik kurdugunu
gosteren veriler elde edilmistir. Bu noktada oOgretmenlerin yazma becerisinin
degerlendirilmesi konusundaki bilgilerinin smirli oldugu diisiinlilmiistiir. Dolayisiyla,
ogretmen  yetistiren kurumlarin  6gretim  programlarinda yazma  becerisinin
degerlendirilmesi ile ilgili derslere yer vermesinin gerekli oldugu goriilmektedir. Ayrica,
hali hazirda 6gretmen olarak calisanlar i¢in ¢esitli kurslar veya seminerler araciligiyla bu
konudaki bilgi eksikliginin giderilmesi alan i¢in 6nem arz etmektedir.

Son olarak yas, cinsiyet ve deneyim ile puanlama davraniglar arasinda fark olup
olmadigina yonelik arastirma sorusu kadinlarin erkek puanlayicilara gore; kamu
kurumlarinda calisanlarin 6zel kurumlarda calisanlara gore; birden ¢ok kademede ve
tiniversitede gorev yapanlarin digerlerine gore daha yiiksek puanlar verdigi; buna karsilik
deneyim ile verilen puanlarin yiiksekligi arasinda anlamli bir iliski olmadig1 seklinde
karsilik bulmustur. Bu farkliliklarin daha farkli ve fazla 6rneklem grubunda da olup
olmadiginin anlasilmasi ve bu farkliliklarin altinda yatan nedenlerin belirlenmeye
calisilmast yazma becerisinde puanlayict etkisi konusundaki c¢alismalara yeni boyut
kazandirabilir. Puanlayici etkisine neden olan etmenlerin belirlenerek ortadan kaldirilmaya
caligilmasi yazma becerisinin degerlendirilmesi siirecinin daha giivenilir olmasini saglar.
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Introduction

It has long been recognized that culture plays a crucial role in the teaching and
learning of languages (Alptekin, 1993; Brown, 1986). The concept that the connection
between language and culture is unbreakable has faced challenges in the realm of sociology.
However, when viewed from the perspective of psychology, language acquisition can be
considered a journey profoundly entwined with culture. According to this view, teaching
culture involves more than just teaching discrete facts as a pedagogical approach. On the
other hand, from the sociological perspective of teaching culture, learners no longer solely
rely on such inextricable relationships but rather accept the fact that when discourse comes
into play, language and culture may be considered separable (Risager, 2006). This means
that when one diverges from the notion that exclusively recognizes “native” culture and
“native” speakers as the sole benchmarks for language learning, one also embraces the
concept of English as a lingua franca (ELF). In this scenario, communication takes place
among diverse individuals speaking English as their additional language while possessing
distinct cultural assets.

Indeed, English, as the lingua franca of the globalized world, has already become the
predominant medium of communication within the interconnected global realm. This brings
about a great deal of variation in terms of language use given that the majority of this
communication is performed by second-language (L2) speakers of English (Eberhard et al.,
2020). In line with this, concepts such as World Englishes (WE) and ELF have gained
popularity. One fundamental principle emphasized by these paradigms is the importance of
including diverse pronunciation models in English as a second language (L2) classrooms
rather than exclusively focusing on standard English accents (Jenkins, 2006). To facilitate
effective communication amid such diversity, it is essential for interlocutors to possess
intercultural communicative competence (ICC), which essentially means the ability to
engage with individuals from diverse cultural backgrounds (Byram, 2021). ICC is
considered to be an indispensable ability for all who strive for effective communication
across cultures and nations for different reasons, such as business, education, or tourism to
establish connections that successfully bridge cultural barriers (Van Houten & Shelton,
2018). Based on the assumption that intercultural competence fosters deeper understanding
and respect, one can expect that individuals who are non-native English speakers (L2
speakers) and possess a strong level of intercultural competence (IC) will demonstrate a
heightened propensity to engage in communication with individuals from diverse cultural
backgrounds (Lee, 2020). Additionally, they are expected to demonstrate an awareness of
and appreciation for cultural differences while simultaneously showing a reduced likelihood
of harboring stereotypes and biases towards various accents and varieties of English
(Derwing et al., 2002).

Research has shown how L2 English accent perception affects a variety of factors
ranging from a speaker’s comprehensibility (i.e., how difficult or easy it is to understand the
speaker) (Saito et al., 2019) to their perceived competence in professional life (Baquiran &
Nicoladis, 2020). Hence, understanding how L2 learners perceive different English accents
and the impact of these perceptions on intercultural communication is essential for language
educators and learners seeking to develop their intercultural competence. Existing research
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provides valuable insights into the prominence of preparing L2 speakers to adopt strategies
for cross-cultural communication by enhancing their perceptions of different varieties of
English (Matsuda, 2017). Nevertheless, empirical studies are yet to determine the link
between L2 learners/speakers’ English accent perceptions and their competence in
intercultural communication, which could ultimately inform language education practices
for fostering more effective intercultural communication in diverse contexts. This study aims
to address this gap by examining how tertiary-level EFL speakers’ perceptions of English
accents relate to their ICC level.

Literature Review

Perception of English Accents

Regardless of their native language, everybody has an accent which is defined as
“the phonological characteristics of speech” (Derwing et al., 2014, p. 65). L2 speech with
an accent is described as “nonpathological speech produced by second language (L2)
learners that differs in partially systematic ways from the speech characteristic of native
speakers of a given dialect” (Munro, 1998, p. 139). With the increased popularity of WE or
ELF paradigms, which embrace and support the variety of accents of L2 speakers, it has
been widely acknowledged that the “standard” pronunciation models should no longer be
the only models for language learners (Jenkins, 2006). Although L2 speakers’ perceptions
of the degree of L2 accent have been found to affect the perceived degree of
comprehensibility, these are known to stem from unsubstantiated claims that as a
pronunciation model, the L1 accent is the only correct model of pronunciation (Kim, 2008;
Lindemann, 2005).

However, despite the support behind the ELF paradigm which appreciates diversity
in L2 accents, research has also shown that the listeners’ perceptions are mainly shaped by
factors such as social attitudes, stereotyping, L2 accents, and pronunciation (Kang & Rubin,
2009; Reid et al., 2019). Numerous studies exploring learners’ preferences for L2 English
accents have consistently shown that a significant majority of learners prefer native-like
pronunciation standards or hold a more favorable opinion of native-like English accents
(e.g., Li, 2009; Lindemann, 2003; Timmis, 2002). In a recent mixed-methods investigation
conducted by Tsang (2020), L2 learners’ perceptions of different L1 and L2 accents were
assessed with respect to their appropriateness for an English teacher, their effectiveness as
learning models, and their ability to capture learners’ attention. The findings indicated that
learners rated teachers with L1 English accents higher on suitability and for holding learners’
attention. The qualitative findings not only reinforced the quantitative outcomes but also
supplied additional validation. L2 English learners expressed that English instructors with
L2 accents, who lacked proficient pronunciation skills, unintentionally proved to be
inadequate language role models for their students. This, in turn, resulted in learners
encountering embarrassing situations and communication breakdowns. However, it should
be noted that the location of the learners might be an influential factor in learner perceptions.
Kang (2015) investigated the L2 English learners’ perceptions and beliefs regarding L2
pronunciation learning and L2 accents. The findings showed that as opposed to L2 learners
residing in expanding circle countries (e.g., Tiirkiye, Spain), those located in inner and outer
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circle countries expressed higher levels of discontentment with their present pronunciation
curriculum, primarily due to factors such as the perplexity arising from multiple
pronunciation models, instructors’ exclusive focus on a single accent variety, and a lack of
emphasis on incorporating English as a global language. Consequently, a more
comprehensive integration of the WE concept within the language classrooms was
emphasized.

Given that various paradigms approach the way L2 accent is/should be perceived
from varying perspectives, one way to turn this conflict into mutual respect and
understanding could be through increased tolerance and understanding of L2 varieties.
Research has indicated that specialized training programs aimed at fostering awareness of
ICC and the diversity of L2 accents have the potential to cultivate positive attitudes. At the
same time, these programs may help alleviate apprehension and ambiguity in collaborative
interactions with individuals from diverse ethnic and linguistic backgrounds (e.g., Kang et
al., 2015). This includes training listeners, speakers, and raters of L2 English alike on the
legitimacy of WE or ELF (Derwing & Munro, 2015; Kang & Yaw, 2021; Ramjattan, 2022)
for fostering “social and cultural language awareness, promoting understanding and
tolerance, and boosting communicative competence” (Fang & Yuan, 2011, p. 107).

However, it should be noted that while such training could positively affect attitudes,
it is a relatively slow process (Fang & Yuan, 2011, p. 107), and the perceived degree of
comprehensibility or intelligibility was not found to be influenced (Derwing et al., 2002). In
addition, there are a variety of other factors affecting the attitudes toward L2 speech such as
the proficiency of the L2 speakers (Ludwig & Mora, 2017; Nymeyer et al., 2022), social
bias (e.g., Reid et al., 2019), or accent familiarity (Kahng, 2023; Winke et al., 2013; see also
Hayes-Harb et al., 2008). Therefore, it may be unrealistic to expect everyone to become
equally competent in intercultural communication even when they receive training on the
awareness of ICC. Previous studies have shown that when evaluating second language (L2)
speech, raters who were more tolerant, prioritized different linguistic factors over
nativelikeness, and demonstrated a greater willingness to accept specific accent varieties of
English for effective communication (Derwing et al., 2002; Saito et al., 2019). Therefore,
there is a need to examine the role of various background variables in the assessments of L2
speakers.

Understanding Intercultural (Communicative) Competence

IC is defined as a multidimensional framework of knowledge, attitudes, skills, and
beliefs that constantly evolves as new knowledge about target cultural concepts assimilates
into the person’s experience (Byram & Wagner, 2018; Deardorff, 2020). As a corollary to
this way of looking at language and culture, Byram and Wagner (2018) maintained that
terms such as “intercultural,” “intercultural competence,” and “intercultural speaker” were
coined and used to challenge the idea of native speakers and their competence in language
education. In the view of Fantini (2006), intercultural competence can be described as “a
complex of abilities needed to perform effectively and appropriately when interacting with
others who are linguistically and culturally different from oneself,” which involves various
fields such as “relationships, communication, and collaboration,” or aspects such as
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“knowledge, attitude, skills, and awareness,” or characteristics such as host language
proficiency (p. 12, emphasis in original). Alternative terms were also proposed in place of
IC including “biculturalism,” “cultural and intercultural sensitivity,” “global-mindedness,”
“plurilingualism,” “multiculturalism,” (Fantini, 2018, p. 32) or “transcultural competence”
(Biell & Doff, 2014). Fantini (2018, p. 32-33) maintains that all of these definitions represent
“incomplete aspects of a more complex phenomenon” and proposes to use the term
“intercultural communicative competence” since it endeavors to comprehensively represent
the communicative aspect of intercultural competence with the inclusion of “speaking,
behaving, and interacting.” According to Fantini (2018), ICC comprises five components,
as shown in Figure 1.

Figure 1. Components and Aspects of ICC (Adapted from Fantini, 2018, p. 35)

99 ¢¢

Characteristics/
attributes

proficiency

[Abilities (able to) Target language ]

Intercultural
Communicative
Competence

Dimensions A longitudinal,
developmental process

The first subcomponent of ICC involves “flexibility, humor, patience, openness,
interest, curiosity, empathy, tolerance for ambiguity, and suspending judgments, among
others,” which could be both situational/contextual factors as well as in-born traits and may
help educators in increasing their awareness of the characteristics that could be improved
through their educational endeavors. The next big component is the abilities or domains
which are summarized as “the ability” to “establish relationships, communicate well,” and
collaborate.” Next, there are four dimensions, which are “(positive) attitudes/affect, skills,
knowledge, and awareness,” with awareness constituting a key role among the others.
Finally, Fantini also mentions proficiency in the target language and “levels of attainment”
as the other key components in ICC. According to his predefined levels, individuals could
be categorized as “Level 1: Educational traveler,” “Level II: Sojourner,” “Level IlI:
Professional,” and “Level IV: Intercultural/multicultural specialist” (Fantini, 2018, p. 35-
38). These components help explain the concept of ICC better by clarifying some of the
more general terminology and approaches to IC in other academic domains making it more
relevant to language education.

An alternative model proposed by Byram (1997, 2021) for explaining 1(C)C involves
the dimensions of knowledge, attitudes, skills, and education. According to the ICC model
proposed by Byram (1997, 2021), attitudes refer to the perceptions related to the individuals’
“cultural meanings, beliefs, values, behaviours they exhibit; such attitudes often remain
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implicit in their interaction with interlocutors from their own social groups” (pp. 44-45). The
knowledge dimension comprises (a) “knowledge of one’s own social groups and their
cultures and similar knowledge of the interlocutor’s social groups and cultures,” and (b)
“knowledge of the processes of interaction at individual and societal levels” (p. 46). The
dimension of skills involves individuals’ (a) being able to interpret a document from a
different country than their own by drawing on the knowledge of their own and other
environments. It also comprises discovery, which may or may not be performed in
interaction with society. An individual performs this when there is a gap or low familiarity
with the countries and cultural information. Even though all of these dimensions may be
acquired without formal education, teachers can incorporate them into their classroom
instruction (Byram, 2021). As part of the discussion of his model, Byram (2021) also defines
a sojourner, indicating that language learners seeking to be interculturally competent in
communication should strive to become sojourners. According to him, as opposed to a
tourist, a sojourner “has the opportunity to learn and be educated, acquiring the capacity to
critique and improve their own and others’ conditions, actions which are ‘political’” (p. 2).
However, Byram also indicates that although the wish is for them to reach the perspective
of a sojourner by “experiencing and analyzing other ways of life...[and] change in
themselves—whether they travel or not—in sum to be educated through language learning”
(p. 3). Despite the primary role of foreign language learning, he adds that the teaching and
assessment of ICC should not be confined to the teaching of languages, since subjects such
as literature, history, and geography expose students to other cultures and experiences
(Byram, 2021, pp. 5-6). In this vein, Byram and Wagner (2018) underscore that the purpose
of culture learning should be to prepare language learners as intercultural communicators:

What is especially important for educators and students to reflect on is the difference between being
able to live in two cultures (or being bicultural, as if one were two native speakers in one person),
often seen as the ill-conceived and impossible ideal toward which to strive in teaching and learning,
and being able to act as a mediator between people of two or more different cultural and linguistic
contexts, using one’s intercultural skills and attitudes. (p. 145)

However, they also add that IC should not be considered a “by-product of language
teaching,” and thus second language (L2) teachers should make an effort to raise L2
learners’ awareness as interculturally and communicatively competent speakers through
language teaching (Byram & Wagner, 2018, p. 147).

Much attention has been devoted to ICC in English language learning and teaching
in the context of Turkey (e.g., Alptekin, 1993; Atay et al., 2009; Bektas-Cetinkaya & Celik,
2013; Demircioglu & Cakir, 2015; Gedik Bal & Savas, 2022; Kazykhankyzy & Alagozli,
2019; Saricoban & Oz, 2014), and depending on the context and the participant profiles, the
ICC level has varied. Research has also shown that individuals’ ICC might be affected by a
variety of factors such as overseas experience (Hismanoglu, 2011), interaction with English
speakers in digital contexts (Lee, 2020), language proficiency (Nymeyer et al., 2022), or
being trained/educated on cross-cultural communication (Hismanoglu, 2011). Furthermore,
empirical research studying the relationship between the perceptions of English accents and
ICC is limited. Lee (2020) conducted a study examining the interplay between informal
digital learning of English, perceptions of varieties of English, and the use of strategic
competence in cross-cultural communication. The study’s findings revealed that the way
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individuals perceive different accents acts as a mediating factor in the association between
digital learning and the use of strategic competence for cross-cultural communication.

The Current Study

Previous studies have shown individuals with higher awareness of cultures other than
their own will be more competent in cross-cultural communication. With the premise that
intercultural competence brings about more tolerance and less stereotyping, the present
study aims to examine tertiary-level EFL speakers’ intercultural competence in relation to
their perceptions of the speakers’ traits with different accents of English by addressing the
following research questions:

1. How do Turkish EFL speakers perceive various English accents spoken by

Spanish, Hindi, Korean, and American English L1 speakers?

1a. What impact does the year of enrollment in the degree program (1st year
compared to 2nd year) have on the perceptions of speakers with different
accents of English?

1b. How is self-reported proficiency related to the perceptions of speakers
with different accents of English?

2. What is the self-reported degree of intercultural communicative competence

among Turkish EFL speakers?

2a. What impact does the year of enrollment in the degree program (1st year
compared to 2nd year) have on the self-reported intercultural communicative
competence?

2b. How is self-reported proficiency related to the self-reported degree of
intercultural communicative competence?

3. How are the perceptions of English accents among Turkish EFL speakers related
to their self-reported level of intercultural communicative competence?

Methodology

Research Design

This study utilizes a quantitative paradigm and a noninterventionist correlational
approach that “focuses on gathering data on two (or more) measures from a single group of
subjects” and examines variables “to determine if they are related and, if so, the direction
and magnitude of that relationship” (Tavakoli, 2013, pp. 115-116). To investigate whether
there may be a connection between EFL speakers’ perceptions of various English accents
and their self-reported scores on intercultural communicative competence, data were
gathered through a web-based survey.

Publication Ethics

Ethical permission was granted by the Kiitahya Dumlupmar University Ethics
Committee, dated April 27, 2023, with decision number 55.
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Participants and Context

The study consisted of 74 students recruited via convenience sampling. They were
Turkish EFL speakers who were majoring in English Translation and Interpreting at a state
university in Tiirkiye. The students who were about to complete their first academic year in
the program took various courses such as Translation, English Literature, and American
Literature, Culture, & Society while those who were completing their second academic year
additionally took classes such as Translation and World Literature, Intercultural
Communication and Translation, and Linguistics. The students were also required to take
French or German as a foreign language for 4 hours per week. The survey was sent out to
students who were primarily in their first (n = 32, 43%) or second year (n = 36, 49%) of the
program and were enrolled in one of the two classes the researcher was teaching in Spring
2023. There were also 4 (5%) students who were in their junior year and 2 (3%) who were
in their senior year. The classes were held through online/hybrid learning for the respective
semester of the academic year due to the devastating earthquake in south-central Tiirkiye in
early 2023. A total of 102 students were invited to take part in the web-based survey, but of
82 students who filled out the survey, 7 did not complete it, and thus, their responses were
removed from the analysis. Also, in order not to complicate the findings, the responses from
one international student were removed (N = 74). The mean age for the participants was 21
(SD =3.63), and 42 (57%) of them were female. Only 18% (n = 13) of them reported having
traveled abroad for various purposes. As for proficiency, the participants were asked to self-
rate their overall proficiency in English on a scale out of 7 with 0 representing “very low.”
The mean for the participants’ self-rated overall proficiency in English was 4.69 out of 7
(SD =0.8).

Table 1. Description of Participant Profiles (N = 74)

Gender Travel abroad Self-rated proficiency
Enrollment Year N F M Yes No 2-3 4 5-6
1 32 17 15 7 25 2 11 19
2 36 23 13 5 31 3 12 21
3 4 0 4 1 3 0 0 4
4 2 2 0 0 2 0 0 2
Total 74 42 32 13 61 5 33 41

Note. There were no students who rated their overall proficiency as “1” (= very low) or “7” (= very high).

Instruments and Materials

An online survey with four sections was used to collect data in a single session.
Before the survey was initiated, the participants were first provided information about the
study and were asked to give their consent for their responses to be collected. Following this
page, in the second section of the survey, the participants were asked to rate four speech
samples chosen from the Speech Accent Archive (Weinberger, 2015) for the quality of their
speech samples in which speakers read the same text. Since the survey questions did not
involve any comprehensibility judgments, using the same text was not considered to cause
any undesirable familiarity effect on the raters. The speakers involved an American English
speaker from Ohio, a native Hindi speaker from Maharashtra, India, a Korean speaker from
Cheju-do, South Korea, and finally, a Spanish speaker from Santiago, Chile. The purpose of
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the selection was to represent the diversity in English accents from around the world with
which Turkish students were less likely to be exposed in their previous encounters while
including at least one speech sample from countries located in Kachru’s (1992) three
concentric circles. For consistency, all speech samples were delivered by male speakers, and
their durations were kept to a maximum difference of 2 seconds. Following Lindemann
(2003), the participants were asked to rate each speaker/speech sample based on how
“ambitious, intelligent, successful” (positive, status-related), “lazy, incompetent,
uneducated” (negative, status-related), friendly, likable, helpful” (positive, solidarity-
related), “unkind, insincere, aloof (distant)” (negative, solidarity-related) they were. The
speakers were also rated based on the following language-focused qualities: “appropriate to
perform a communicative task, nice to listen to, and speaks poorly.” No randomization in
the presentation of the speech samples was applied as there were only four speech samples,
and the researcher did not want the speech sample spoken by the American speaker, which
was presented last, to influence the preceding ratings. The reliability statistics indicate high
values for the ratings for Track 1 (Indian speaker) o= .82, Track 2 (Chilean speaker) o = .87,
Track 3 (Korean speaker) a = .88, and Track 4 (American speaker) a = .81. Unlike
Lindemann (2003), the rating criterion in the present study did not ask participants to rate
the nativelikeness of the speakers as it was beyond the scope and purpose of the present
study.

The third part of the survey involved 25 questions from the Intercultural Competence
Scale for EFL Learners developed by Chao (2014). The instrument originally comprised 30
questions with a five-factor structure: knowledge of intercultural interaction (9 items),
affective orientation to intercultural interaction (6 items), self-efficacy in intercultural
situations (3 items), behavioral performance in intercultural interaction (7 items), and
display of intercultural consciousness (5 items). Except for the items from the final factor,
all other questions under the four factors were included in the survey. Details regarding the
validity and reliability of the original scale items can be found in Chao (2014). For the
present study, the calculation of coefficient alpha indicated that the reliability was high (a
= .85). The values of Cohen’s alpha for the sub-dimensions, i.e., Factors 1, 2, 3, & 4,
were .67, .80, .80, .60, respectively. In the final section of the questionnaire, the participants
were asked various language and sociodemographic background questions such as age,
gender, experience traveling abroad, year of enrollment in their degree program, and their
self-perceived proficiency in L2 English. The participants were invited to take part in the
web-based survey through the learning management system.

Data Analysis

To answer the first research question descriptive mean scores were calculated to
provide a full picture of the ratings by EFL speakers regarding four different English accents.
Additionally, to see if there were any significant differences among the ratings for speech
samples, Friedman’s two-way analysis of variance was conducted since at least one speech
sample did not meet the assumptions for running a parametric test as revealed by a
statistically significant Shapiro-Wilk test (p < .05). However, when the mean scores for four
and three speech samples (with and without the American English speech sample,
respectively) were calculated and checked for normality, data in both cases were found to
be normally distributed as revealed by non-significant Shapiro-Wilk test results (p = .47, p
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=.52). Next, EFL speakers’ self-reported ICC was demonstrated using descriptive statistics.
Finally, to investigate whether there was a statistically significant relationship between the
participants’ ratings of English accents and their self-assessed degree of ICC, a Pearson’s
correlation analysis was performed. Since the analysis involves conducting a correlation
analysis, assumptions for using parametric tests of correlation were checked. A statistically
non-significant Shapiro-Wilk test (p > .05) as well as an examination of histograms and
skewness and kurtosis values indicated a normal and linear distribution of data obtained
from the scale measuring self-rated 11C. Furthermore, upon checking the assumptions of
normality and homogeneity of variance, dependent sample two-sample t-tests were used to
investigate whether the year of enrollment in the degree program and their self-perceived
proficiency made any difference in EFL speakers’ self-rated ICC.

Results
Perceptions of English Accents

The first research question aimed to investigate the perceptions of tertiary-level L2
English speakers regarding four different English accents. The raw mean scores for each of
the traits participants rated are presented in Table 2 and Figure 2 below.

Table 2. Descriptive Statistics for Accent Perceptions

Origin/L1 India/Hindi Chile/Spanish S. Korea/Korean U.S.A/ English
Traits M (SD) M (SD) M (SD) M (SD)
Ambitious 2.32(1.36) 3.09 (1.20) 2.74 (1.54) 4.82 (1.58)
Intelligent 2.93 (1.16) 3.45(1.09) 2.42 (1.06) 5.35(.84)
Successful 2.88 (1.23) 3.72 (1.30) 2.16 (1.16) 5.73 (.56)
Lazy 3.34 (1.70) 2.53(1.31) 3.04 (1.63) 1.45 (.88)
Incompetent 3.76 (1.53) 2.96 (1.37) 3.86 (1.75) 1.68 (1.37)
Uneducated 3.55 (1.55) 2.76 (1.18) 3.74 (1.65) 1.32(.97)
Friendly 3.51 (1.34) 3.68 (1.18) 3.03 (1.36) 4.53 (1.36)
Likable 2.82 (1.22) 3.28 (1.28) 2.42 (1.34) 5.23 (.97)
Helpful 2.86 (1.29) 3.59 (1.40) 2.42 (1.39) 5.47 (.88)
Unkind 2.47 (1.56) 2.14 (1.21) 2.43 (1.38) 1.43 (.74)
Insincere 3.22 (1.62) 2.55(1.21) 3.01(1.56) 1.99 (1.26)
Aloof 3.69 (1.66) 2.95 (1.40) 3.38 (1.77) 1.91 (1.09)
appropriate* 2.80 (1.51) 3.58 (1.57) 2.26 (1.51) 5.78 (.76)
nice to listen to 1.97 (1.10) 2.96 (1.41) 1.97 (1.29) 5.86 (.48)
speaks poorly 4.82 (1.39) 3.61 (1.56) 4.57 (1.62) 1.15 (.57)

Note. Mean scores represent raw scores without reverse coding. *appropriate to perform a communicative
task

The participants’ ratings of speech samples in terms of individual traits revealed
interesting findings. While the American English speaker received higher ratings for positive
traits such as “ambitious” or “friendly,” the least favorable ratings overall belonged to the
Korean speaker followed by the Hindi speaker in most traits. However, such a ranking was
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not observed across all traits. For example, the participants ranked the Hindi speaker as the
one who spoke the most “poorly,” while they rated the Korean speaker as the most
“incompetent.” When the reverse coding for the tracks was applied to determine the speakers
with the most favorable and least favorable ratings, the findings revealed that American
English speaker was rated the highest (M = 5. 86, SD = .52, Sk=-1.5, SE = .28, Kurt = 3.5,
SE = .55) followed by the Spanish speaker (M = 4.25, SD = .77, Sk =.01, SE = .28, Kurt =
.10, SE = .55), the Hindi speaker (M = 3.55, SD = .76, Sk =.16, SE = .28, Kurt = .02, SE =
.55), and the Korean speaker (M = 3.40, SD = .91, Sk= .30, SE = .28, Kurt =31, SE = .55),
respectively.

Figure 2. Means of English Accent Perceptions by Speaker Nationality/First Language
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To find out if there was a statistically significant difference in EFL speakers’ ratings
depending on the speech samples, Friedman’s two-way analysis of variance was conducted,
and the results revealed statistically significant differences between the distributions of at
least two speech samples (p < .01). Posthoc pairwise comparisons revealed that ratings of
the American speaker/speech sample showed higher ratings than the Korean [°(2) =-2.345,
SD =21, p=.000], Hindi [}*(2) = -2.155, SD = .21, p =.000], and Spanish [*(2) =- 1.176,
SD = .21, p = .000] speakers, all three of which were statistically significant. Furthermore,
ratings for the Spanish speaker were significantly higher than the Korean speaker [x°(2)
=1.169, SD = .21, p = .000] and the Hindi speaker [y*(2) = -.980, SD = .21, p = .000].
However, there were no statistically significant differences between the ratings for the
Korean and Hindi speakers [°(2) =.189, SD = .21, p = .373].

A t-test analysis was also conducted to examine whether being a first-year student as
opposed to a second-year student in the degree program affected their perceptions of English
accents, and no statistically significant differences were noted [#72) = -.813, p > .05)].
Findings of the correlation analysis between self-rated proficiency and the perceptions of
English accents revealed no statistically significant relationships [r(74) = -.157, p > .05)].
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Self-reported Degree of Intercultural Communicative Competence

The second research question asked how competent EFL speakers reported
themselves in intercultural communicative competence. The findings revealed that with an
overall mean of 3.77 (SD = .044) out of 5, their self-reported ICC was high. There were
differences among the factors, with Factor 2, i.e., affective orientation to intercultural
interaction, having received the highest scores. Factors 1 & 4, which correspond to
knowledge and behavioral performance in intercultural communication, received relatively
lower self-ratings compared to the other two factors. This might indicate lower self-
perceived skills in situations where knowledge and practice are expected in intercultural
communication.

Table 3. Descriptive Statistics for Participants’ Self-reported ICC

Dimension M SE SD Ske.* Kurt.**
Factor 1 3.58 .047 41 15 -.40
Factor 2 431 .06 52 -.96 1.55
Factor 3 3.7 .093 .80 -.433 -.05
Factor 4 3.59 .051 A4 .092 .08
Total 3.77 .044 .38 -.204 22

Note. Factor 1. knowledge of intercultural interaction; Factor 2: affective orientation to intercultural
interaction; Factor 3: self-efficacy in intercultural situations; Factor 4: behavioral performance in intercultural
interaction. *Skewness Standard Error (SE) = .28, ** Kurtosis SE = .55

Furthermore, a t-test was computed to examine whether being a first-year as opposed to a
second-year student in the degree program affected participants’ self-perceived ICC levels.
The findings indicated that EFL speakers who were in their second year (n = 36, M= 3.88,
SD = .37) compared to those who were enrolled in their first year of the degree program (n
= 32, M = 3.63, SD = .34) demonstrated better self-rated ICC, which was statistically
significant, t(66) = - 2.91, p = .005. Additionally, a Pearson product-moment correlation
coefficient was calculated to see if there was any association between participants’ self-rated
proficiency and their self-reports in ICC. The findings revealed a positive relationship
indicating that as participants’ self-rated proficiency increased their self-rated ICC also
increased [r(74) = .552, p <.001].

The interplay Between the Perceptions of English Accents and Self-reported ICC

The last research question aimed to answer whether there was a relationship between
how EFL speakers perceived various EFL accents and their degree of self-assessed ICC.
Two different correlation analyses were conducted to address this question.

First, given that the data for the ratings of the American English speaker showed a
non-normal distribution, both parametric and nonparametric correlation analyses were
conducted to check for associations between the variables. Next, mean scores for the Korean,
Hindi, and Spanish L1 speakers with and without American English L1 speaker ratings were
calculated. Both scores were found to be normally distributed. Therefore, both ratings for
individual speech samples as well as two additional averages (with and without the ratings
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of the American English L1 speaker) were correlated with the EFL speakers’ self-rated
degree of ICC.

The findings of Pearson’s correlation and Spearman’s rank order correlation analyses
indicated no statistically significant relationships between the participants’ self-reported
ICC and the total English accent ratings. This holds true for both when the American English
accent rating is included [r(72) = -.103, p = .38] and excluded [r(72) = -.146, p = .216] from
the total as shown in Table 4.

Table 4. Pearson’s Correlation Matrix for ICC and Accent Perceptions

L2 learners’ ratings of English accents L2 learners’ ratings of English accents
(Chilean, Indian, Korean) (American, Chilean, Indian, Korean)
(p) (p)
ICC -.146 -.103
(:216) (.38)

However, statistical significance (p < .05) was observed between the individual
speakers and the dimensions of the scale. More specifically, there was a statistically
significant association between the score of Factor 1 and the ratings of the Spanish speaker
[r(72) =-.239, p = .04] as well as Factor 2 scores and the ratings of the Hindi speaker [r(72)
=-.299, p = .01]. No other statistically significant correlations (p <.05) were noted.

Discussion

The purpose of the present study was to investigate how university-level EFL
speakers’ degree of intercultural communicative competence was related to their perceptions
of various English accents. The study also aimed to determine whether there was any
difference in the degree of ICC and attitudes towards English accents among EFL speakers
based on their self-reported proficiency in English and whether they were enrolled in their
first or second year of the degree program.

The findings of the first research question revealed that EFL speakers rated the
American speaker the highest in all traits, followed by Chilean, Indian, and Korean speakers
of English, respectively. Although this ranking varied based on the specific trait that was
rated, the least favorable scores for the traits were always received by the Indian speaker or
the Korean speaker while the Chilean and American speakers were always perceived as
more favorable. When it comes to linguistic traits like being “nice to listen to” and being the
one who “speaks poorly,” the results consistently showed that the American speaker was
perceived as the most pleasant to listen to and the one who communicated with the least
difficulty. Finally, the Indian speaker was the one who spoke the most poorly, with both the
Indian and the Korean speakers being equally unpleasant to listen to.

The findings were in line with some of the previous studies which showed that
learners preferred English speakers from the inner circle countries over those from the outer
or expanding circle countries (Li, 2009; Timmis, 2002; Tsang, 2020). Although the present
study does not involve a comparison of learners in terms of their learning context, the
findings support Kang (2015) in that EFL speakers may have been less supportive of the
ELF paradigm overall as they perceive the native-speaker model as their ideal. Besides, the
low scores of the Indian and Korean speakers as opposed to the Chilean speakers might be
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due to the higher familiarity with the Spanish-accented L2 English, thus leading them to be
more tolerant and understanding. This could partially be attributed to what Hayes-Harb and
her colleagues (2008) defined as “the interlanguage speech intelligibility benefit.” When
listeners are exposed to or familiar with a specific accent, they adapt their phonological
inventory in a way to tolerate those speakers’ accented speech more.

Finally, no statistically significant differences were noted with regard to EFL
speakers’ self-reported proficiency or the year of enrollment in the degree program and their
perceptions of various English accents. Previous research (Saito et al., 2019) partially
corroborated the absence of a connection between proficiency and L2 speech ratings, but it
is essential to note that the present study relied on self-reported measures. Nevertheless,
earlier research has also established a link between the two (Ludwig & Mora, 2017). There
could be various reasons for the discrepancy, including the type of proficiency measures,
the raters’ familiarity with the accents of the speakers, the rating tasks, and the background
of the listeners. To gain a better understanding of similar relationships, further research that
takes into account some or all of these factors is needed.

Next, the results addressing the second research question, which aimed at examining
the ICC among EFL speakers, indicated an overall high score although the ratings for the
sub-dimensions varied. Among the four components of the scale, EFL speakers reported
themselves the highest on the subdimension of affective orientation to intercultural
interaction factor, which expresses willingness to communicate with outgroups. The second
highest dimension was self-efficacy in intercultural situations, which sought to find out
about EFL speakers’ confidence levels in interactions. Although behavioral performance
and knowledge of intercultural interaction were rated almost equally, the ratings indicated
an agreement above neutral. Overall, these findings reveal that while Turkish EFL speakers
who are studying English translation and interpreting as their major degrees are self-
confident and willing to undertake intercultural interactions, they are less sure about their
knowledge of and behavioral performance in intercultural communication. These findings
are somewhat echoed by Bektas-Cetinkaya and Celik (2013) who found that EFL pre-service
teachers held a small to medium amount of knowledge of and self-efficacy in English-
speaking cultures while being highly willing for intercultural encounters. It is indeed not
surprising to find that EFL speakers give a lower overall rating to the components that assess
their performance and competence compared to those that just ask about their willingness
and self-efficacy. The difference in self-efficacy levels may be due to the difference in the
scales used, but it may also stem from the change in the sources of input and familiarity with
the cultures. The prevalence of the internet and social media might be the primary actors
increasing the amount of exposure to English-speaking cultures. Considering the role of
digital contexts, Lee (2020) highlights the significance of digital environments in facilitating
cross-cultural communication, especially for L2 speakers with no overseas exposure by
enabling them to encounter diverse English accents and to develop a more favorable outlook
towards them.

The study also sought to find out whether EFL speakers’ self-reported proficiency
and the year of enrollment in their degree program were related to their ICC levels. The
results indicated that as participants’ proficiency increased, their skills in ICC also increased,
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which is consistent with some previous research (Hammer, 2017) although it is not in line
with all (e.g., Hismanoglu, 2011). Earlier research also showed that L2 proficiency is related
to an L2 learner’s likelihood of interacting with native speakers (Baker-Smemoe et al., 2014)
and helps learners understand “the surrounding sociocultural reality to a deeper level”
(Hammer, 2017). Furthermore, compared to the EFL speakers completing their second
semester, those who were about to complete their fourth semester in the program were found
to be more competent in intercultural communication. While this may be due to being
exposed to more content about non-Turkish cultures, including an intercultural
communication & translation class, it may also be related to the profiles of the students
alone. Although it is hard to confirm that the class(es) EFL speakers took were primary
factors yielding such an outcome, previous research indicates that training listeners and
learners on intercultural communication could be helpful (Genc & Bada, 2005; Godwin-
Jones, 2013; Kavakli, 2020). In a study by Hismanoglu (2011) pre-service L2 English
teachers who had taken formal education (a specific course on cross-cultural
communication) were found to be more successful in their ICC. However, it should be noted
that, unlike the students in the present study, those in Hismanoglu’s (2011) study were
enrolled in the same year of their degree program allowing for a true comparison. Further
studies, preferably with an experimental design, with comparable groups are needed to
confirm the findings of the present study. Moreover, taking into account additional language
and socio-demographic variables could provide a more comprehensive perspective on the
issue, enabling a fuller understanding.

The last research question investigated whether there was a relationship between
EFL speakers’ ICC and their perceptions of English accents. The findings showed that they
were not meaningfully related. While this could be due to the limitations of the measurement
tools and the context, it is also striking because it shows how EFL speakers may self-report
themselves as competent in intercultural communication and may still find L2 English
accents less favorable compared to L1 accents. This finding fails to support previous
research which reports that favorable perceptions of varieties of English accents are more
likely to foster their strategic competence for cross-cultural communication (e.g., Lee,
2020). This may be due to the participants’ context of learning English and their limited
overseas experience. This finding is partially supported by Tsang (2020) who showed that
despite the popularity of the ELF or WE paradigms, accent remains significant in the
perception of English language learners. This does not align with the idea that language
learners with high levels of intercultural competence are less likely to have stereotypes and
biases toward different accents and varieties of English (Hammer, 2017). As we delve into
the subtleties of this phenomenon, sociocultural elements subtly intertwine with learners’
perceptual experiences. Aspects of sociocultural theory, which postulates that interactions
among various linguistic communities may gradually alter perceptions, are consistent with
this occurrence (Vygotsky, 1978). In addition, the significance of identity dynamics, as
suggested by social identity theory (Tajfel & Turner, 1979) becomes increasingly relevant
in understanding how learners identify and relate to various linguistic groups regardless of
their level of ICC. Together, these subtly interwoven sociocultural and identity dynamics
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shed light on the continued significance of accent evaluation by L2 English learners, even
for those with higher intercultural competence.

From a pedagogical point of view, English language teaching and learning should be
designed in a way to provide opportunities for critical cultural awareness (Byram, 2021) and
an appreciation of diversity in L2 English accents. Depending on the context, intercultural
communication skills should be underscored either as a part of a stand-alone course or by
integrating them into language classrooms. The critical point here is that such training may
include developing tolerance towards different L2 varieties and raising awareness of the fact
that native speakers are not the only models for successful communication in L2 English.
These classes should involve exposure to authentic materials with different accent varieties
and cultures, awareness raising in the importance of intelligibility over native-speakerism,
in-class or authentic interaction activities, including role-plays, debates, guest speaker
presentations or interviews to encourage learners to understand cultures and accents by
directly engaging in intercultural communication. Finally, individuals may be encouraged
to use or integrate technology into their learning and teaching, which was shown to be a
promising and effective way of increasing positive attitudes toward L2 accent perceptions,
and consequently enhancing strategic competence in intercultural communication (Lee,
2020). The digital contexts may especially help learners in learning environments with
limited exposure to outgroup members.

Conclusion

Various theoretical and empirical studies propose that enhanced ICC brings about
more tolerance and more favorable perceptions of various English accents although various
factors including proficiency, social bias, familiarity, and overseas experience have been
shown to affect the connection between the two. The findings of the present study showed
that EFL speakers rate their ICC above average with self-efficacy and willingness gaining
higher mean scores than their knowledge and behavioral skills. This is an indication that
although EFL speakers dare to perform effectively in intercultural contexts, they consider
their performance and knowledge to fall behind. Second, the study further reveals that self-
report proficiency in L2 English and the year of enroliment in the degree program made a
difference in ICC self-ratings. Finally, although the present study did not reveal any
meaningful relationships between accent perceptions and ICC, further studies should seek
such a relationship using different measurement tools with a higher number of participants
and speech samples. A closer look at the role of individual variables, including age, gender,
experience traveling abroad, the use of English, exposure to varieties of English accents in
daily life and digital settings, and asking learners to guess the nationality/L1 of the speakers
or rate may also shed more light on the interpretation of the findings. Despite the constraints
imposed by the limited sample size, this study adds valuable insights to the existing
literature, bearing significant pedagogical implications. The findings underscore the pivotal
role of fostering awareness in enhancing intercultural communication and influencing
perceptions of English accents. For further research, a broader consideration of individual
variables as primary factors influencing self-reported ratings of ICC and accent perceptions
is recommended.
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Introduction

With the advent of approaches highlighting the active role of the learner agency in learning
processes and as the development of life-long learning skills has become of paramount importance,
self-regulation has received substantial scholarly interest in relation to effective learning in
educational psychology for particularly the past two decades. In an earlier and still acknowledged
definition of self-regulated learning (hereafter SRL), the students with SRL skills were identified
as “metacognitively, motivationally and behaviorally active participants in their own learning
process” (Zimmerman, 1986, as cited in Zimmerman, 2008, p. 167). It is not a mental ability or a
performance-based skill but rather a self-directed process of converting the mental ability to a task-
based skill (Zimmerman, 2015). It enables learners to fulfil effective reflection regarding their
cognitive and behavioral learning strategies (Bradley et al., 2017).

The regulatory processes are used by all learners to some extent, yet self-regulated learners
outstand as those with strategic awareness and abilities to use strategies effectively to attain their
learning goals (Zimmerman, 1990). Self-regulated learners are characterized with faster and more
effective learning (Kizilcec et al., 2017) and critical thinking (Chien, 2019), and they are observed
to be more self-confident, diligent, and resourceful (Zimmerman, 1990). The learners with higher
SRL skills possess higher intrinsic goal orientation and higher self-efficacy when compared to their
less skillful peers(Cho & Shen, 2013). They are described as ‘proactive’ learners who realize their
strengths and acknowledge their limitations and accordingly set goals and apply task-specific
strategies (Zimmerman, 2002).

Several SRL models drawn on different theoretical perspectives have been developed
(Kulusakli, 2022) and they commonly connote a variety of cognitive and metacognitive strategies
(Pintrich, 1999). In an extensively recognized model, self- regulation efforts have been
conceptualized in three cyclically functioning phases: forethought, performance, and self-reflection
(Zimmerman, 2015). Forethought phase involves the anticipation of the effort necessary for
learning, expectations regarding the outcomes of learning, self-efficacy beliefs, individual interests
and skills required in task management, such as planning, setting the goals, or choosing the right
strategies. Performance phase consists of the processes of optimizing the learning efforts by
managing time and environment effectively and monitoring self-performance. The final phase,
self-reflection, encompasses the evaluation of the outcomes of the learning process and includes
self-judgment and self-reaction. The theoretical model proposed by Winne and Hadwin (1998)
conceptualized SRL in four fundamental stages: defining tasks, setting goals and planning,
adopting study tactics and making adaptations to metacognition. Very similarly, Barnard et al.
(2009) determined six dimensions for self-regulated learning as structuring the environment,
setting goals, managing time, seeking for help, developing task strategies and evaluating self-
performance. The model of Pintrich (1999), on the otherhand, categorizes the SRL strategies as
cognitive learning strategies, self-regulatory strategies to control cognition and resource
management strategies. Cognitive learning strategies encompass rehearsal (for example,
recitation or read-alouds), elaboration (for instance, paraphrasing or summarizing study materials)
and organizational strategies (e.g., sketching or outlining). The self-regulatory strategies, also
referred to as metacognitive control, comprise planning, monitoring, and regulating phases. The
other component of the model, resource management strategies, appertains to the ability to manage
theenvironmental conditions including management of the time, the study environment, andthe
social environment, through seeking help from peers or teachers.

© 2023 Journal of Language Education and Research, 9(2), 425-443
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Literature Review

Online learning environments thrived in the past decade and expanded remarkably
thanks to learning managements systems, video conferencing platforms and social learning
networks during and after the worldwide disruptions in education due to Covid-19 pandemic
outbreak. The abilities necessary for effective online learning appear to be quite alike to
those skills acquainted with self-regulation (Yavuzalp & Ozdemir, 2020), which has made
self-regulation a vital criterion for better academic performance in online learning (Barnard
et al., 2009; Viriya, 2022). It has further been found to statistically correlate with academic
achievement in online settings as a result of some studies (Bradleyet al., 2017; Yukselturk
& Bulut, 2007). SRL is especially essential for online courses, as the students are required
to fulfill tasks in such learning environments with limited support and hence, need to be
highly self-regulated (Cerezo et al., 2020; Jansen et al., 2017; Li et al., 2020). It has therefore
been noted that learners use SRL strategies more often in online learning environments than
the traditional classrooms (van Alten et al., 2020).

A growing surge of interest in the exploration of self-regulated online learning
(hereafter SOL) dynamics is observed in the field of teaching and learning English as a
foreign language (EFL) (Su et al., 2018). Relevant research has demonstrated the positive
influence of SOL on the development of language skill areas and students’ attitudestowards
language learning, subsequently enhancing active engagement of the learners in language
learning process (Xu et al., 2022). Indeed, the relation between language learningand self-
regulation appears to be two-sided as technology-integrated language learning, which has
become ubiquitous lately, has also been suggested to enhance learner self- regulation (Chien,
2019). Studying the effects of synchronous, asynchronous and bisynchronous online
learning on self-regulated and perceived learning of tertiary-level EFL students, Viriya
(2022) found that, for all three online learning modes, the SOL of theEFL students was
promoted or impeded depending on the compatibility between thedistinctive characteristics
and behaviors of the students and the mode of online learning.

Relevant literature provides research that focuses on the efficacy of interventions in
the improvement of SOL skills. L. Zheng et al. (2018), for instance, developed a mobile SRL
system for reading English passages to boost EFL learners’ academic performance in general
and the SRL skills in particular. The results of the experimental study indicated significant
enhancements in both the students’ progress and the SOL skills. In another intervention
study, Mese and Mede (2022) conducted research on the effects of differentiated instruction
(DI), an approach in which the individual learner differences are taken into consideration in
shaping teaching and learning practices (Hall, 2002), on EFL speaking proficiency and SOL.
Their results indicated that DI did not significantly influence the overall SRL while progress
was recorded in the students’ help-seekingstrategy use, target setting and self-assessment
skills.

SOL has also been studied within the framework of collaborative EFL learning in
some recent research. Su et al. (2019) explored the role of SOL in collaborative learning
practices in wiki-based learning environments and their results affirmed, albeit partly, the
correlation between SRL strategies and learner attitudes towards learning practices in wiki-
based collaborative learning. In another study with a rather specific focus, Li et al. (2020)
shared the results of a similar study addressing the effects of SOL on the development of
reading skills of Chinese EFL learners in a wiki-supported collaborative reading task. As a
© 2023 Journal of Language Education and Research, 9(2), 425-443

427



428
Didem ERDEL

result, two self-regulation profiles were identified: reflection-oriented competent and
average. The reflection-oriented competent students were more actively engaged in starting
and maintaining the collaborative regulation with more effective use of social and emotional
regulation strategies.

There have been studies addressing the relation between self-regulated learning and
digital literacy skills as well. As a result of their study which explored the effectiveness of
an academic course design centering digital literacy competencies, Blau et al. (2020)
suggested self-regulation as an integral part of the digital literacy framework. Likewise,
Anthonysamy et al. (2020) examined the facilitative effects of self-regulated learning
strategies (SRLS) on digital literacy skills of students as online learners and revealed a
significantly positive change in the digital literacy of the students.

SOL of EFL learners has additionally been addressed in relation to motivational
beliefs of the learners. C. Zheng et al. (2018), for instance, developed a structural equation
model integrating EFL learners’ motivation with their online self-regulation and revealed
that students with more positive future perspectives and an intrinsic interest in the target
language culture potentially had higher self-regulated online learning capacities.
Furthermore, their results showed that the students with more positive learning experiences
were likely to display higher flexibility and independence in as an aspect of their self-
regulated learning processes. Self-efficacy beliefs were also specifically associated with
SRL in EFL context. The correlation between SOL and self-efficacy beliefs of Chinese EFL
learners was investigated by Su et al. (2018), the results revealing an intricate association
between all dimensions of self-regulation and those of self-efficacy. Drawing on the notion
that self-efficacy is an essential component of effective SOL, Xu et al. (2022) investigated
the self-efficacy for self-regulated learning (SESRL) of EFL learners in online learning
contexts and revealed a constantly high level of self-efficacy for SOL with the contribution
of various factors including the task types, learner dynamics, course features and the
students’ technology level.

The development of EFL learners’ SRL during Covid-19 pandemic-led educational
disruptions through which the instructional practices were conducted via emergency remote
teaching has also received scholar interest. Do (2022) investigated the SRL strategies of
Vietnamese tertiary-level EFL students taking online education during the pandemic. The
results of his study showed that the students displayed high levels of self- regulation and a
correlation was detected between the students’ cognitive knowledge and cognition
regulation, whereas no significant relation was determined between academic
achievement and the use of SRL strategies. In another study, focusing on learner autonomy
in EFL classes in Vietnamese universities during Covid-19 pandemic, Lien (2022) revealed
that the students showed limited awareness of their SRL profiles during their online learning
experiences. Several studies addressing the SOL of EFL learners in ERT practices during
the Covid-19 pandemic period have been conducted in Tiirkiye. Kulusakli(2022) examined
the SRL habits of Turkish university students in online distance education, and the results
showed that environment management skills of the students wereat a good level, whereas
the perceived metacognitive skills, persistence, help seeking, and time management were
found to be at moderate level, and no statistical significance was identified in student
responses across gender and age variables. Similarly, Dogan (2022) studied the perceived
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SOL of Turkish EFL university students with Al level proficiency and the relationship
between the students’ SOL and some learner characteristics. The studyresults indicated a
moderate level of SOL for the students and significant relationship between the students’
academic achievement and their overall SOL as well as the SOL aspects of metacognitive
skills and environmental structuring. Furthermore, female students were better in time-
management and the students with a positive attitude towards learning English had higher
scores for the overall SOL and the dimensions of metacognitive skills, help-seeking and
environmental structuring. In another Turkish EFL learning context, where hybrid education
model was adopted, Oner (2022) researched the intermediate and upper-intermediate
preparatory program students’ SOL based on the students’ and their instructors’ perceptions.
The study highlighted the results of higher goalsetting and task strategy for intermediate
students and more frequent use of help-seeking strategies for female students. Finally,
Karacan et al. (2022) investigated the SOL of English preparatory class students ina Turkish
state university, focusing specifically on the relationship between the students SOL and
academic achievements. The students” SOLwas found to range from medium to high levels,
and their model for SOL could predict a very small amount (14 %) of the students’
achievement while the SRL dimension predicting L2 achievement most strongly was help-
seeking strategies.

In a nutshell, the ways and the extent to which the EFL learners self-regulate their
learning has become of considerable value for educational practices, especially in online,
either obligatory or arbitrary, learning conditions; and determining the individual learner
characteristics such as self-regulation skills is considered to contribute to the effective use
of online learning environments (Yavuzalp & Ozdemir, 2020). After one and a half year of
distance education due to Covid-19 pandemic, which was a totally unfamiliar experience for
all involved parties, most of the universities in Turkey adopted a hybrid education model
where a certain percent of department courses were taught online while others were
delivered in a face-to-face tradition. The hybrid model was also an unfamiliar experience for
the students, and how they regulated their language learning under these circumstances has
urged scholar scrutiny, as learning regulation is now a vital skill for better academic
performance in all learning environments. Furthermore, determining the SOL of different
learner groups in different educational settings promises significant contributions to the field
since SRL has been described as a fluctuating and changeable process specific to individual
learning contexts (Barnard et al., 2009; Pintrich, 2004). It has therefore been the primary
intention of the present study to provide an account of the SRL of Turkishstudents who had
online courses within the framework of the hybrid education in the academic year following
the pandemic-led distance education. The study sought to answerthe following specific
research questions:

1. What are the SOL skills of EFL learners in post-pandemic hybrid education?

2. Does the EFL learners’ SOL in the post-pandemic hybrid education differ
according to gender, year of study, perceived proficiency or the frequency of attendance to
online lessons?

Methodology

© 2023 Journal of Language Education and Research, 9(2), 425-443

429



430
Didem ERDEL

Research Design and Publication Ethics

This study was designed as a descriptive quantitative survey, which is commonly
preferred in research attempting to reach generalizations from a sample group to a population
with the aim of making inferences regarding determined characteristics, attitudes or
behaviors of the given population (Creswell, 2014). The survey method was preferred as it
was considered to be of good conformity with the scope of the present study besides its
economic and temporal conveniences. A questionnaire survey was administeredin hard
copies in the second half of 2021-2022 academic year upon obtaining an approval from Igdir
University Scientific Research and Publication Ethics Committee with thedocument no E-
37077861-200-65161 on April, 12th, 2022.

Context

This study was conducted in the English Language and Literature Program at a state
university in Tirkiye. The program conventionally provided face-to-face education until the
outbreak of Covid-19 pandemic, which precipitated a sudden and unavoidable disruption in
education worldwide as of spring 2020. Distance education, which had been in use by preference
for a few decades until then became to be adopted compulsorily, leading to the conceptualization
of a novel mode of education: emergency remote teaching (ERT, Hodges et al., 2020). Universities
provided both synchronous and asynchronous ERT delivery models using their own learning
management systems (LMS) for instruction and assessment. When the severity and prevalence of
the pandemic diminished in 2021, educational institutions inclined towards hybrid education. In
the context of the present study, ERT was adopted in spring 2020 and the overall 2020-2021
academic year, and hybrid education was employed in the 2021-2022 academic year, when
approximately sixty percent of department courses were taught face-to-face and the remaining
courses were given online. The online course sessions were held on platforms such as Microsoft
Teams or Zoom as preferred by the course instructors. The students could also find the
asynchronous course records on the LMS of the university. The assignments and other course
materials were also uploaded to the LMS by the instructors.

Participants

The population of this study consisted of the students studying in the English Language and
Literature Program at a state university in Tirkiye. As the department program included at least
one online course for students of all years of study, including thepreparatory program, total
population sampling was applied and all students in the department took part in the study, excluding
the juniors who were only 4 in total and three of them were Ghanaian who could barely
comprehend Turkish statements. Furthermore,the population size was insufficiently small to select
a certain sample group. No senior students were present in the department in the academic year the
research was conducted. Demographic information of the students is provided in Table 1 below.

Table 1. Information About the Students Responding to the Questionnaire

Variable Frequency Percentage (%)
Gender Male 32 25,6
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Female 93 74,4
Year of Study Prep. 54 43,2
Freshmen 44 35,2
Sophomores 27 21,6
Perceived Low 26 20,8
Proficiency Intermediate 83 66,4
High 16 12,8
Attendance Never 25 20,0
Rarely 27 21,6
Sometimes 56 44,8
Often 14 11,2
Always 3 2,4
Total 125 100

As displayed in Table 1, data had been collected from 125 students by the end of the survey
period. The females constituted three fourths of the total number while one fourth was of male
students. As regards the students’ year of study, the preparatory year students were highest in
number (N=54) followed by the freshmen (N=44) and sophomores (N=27), respectively. As
another learner variable of the study, perceived English language proficiency was also interrogated,
and the students’ perceptions varied while two third (N=83) considered themselves as
medium/intermediate level EFL learners,and those students with high (N=16) and low (N=26)
levels of perceived L2 proficiency were relatively few in number. The students were also asked to
state the frequency of their attendance to online classes. Interestingly, those stating to always attend
the classes were quite few in number (N=3). Approximating to the half of the total sample, 56
students declared that they joined the classes on occasion. Evidently, the students’ online course
attendance displayed a tendency towards low frequencies.

Data Collection and Analysis

A questionnaire survey consisting of personal information section and the Turkish version
of “Self-Regulated Online Learning Questionnaire (SOLQ)” of Jansen et al. (2017)adapted by
Yavuzalp and Ozdemir (2020) was administered to the participating students. The scale was an
example of a 7-point Likert-type and composed of 36 items subsumed under five sub-dimensions:
metacognitive skills, time management, environmental structuring, persistence and help-seeking.
Metacognitive skills dimension in the scale encompass items (items 1-18) interrogating the
students’ regulation of planning, monitoring and evaluating their online learning processes. Time
management items (items 19-21) entail responses related to the use of time in the arrangement of
online learning activities. Environmental structuring items (items 22-26) indicate the regulation of
environmental conditions; persistence items (items 27-31) are about how learning effort is
regulated and motivational beliefs are controlled (Jansen et al., 2017); and lastly, help- seeking
items (items 32-36) refer to the social strategies used when asking for help from teachers or peers.
The full Turkish version of the scale is available in Yavuzalp and Ozdemir (2020). Validity and
reliability of the scale were confirmed for both the original and adapted versions. Jansen et al.
(2017) found that the 5-factor structure explained 46,58

% of the variance in the data and the internal consistency of the subscales ranged between the
values of 0=.68 and a=.91. As for the Turkish version, the scale again had a five-factor structure
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with a total explained variance of 62,06 % and the subscale internal consistency varying between
0=.70 and a=.95 (Yavuzalp & Ozdemir, 2020). As regards the reliability of the present study, the
Cronbach’s Alpha value was found to be .93 for the scale in general indicating that the scale was a
reliable tool to measure SOL.

Procedure
The researcher carried out the data collection process personally in the department within
one week owing to the cross-sectional nature of the survey. The students received explanations
regarding the research purpose and scope, and the issues of confidentiality, anonymity and
voluntariness. The questionnaire took approximately 10-15 minutes for the students to respond.
Then the researcher proceeded to transfer data to the StatisticalPackage for the Social Sciences
(SPSS) program for data analysis.

The negatively worded items were reverse coded before statistical analyses were conducted.
The data set was tested for normality of distribution based on Skewness and Kurtosis values, which,
according to Tabachnick and Fidell (2013), are assumed to be between + 1,5 and - 1,5 when the
data set is normally distributed. For the current study, theSkewness and Kurtosis values were found
to be -,466 and ,889, respectively, indicating normally distributed data which enabled the use of
parametric tests for the inferential statistics to be applied to measure the relationship between the
independent and dependent variables of the study.

Results

Descriptive Results

With the aim of answering the first research question, descriptive tests were run to
determine the mean, standard deviation, minimum and maximum values for the scale and
the subscales. Table 2 below provides the preliminary descriptive results for general SOLQ
and the subscales.

Table 2. Descriptive Results for the Participant Students’ SOL

N Minimum Maximum X SD
SOLQ 125 1,12 6,64 4,19 1,02
Metacognitive Skills 125 1,11 6,56 3,99 1,09
Time Management 125 1,00 7,00 4,30 1,12
Environmental
Structuring 125 1,00 7,00 4,77 1,54
Persistence 125 1,00 7,00 4,25 1,35
Help-seeking 125 1,00 6,80 4,24 1,44

As illustrated in Table 2 above, the self-regulated online learning skills of the
students in general was found to be at a moderate level. The responses to the subscales of
the survey displayed variance although all SRL features may be evaluated to be at a moderate
level based on the mean values. More specifically, the metacognitive skills were
observed to have the lowest mean value (X =3,99) while environmental structuring was the

self-regulatory skill the students reported to demonstrate with the highest frequency (X
=4,77). The mean values for time management, persistence and help-seeking items were
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found to be approximating to each other (X =4,30, X =4,25 and X =4,24, respectively),
displaying a similarly moderate level in the students’ self-perceptions regarding both of
these self-regulatory characteristics.

The item scores for each subscale were also determined with descriptive analyses.
The first eighteen items in the scale was subsumed under metacognitive skills. Table 3 below
shows the minimum, maximum, mean and standard deviation values for these items.As
obvious from the scores, the mean values ranged between 3,43 and 4,38, indicating close
results among items, and a moderate level of SOL for items per se. Item 1, which highlights
thinking about what needs to be learnt before beginning an online activity, received the
highest score, whereas Item 2, which indicates asking oneself questions about what to study
before beginning to learn the online course content, was scored the lowest.

Table 3. Descriptive Results for Metacognitive Skill Iltems

Items N Min  Max X SD

1. I think about what I really need to learn before | begin a
task in this online course.

2. | ask myself questions about what I am to study before |
begin to learn for this online course.

3. | set short-term (daily or weekly) goals as well as long-
term goals (monthly or for the whole online course).

125 100 700 439 175

125 100 7,00 343 167

125 100 7,00 358 1,80

4. | set goals to help me manage my studying time for this

. 125 1,00 7,00 4,01 1,69
online course.

5. | set specific goals before | begin a task in this online
course.

6.1 think of alternative ways to solve a problem and
choose the best one for this online course.

125 1,00 7,00 399 1,69

125 1,00 7,00 4,08 1,71

7. 1 try to use strategies in this online course that have 125 100 700 436 1,71
worked in the past.

8. | have a specific purpose for each strategy | use in this 125 1,00 7,00 359 1,63
online course.

9. I am aware of what strategies | use when | study for this 125 100 7,00 4,33 1,65

online course.
10. Although we don’t have to attend daily classes, I stilltry to

distribute my studying time for this online course 125 1,00 7,00 345 1,70
evenly across days.

11. 1 periodically review to help me understand important 125 1,00 7,00 3,79 1,58
relationships in this online course.

12. 1 find myself pausing regularly to check my 125 1,00 7,00 4,04 1,79
comprehension of this online course.

13. | ask myself questions about how well | am doing 125 1,00 7,00 432 1,80
while learning something in this online course.

14. 1 think about what | have learned after | finish working 125 100 7,00 437 1,77
on this online course.

15. I ask myself how well | accomplished my goals once 125 100 700 39 1,75
I’m finished working on this online course.

16. | change strategies when | do not make progress while 125 1,00 7,00 423 171
learning for this online course.

17. 1 find myself analyzing the usefulness of strategies 125 1,00 7,00 394 161
while I study for this online course

18. I ask myself if there were other ways to do things after 125 1,00 7,00 438 181

| finish learning for this online.
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The next three items, namely items 19-21, were involved in the time management
dimension. The descriptive scores for these items are presented in Table 4. The item scoresin this
subscale appear to be quite approximate to each other. Item 19, which interrogated the difficulty
of following schedules to study for an online course, received the lowestscore among these
three items while Item 20, stating one’s attempts to keep pace with the weekly reading tasks and
assignments, was scored the highest.

Table 4. Descriptive Results for Time Management Items

Items N Min Max SD

19. 1 find it hard to stick to a study schedule for this
online course.

i

125 1,00 7,00 3,97 194

20. I make sure | keep up with the weekly readings and
assignments for this online course.

21. | often find that I don’t spend very much time on this
online course because of other activities.

125 1,00 7,00 4,49 164

125 1,00 7,00 447 180

The third subscale, environmental structuring, was represented with the next five
items in the SOLQ. The descriptive values for these items are provided in Table 5. These
five items with mean scores ranging between 4,58 and 4,94 were those with the highest
scores in the scale overall. Within the subscale, Item 23, which is a statement about
selecting a comfortable place for studying, was rated highest by the respondents. On the
other hand, Item 25, which expressed the behaviour of using a place regularly to study for
an online course, had the lowest rating in this subscale; yet, it has to be noted that the score
for this item was still above the scale mean overall.

Table 5. Descriptive Results for Environmental Structuring ltems

Items N Min Max X SD

22. | choose the location where | study for this
online course to avoid too much distraction.

23. | find a comfortable place to study for this
online course.

125 1,00 7,00 4,86 1,83

125 1,00 7,00 4,94 1,96

24. | know where | can study most efficiently for

this online course. 125 100 7.00 4,90 1.98
25. | have a regular place set aside for studying
for this online course.

26. | know what the instructor expects me to learn

in this online course.

125 1,00 7,00 4,58 2,08

125 1,00 7,00 4,61 1,72

The following five items, namely items numbered from 27 to 31, were grouped in
the subscale of persistence. The statistical results for these items are given in Table 6 below.
Among these items, the one with the highest mean value was Item 27, indicating that the
students tried to maintain their attention when bored while studying, whereas Item 31 was
the lowest-scored item, demonstrating the students’ effort to complete course requirements
when the content was not interesting.

Table 6. Descriptive Results for Persistence Items
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Items N Min  Max X SD
27. When | am feeling bored studying for this online
course, | force myself to pay attention.

28. When my mind begins to wander during a learning
session for this online course, | make a special effort to 125 100 700 447 170
keep concentrating

125 1,00 7,00 452 1,68

29. When | begin to lose interest for this online course, |

push myself even further. 125 100 700 418 173

30. I work hard to do well in this online course even if |

don’t like what I have to do. 125 1,00 7,00 426 175

31. Even when materials in this online course are dulland
uninteresting, | manage to keep working until | 125 100 700 38 178
finish.

The final subscale, help-seeking was represented with the last five items in the scale.
The descriptive values of these items are displayed in Table 7. Of the five items, which had
close mean scores, Item 32, asking peers’ ideas when the course content is not fully
understood, was the highest in mean value score ranking. Item 34, asking for instructors’
help in online courses, was ranked the lowest according to the findings.

Table 7. Descriptive Results for Help-Seeking Items

Items N Min Max X SD

32. When | do not fully understand something, | ask
other course members in this online course for ideas.

125 100 700 448 188

33. I share my problems with my classmates in thiscourse
online so we know what we are struggling with 125 100 7,00 406 191
and how to solve our problems.

34. | am persistent in getting help from the instructor of

. . 125 1,00 7,00 4,01 1,65
this online course.

35. When | am not sure about some material in this

online course, | check with other people. 125 100 700 438 189

36. | communicate with my classmates to find out how |

S . 125 1,00 7,00 433 197
am doing in this online course.

Inferential Results

The second research question was addressed by testing the difference between
student responses across genders and independent samples t-test was conducted with this
purpose. The test results, as displayed in Table 8, showed that student responses were
unaffected by gender (p>.01) for both the scale in general and each subscale in specific.

Table 8. T-Test Results for Gender Variable

Gender N X SD t p

SOLQ Female 93 4,22 1,03
,579 ,56

Male 32 4,09 1,00

Metacognitive Female 93 4,01 1,07
Skill 321 ,32

s Male 32 3,93 1,15

Time Female 93 4,38 1,14
1,29 ,19

management Male 32 4,08 1,04

Environmental Female 93 4,84 1,55
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Structurin Male 32 4,58 1,51
g ,839 ,40

Persistence Female 93 4,26 1,37
,143 ,88

Male 32 4,22 1,31

Help-seeking Female 93 4,31 1,51
,817 A1

Male 32 4,06 1,23

As the third research question interrogated, the academic year of study was tested
in terms of its influence on student responses through One-Way ANOVA. Before running
the test, the homogeneity of variance was verified via Levene’s statistics (p>.01 for the scale
and all subscales), which indicated that the data set was convenient to undergo the One-Way
ANOVA test. The results are provided in Table 9 below.

Table 9. One-Way ANOVA Results for Year of Study Variable

Students N X SD F p
SOLQ Prep. 54 4,22 1,07
Freshmen 44 4,16 1,06 ,062 ,94
Sophomores 27 4,16 ,90
Metacognitive Prep. 54 4,12 1,13
Skills Freshmen 44 3,89 1,13 711 49
Sophomores 27 3,87 ,92
Time Prep. 54 4,07 1,02
management Freshmen 44 4,55 1,15 2,289 ,10
Sophomores 27 4,37 1,18
Environmental Prep. 54 4,61 1,43
Structuring Freshmen 44 4,90 1,67 530 59
Sophomores 27 4,88 1,54
Persistence Prep. 54 4,26 1,34
Freshmen 44 4,17 1,32 ,146 ,86
Sophomores 27 4,35 1,48
Help-seeking Prep. 54 4,16 1,41
Freshmen 44 4,34 1,55 ,185 ,83
Sophomores 27 4,26 1,35

The analysis results shown in Table 9 above provide evidence of no statistically
significant difference found between the mean scores of students from different grades of
study (p>.01 for SOLQ and all subscales).

The students’ perceived proficiency level was another learner variable tested with
respect to its effect on SOLQ responses with an attempt to answer the fourth research
guestion. The One-Way ANOVA results are shown in Table 10 below.

Table 10. One-Way ANOVA Results for Perceived L2 Proficiency

Level N X SD F p
SOLQ Low 26 4,36 ,80
Intermediate 83 4,15 1,03 ,488 ,61
High 16 4,09 1,33
Metacognitive Low 26 4,19 ,96
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Skills Intermediate 83 3,92 1,06 ,585 ,55
High 16 4,00 1,43
Time Low 26 4,38 1,14
management Intermediate 83 4,27 1,06 ,115 ,89
High 16 4,36 1,39
Environmental Low 26 5,16 1,27
Structuring Intermediate 83 4,66 1,54 1,057 35
High 16 4,70 1,88
Persistence Low 26 4,39 ,98 ,995 37
Intermediate 83 4,29 1,38
High 16 3,81 1,69
Help-seeking Low 26 4,14 1,45
Intermediate 83 431 1,40 ,278 75
High 16 4,06 1,70

The results displayed in Table 10 indicated that the students’ responses to the SOLQ and the
subscales did not significantly differ according to their perceptions regarding their L2 proficiency
(p>.01 for SOLQ and all subscales).

Finally, the last research question, interrogating the differences in students’ SOL
according to course attendance frequency, was answered through One-Way ANOVA test
and Table 11 below illustrates the results.

Table 11. One-Way ANOVA Results for Course Attendance Frequency

Frequency N X SD F p
SOLQ Never 25 4,94 74
Rarely 27 4,53 1,13
Sometimes 56 3,91 82 10,144 ,000***
Often 14 3,57 ,89
Always 3 2,76 1,26
Metacognitive Never 25 4,85 ,89
Skills Rarely 27 4,30 1,14
Sometimes 56 3,67 ,92 9,385 ,000***
Often 14 3,36 ,90
Always 3 3,00 1,10
Time Never 25 4,67 1,07
management Rarely 27 4,79 1,22
Sometimes 56 3,95 1,01 3,949 ,005**
Often 14 4,03 1,01
Always 3 4,72 ,63
Environmental Never 25 5,66 1,09
Structuring Rarely 27 5,20 1,49
Sometimes 56 4,49 1,54 6,499 ,000%**
Often 14 3,97 1,25
Always 3 2,60 1,40
Persistence Never 25 4,85 1,18
Rarely 27 4,52 1,39
Sometimes 56 4,06 1,31 3,922 ,005*
Often 14 3,83 1,15

© 2023 Journal of Language Education and Research, 9(2), 425-443



438

Didem ERDEL

Always 3 2,33 1,66
Help-seeking Never 25 4,66 1,44
Rarely 27 4,73 1,45

. 3,312 ,013*
Sometimes 56 4,06 1,41
Often 14 3,69 1,04
Always 3 2,53 1,50

*p<.05; **p<.01; ***p<.001
As demonstrated in Table 11 above, statistically significant differences were

revealed in student responses based on the frequency of attendance to online coursesessions
for both the SOLQ in general and its specific dimensions. The responses to the general
SOLQ (F=10,144) and metacognitive skills (F=9,385) and environmental structuring
(F=6,499) differed highly according to attendance frequency (p<.001). Time management
(F=3,94) and persistence (F=3,922) dimensions were also affected by attendance frequency
(p<.01) very significantly. Lastly, help seeking scores (F=3,312) displayed significant
differences (p<.05) in accordance with frequency of course attendance. When mean values
are examined, it was observed that the mean scores increased for SOL in general and for
almost all subscales as the frequency of attendance decreased, indicating that the students
who attended the online classes less frequently reported higher self-regulation.

Discussion

This descriptive study explored the self-regulated online learning skills of a group of
students majoring English language and literature, focusing particularly on their online learning
experiences during post-pandemic hybrid education in a state university in Tiirkiye. The findings
grounded on the students’ self-reports indicated moderate-level self-regulatory skills. Prior studies
have noted the critical role of SRL in attaining learning outcomes in online education (Kara et al.,
2021; Yukselturk & Bulut, 2007). As thestudents become more self-regulated, they manage to
retain the control of cognitive,environmental, strategic, temporal and social factors involved in the
learning process(Wijaya, 2022). It is inferred from the present results that the students’ SOL may
hardly beevaluated as satisfactory and needs to be enhanced so that the aforesaid facilitative effects
of it may possibly be observed. The factors influencing self-regulation have been outside the scope
of the study; yet, there are several likely causes that the results might beattributed to and that could
be taken into consideration in any attempts to suggest approaches to reinforce student SRL. The
possible explanations on the side of the students might include the students’ approach to technology
or technology-integrated teaching and learning; their knowledge or competence including their
academic and digital literacies; and their attitudes towards and motivational beliefs (self-
efficacy, for instance) aboutonline learning and practice in general and the courses they took
online in specific. Relevant research confirms the association of all these factors with the
development of SOL (Anthonysamy et al., 2020; Blau et al., 2020; C. Zheng et al., 2018; Su et al.,
2018; Xu et al., 2022).

As regards the components of self-regulated online learning, the students reported to
exhibit environmental structuring behaviors with the highest frequency, almost at a “good” level.
The results strongly corroborate the findings of previous work (Dogan, 2022;Karacan et al., 2022;
Kulusakli, 2022; Yavuzalp & Ozdemir, 2020). Apparently, thestudents had an awareness regarding
the arrangement of their physical conditions to maximize the effectiveness of online learning. On
the other hand, employing metacognitive skills received the lowest score among other dimensions
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of SRL. This resultalso matches those obtained from previous work (Dogan, 2022). The result may
be interpreted with a possible insufficiency in the students’ awareness of the metacognitive aspects
of learning since it is possible to regrettably note that some students might lack the basic academic
study skills. It therefore appears appropriate to recommend helping students acquire the necessary
skills of effective academic studying including the introduction of the metacognitive aspects of
learning.

The students’ persistence, which is the component of SOL representing effortregulation
and motivation control (Jansen et al., 2017), was found to be displayed moderately. Students with
self-regulatory skills possess higher motivation and adaptive learning approaches, which enables
them to be academically more successful and optimistic about their future (Zimmerman, 2002).
Furthermore, learner motivation has longbeen acknowledged as one of the most critical factors in
the context of L2 learning (Dornyei, 2001; Dornyei & Ushioda, 2011; Oxford & Shearin, 1994).
Hence, it is wise to suggest that the students’ persistence needs to be improved as it not only
contributes to SOL development but may also accomplish multiple outcomes.

Another SOL dimension that was again found to be moderately displayed by the students
was help-seeking. The students evidently were not adequately informed or insightful about how or
from whom to seek help when needed. Previous research provide similar results (Kulusakli, 2022;
Yavuzalp & Ozdemir, 2020). Related to the social facet oflearning (Pintrich, 2004), help-seeking
is a strategy very commonly used by effective self- regulated learners on their encounter with
challenges to learning (Su et al., 2019). Furthermore, approached with a sociocultural theory
perspective (Vygotsky, 1978), which contends the scaffolding effect of social interaction in
cognitive development, help-seekingseems to be an important element of not only self-regulation
but also language learning in general. Consequently, it is suggested that the students’ use of help-
seeking strategies should be enhanced to reach a satisfactory level in respect to both SOL skill
development and effective language learning.

Regarding the student characteristics measured in relation to responses to SOLQ, the study
revealed no statistically significant differences across the groups of gender, year of study and
perceived L2 proficiency. The responses only differed significantly accordingto the frequency of
attendance to online course sessions. The surprising point about this result was that the students
who attended courses less frequently reported higher self- regulation. This result may be explained
with the possibility that the students with higher self-regulation perceptions did not feel an urge to
attend the sessions as they considered their self-study skills adequate to achieve in the particular
courses since SOL has already been associated with self-efficacy beliefs (Su et al., 2018; Xu et al.,
2022). Additionally, considering the multifarious challenges of distance education due to technical,
technological, physical or various personal factors (Erdel, 2022), it is also possible that the students
did not have other choice than regulating their own learning to compensate for what they miss in
the course sessions that they could not attend.

Conclusion
This study was conducted with the purpose of determining tertiary-level EFLstudents’ self-
regulated online learning skills during the post-pandemic hybrid education inTiirkiye and the
effects of some learner variables on these skills. The results of the study demonstrated that the
students displayed moderate levels of self-regulation in their online courses. Besides, their self-
regulation skills were not influenced by their gender, year of study or perceived level of English
language proficiency. The only variable tested within the scope of the study in a significant
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relationship with student responses was the frequency of attendance to online classes. Students
with higher self-regulatory skills attended the online classes less frequently.

The pandemic-led educational disruptions had indisputable effects on learning and study
habits of the students, and the hybrid education model adopted by many educational institutions in
the post-pandemic period was another novel experience for them as they were neither taking
distance education at home, nor receiving all department courses at school. The students had to
find out how to compensate for the challenges of the new circumstances and adapt their learning
skills and habits accordingly.

Self-regulation was one of the most essential skills the students needed to maintain their
learning effectively. It has therefore been substantially important to help students learn how to
master their own learning (L. Zheng et al., 2018), particularly in the contextof learning a foreign
language, which is not usually a temporary experience that learning ends at some point, but indeed,
an everlasting learning experience. In this respect, teachers’ mediating role in the development of
SOL or other self-directed learning skills should not be neglected. Zimmerman (2002) contends
that all aspects of self-regulation can be taught and modelled. Hence, it is highly important that
the teachers acquire necessary knowledge and awareness regarding the merits of self-regulation in
learning so that they could provide the guidance their students would need. It is therefore suggested
that SOL be considered within the framework of effective study skills and integrated into the
curricula inside the schedules of related courses such as digital literacy or technology- integrated
teaching and learning courses in teacher education programs. As the teachers become more
knowledgeable about self-regulation and its components, they may be capable of designing tasks
that involve practices requiring students to study more autonomously and develop self-regulation
skills. For instance, asking students to keep reflective journals may improve the students’
metacognitive skills, or integrating peer or group work activities into the curriculum may encourage
the students to use help-seeking strategies more often. In the same vein, setting examples or
modelling for students about temporal and emotional management as well as spatial arrangement
strategies for effective studying may enhance the relevant aspects of students’ self-regulation. For
primary and secondary levels of education or the preparatory language teaching programs of
universities, the curriculum developers are also suggested to arrange syllabi by integrating
theoretical and practical aspects of SRL skills as contents of reading articles or the requirements of
classroom tasks in the course books. That would enable teachers use classroom time more
effectively as they would not need to digress from curriculum when they intended to spare time for
fostering their students’ self-regulation.

This study had some methodological limitations. First, the research data werecollected from
the English language and literature department in a state university in Tiirkiye and generalizing the
results to larger populations does not seem applicable. Secondly, post-pandemic hybrid education
was the specific condition under which the datawere collected, and therefore, student perceptions
might differ under different circumstances. Lastly, the results of this study were limited to the data
obtained from cross-sectional student self-reports and therefore, it is advisable for further research
to triangulate such research grounded on self-reports, which might potentially involve bias, with
other, preferably qualitative, data resources such as retrospective interviews or reflective journals.
Further studies on SOL may also be conducted with specific reference to its relation with other
cognitive, affective and behavioral learner characteristics potentially influenced by different modes
and mediums of instruction.
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Introduction

There has been a surge of interest in the role of reflection in teacher education for
the last two decades (Kourieus, 2016). In a linguistically and culturally diverse English
Language Teaching (ELT) landscape of this post-method era, teachers are expected to be
reflective practitioners with a strong sense of agency and context-sensitive pedagogy who
can construct their “own theory of practice” (Kumaravadivelu, 2001, p. 537). The new
post-method teacher profile requires the skillful undertaking of multiple roles ranging from
a knower, well-versed in context-specific linguistic, cultural, and social variables, to an
enabler, equipped with procedural knowledge for effective classroom practices, and a
facilitator, promoting student engagement.

In the 21st century education, a considerable emphasis has been placed on teacher
quality (Darling-Hammond, 2000). It is the teacher self-efficacy (TSE) that mostly affects
teacher quality and the quality of instruction in a particular learning environment
(Bandura, 1997; Choi & Lee, 2018). TSE can be defined as “the teacher’s belief in his or
her capability to organize and execute courses of action required to successfully
accomplish a specific teaching task in a particular context” (Tschannen-Moran &
Woolfolk-Hoy, 1998, p.233). It is thought to impact not only teachers’ practices but also
students’ performance (Poulou, 2007). In fact, TSE beliefs are considered to predict
teachers' pedagogic competence and dedication to teaching (Silverman & Davis, 2009).

TSE beliefs tend to be established among experienced teachers, and deeply
ingrained in time, immune to change or any type of close scrutiny (Woolfolk Hoy &
Spero, 2005). Pre-service teacher education programs enable prospective teachers to
develop their self-efficacy beliefs. Previous studies investigating prospective teachers’
self-efficacy (STSE) development indicated that STSE levels are expected to increase
during the practicum (Woolfolk Hoy & Spero, 2005). Conversely, some studies revealed
either negative changes or no significant changes in the STSE beliefs (Brouwers & Tomic,
2000). Thus, it is of great importance to support student teachers in pre-service teacher
education programs so that they can develop powerful and positive self-efficacy beliefs
(Pendergast, et al., 2011). In this respect, the exploration of how to promote pre-service
teachers’ self-efficacy beliefs is crucial.

Literature Review

Previous Studies Related to the Teacher Self-Efficacy

As a construct stemming from the social cognitive theory by Bandura (1997), TSE
has been the focus of interest in ELT for over three decades (see Gencer & Cakiroglu,
2007). It is considered to be changeable during teacher preparation and the first years of
teaching (Woolfolk Hoy & Spero, 2005). As student teachers gain more teaching
experience, they fine-tune their perceptions of self-efficacy, shifting from a global
understanding of TSE with an emphasis on the general idea of teaching and teaching
competencies to a differentiated sense of self-efficacy (Polou, 2007; Van Dinther, et al,
2011). TSE influences their teaching effort, their professional goals and aspirations as well
as students’ learning outcomes (Rupp & Becker, 2021). Previous research with in-service
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teachers indicated that it is closely connected to teacher involvement, pedagogical stance,
and receptivity toward innovative, diverse, and active teaching practices. (Schwarzer &
Warner, 2014).

Teachers with high levels of self-efficacy were shown to display a great deal of
commitment as well as persistence when encountered challenges (Tschannen-Moran &
Woolfolk Hoy, 2001). High levels of TSE were found to facilitate competent self- and
action regulation (Pajares, 2002). Highly efficacious teachers tend to attach more
importance to student interaction and autonomy (Choi & Lee, 2018). However, low levels
of TSE are associated with an authoritarian orientation to classroom management (Gencer
& Cakiroglu, 2007).

In accordance with the social cognitive theory, mastery experiences, vicarious
experiences, verbal persuasion and psychological/affective states were demonstrated to
contribute to the teacher efficacy (Bandura, 1997). The research evidence confirms the
contribution of these sources to the self-efficacy of pre-service teachers in teacher
education programs (Van Dinther et al., 2011). However, how prospective teachers process
and make sense of the self-efficacy information from various sources still remains an
uncharted territory (Van Dinther et al., 2015). Mastery experiences and perceived
successful teaching performances are likely to reinforce efficacy beliefs, empowering
teachers’ confidence regarding the success of their future teaching performances (Poulou,
2007; Woolfolk-Hoy & Spero, 2005; Yiiksel, 2014). They are considered the most
powerful contributor to TSE development (Tschannen-Moran & Hoy, 2007). Verbal
persuasion is another important source for TSE development (Tschannen-Moran & Hoy,
2001) that may involve interactive experiences in the form of coaching and mentoring
(Wyatt & Dikilitag, 2016). It can be provided by school-based mentor teachers and the
university supervisors (UnSs) via post-teaching conferences, yet these conferences do not
go beyond offering support and criticism concerning the pre-service teachers’
activity/lesson planning and their post-teaching reflections (Atay, 2007). In fact, the virtual
mentoring practices were integrated into the current study context to enhance preservice
teachers’ TSE. The dynamics between school-based mentors and pre-service teachers, the
quality of support from these mentors, the school community, the UnSs, and the number of
field experiences were demonstrated to be the significant predictors of TSE (Aydin &
Woolfolk Hoy, 2005). Vicarious experiences, which are derived from observational
experiences via other students or teachers (Bandura, 1997), were also viewed as another
source of TSE (Wyatt & Dikiltas, 2016). With respect to the link between the pre-service
teachers’ affective states and TSE, some studies found a positive relationship (Sevimel &
Subasi, 2018), while others indicated no relationship between both variables (Poulou,
2007; Yiksel, 2014).

The practicum period is considered to play a pivotal role in prospective teachers’
professional development and in the development of TSE (Flores, 2015). This period
provides them with an opportunity for bridging the gap between theory and practice that
promotes pre-service teachers’ professional development (Maskit, 2013). Previous studies
in the EFL pre-service teacher education contexts emphasized the student teachers’ anxiety
related to the feedback and evaluation aspects of the practicum (e.g., Paker 2011), a
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commonly reported problem in the study context. Another anxiety-provoking factor during
the practicum is related to unclear or unrealistic teacher selves due to pre-service teachers’
lack of teaching experience and their emergent teacher identities (Er6z-Tuga, 2013).
Prospective teachers’ lack of clarity about their expectations adds to their practicum
pressure (Eréz-Tuga, 2013), which is concerned with the pre-service teachers in the
current study. In fact, the development of TSE beliefs can be traced back to pre-service
teacher education programs and they are considered “the most pliable early in learning”
(Tschannen-Moran & Woolfolk Hoy, 2007, p. 947).

Contradictory findings exist regarding the relation between prospective teachers’
field experiences and their perceptions of self-efficacy. Regarding the relationship between
field experiences and self-efficacy in the Turkish context over the practicum period, Atay
(2007) found an increase in pre-service teachers’ sense of efficacy regarding classroom
management and student engagement but a decrease in their sense of efficacy in
instructional strategies. In the same vein, Yiiksel (2014) indicated significant changes
before and after the practicum period. The study attributed the changes in their self-
efficacy levels to enactive mastery experiences and social persuasion, while no significant
contribution of vicarious experiences and physiological/affective states was reported. Also,
Alct and Yiiksel (2012) reported a significant correlation between pre-service EFL
teachers’ performance, their self-efficacy and metacognition. Alagézli (2016) indicated
that prospective EFL teachers’ self-efficacy, their self-reported proficiency level and
pedagogical strategy use were considered the predictors of self-concept. In addition, Celik
and Zehir Topkaya (2017) pointed out that pre-service EFL teachers demonstrated a
relatively high levels of teaching efficacy and an increase in their teaching efficacy
perceptions whereas Cankaya (2018) indicated that prospective teachers’ self-efficacy
levels were slightly lower than in-service teachers, confirming the favorable influence of
teaching experience on self-efficacy.

In contrast to the aforementioned studies indicating the favorable impact of the
field experiences on the STSE development, other studies (e.g., Gencer & Cakiroglu 2007)
found that field experiences were not conducive to STSE beliefs. The underlying motive
was related to the lack of quality feedback provided by school-based mentor teachers.
Unless it contains information as to the extent of the acceptability of task performance and
the suggestions for task improvement, feedback is not viewed as a salient efficacy source
for student teachers (Van Dinther et al, 2015). It is maintained that feedback should be
both "balanced" and “recognizable" (Van Dinther et al., 2015, p. 25). The former refers to
the positive feedback full of affirmative comments on the strengths and weaknesses of pre-
service teachers and the suggestions for the improvement of their teaching performance
The latter, however, refers to the feedback connected to pre-service teachers’ own
experiences, affirming their own perceptions and judgements about their own development
(Van Dinther et al., 2015). In fact, a virtual mentoring project was integrated into the
practicum course to cater for the student-teachers’ need for a “balanced” and
“recognizable” feedback and the current study investigated the influence of such feedback
on the self-efficacy beliefs of prospective teachers (Van Dinther et al., 2015, p.25).
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Video-Mediated Self-Asssessment and STSE

The video-mediated online self-evaluation tasks are regarded as an effective source
of self-efficacy information source for prospective teachers (Eroz-Tuga, 2013; Segers, et
al., 2008; Van Dinther et al., 2015). As formative assessment focuses on the improvement
of student learning by enhancing student motivation and learning outcomes (Black &
William, 1998), pre-service teachers’ formative assessment practices are likely to affect
their mastery experiences. Particularly, the integration of reflective formative assessment
tasks via reflective e-portfolios into the practicum classes is likely to promote pre-service
teachers’ reflections on the practicum, which, in turn, promotes their professional growth
(Kuter, et al., 2012). These reflective e-portfolios might include pre-service teachers’
lesson plans, teaching activities in the practicum, their self-appraisals of real teaching
performances, as well as their reflections on the feedback provided for them by their
school-based mentor teachers (SBMs) and UnSs and on their future goals. In Kuter et al.’s
(2012) study, pre-service teachers’ engagement in a collaborative dialogue with their
peers, SBMs and UnSs subsequent to a video-taped microteaching session was reported to
raise their awareness towards their weaknesses in their teaching and motivated them to
ameliorate these aspects.

As suggested by Eréz Tuga (2013) and Rosaen et al. (2008), watching their own
videotaped teaching performances and self-assessment practices enabled pre-service
teachers to examine their teaching performance from a critical perspective and raise their
awareness towards their strengths and weaknesses. In fact, Baecher (2011) claimed that
watching the videotaped performances may build a more realistic picture of their own
performance and promote new ways of thinking for prospective teachers as it displays a
comparison of their perceptions on the teaching task performance and their real
performance.

The adoption of video-mediated feedback provision in practicum courses can help
the UnSs provide more evidence-based constructive feedback for prospective teachers
(Galvis & Nemirovsky, 2003). In addition, the student-teachers’ involvement in such
practices might be the driving force for them to internalize self-asssessment practices and
become autonomous as well as reflective practitioners. Being involved in such online self-
assessment practices might also contribute to their teacher agency (Er6z- Tuga, 2013;
Rosaen et al., 2008). In fact, the current study set out to investigate the impact of the
video-mediated self-assessment practices in the practicum course on student-teachers’
teaching self-efficacy.

Just as previous research indicated the critical role of students' use of self-
regulation skills in their academic achievement, teachers' self-regulatory behaviors were
found to positively influence their teaching practices and their adaptive teaching behavior
(e.g., Toussi et al., 2011). Baylor et al. (2011) argued that teachers’ self-regulatory
strategies can promote their effective lesson planning, task management, and classroom
management skills. Teachers without well-developed self-regulatory skills are likely to
find it challenging to integrate self-regulatory instructional strategies into their own
teaching. Additionally, self-regulation can help teachers gain valuable insights into their
students’ needs and learning experiences. The video-mediated self-assessment practices in
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the practicum course in the study aimed to improve self-regulatory skills for prospective
teachers.

Virtual Mentoring (E-Mentoring)

The virtual mentoring practice in the study can be defined as mentoring in an
online environment conducted via emails and video conferences ubiquitously (Bierema &
Hill, 2005). The incorporation of a virtual mentoring component into the practicum
courses in the study might complement the established mentoring system at schools. The
virtual mentors are likely to contribute to the professional growth of pre-service teachers
via their constructive, comprehensive, and detailed feedbacks. Such feedbacks are believed
to support the enactive mastery experiences of pre-service teachers (Tschannen-Moran &
Hoy, 2007). The online mentors are also viewed as coaches or guides to help pre-service
teachers’ professional development via their harmonious relationship with them based on
dialogic sharing. Thus, the former might contribute to the vicarious experiences of the
latter by sharing their own personal teaching experiences and their ideas about the latter’s
career choices.

Mentees in virtual mentoring interactions are provided with information easily and
an ample amount of professional support (i.e., Smith Risser, 2013). Regarding the factors
influencing the success of virtual mentoring, mentors’ accessibility and passion about
teaching, mentees’ clear aims, as well as the mentor-mentee relationship based on
reciprocal respect and confidence might be listed (Smith Risser, 2013). If a mentor’s
communication style is not compatible with that of a mentee, or if he or she is likely to
undermine his/her mentee’s /mentees’ confidence, the effectiveness of virtual mentoring is
disrupted (Lofstrom & Eisenschmidt, 2009),

Previous research indicated that the type of virtual mentoring approach may affect
the prospective teachers’ professional development (Alemdag & Erdem, 2017). In contrast
to transmissive mentoring where learners receive knowledge inactively, in constructivist
mentoring knowledge is co-created with the mentor and mentee (Richter et al.,2013).
Novice teachers with constructivist-oriented mentors were reported to have lower levels of
burnout, having a higher level of self-efficacy, teaching motivation, and job satisfaction
than others in a traditional mentoring program (Richter et al., 2013). In virtual mentoring,
pre-service teachers’ engagement in video-mediated self-assessment tasks serves as a self-
regulation component to help them evaluate their progress in teaching skills, which tends
to facilitate their enactive mastery experiences.

As for the type of support virtual mentors provide, “cognitive, affective, and
instrumental support” might be listed (Alemdag & Erdem, 2017, p.136). Cognitive support
included problem appraisal, the provision of advice for the practicum problems, the
evaluation of the possible solutions, (teaching) experience sharing (Alemdag & Erdem,
2017). It can be considered to foster enactive mastery experiences. However, affective
support refers to “empathetic, caring, affirming, and encouraging statements” (Alemdag &
Erdem, 2017, p. 136). This support is concerned with verbal persuasion and affective
states. Instrumental support is concerned with the provision of digital materials and
computer hardware support (Alemdag & Erdem, 2017). The cognitive and affective
support were incorporated into the virtual mentoring project in the current study.
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Methodology

Research Design

The study adopted a mixed-methods case study design, which incorporates
quantitative and qualitative data collection methods and provides detailed insights and
evidence for a particular case (Creswell & Plano Clarke, 2018). As the current study
explored the impact on the EFL pre-service teachers’ self-efficacy of the integration of
online reflective practice-oriented assessment and virtual mentoring practices into a
practicum course, the adoption of a mixed-methods case study research design is deemed
appropriate. Consent forms were obtained from the pre-service teachers prior to their study
engagement.

Publication Ethics

For this study, research and publication ethics are complied with via the ethical
committee approval obtained from the ethics committee from METU Applied Ethics
Research Center. The approval was received on 21 December 2020. The protocol number
was 383-ODTU-2020.

Research Context

The setting for the study was the department of foreign language education
at a large Turkish state university. The study was carried out in a practicum course called
ELT Practicum I, which was offered for the senior Turkish pre-service teachers of English
as a Foreign Language (EFL) in the spring semester of the academic year 2021/2022. The
aims of the course were threefold: gaining familiarity with different types of EFL learning
environments and learner profiles to have authentic teaching experience at
primary/secondary schools under supervision, introducing prospective teachers to the
professional teacher community, and developing a reflective teacher identity. The course
involved a 12-week-long field experience (six hours a week) in two state high schools and
two-hour weekly face-to-face class sessions at university. ELT Practicum Il was the
second practicum course offered for the participants in the spring semester following the
first one, ELT Practicum I, in the fall semester. It involved teacher research tasks,
structured classroom observation tasks based on different teaching skills (such as giving
instructions, classroom and time management, as well as dealing with disruptive students)
and four teaching tasks. The pre-service teachers were asked to videotape their teaching
tasks in class and reflected on their teaching performance using a video-mediated self-
assessment form produced by the researcher. The researcher was also the course instructor
and UnS.

A digital portfolio assessment component was integrated into the practicum course
to promote STSE development (see also Van Dinther et al., 2015) It is composed of three
phases. During the first phase, formative video-mediated assessment, pre-service teachers
collected evidence regarding their practicum teaching activities, as well as four reflective
video-mediated self-appraisals related to their competence development in their practicum
teaching tasks such as their future learning goals and activities including a reflection
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regarding their prospective learning goals and activities (See Segers et al., 2008; Van
Dinther et al., 2015). The second phase, feedback, involves prospective teachers’ online
interaction with their virtual mentors via email, Facebook and Skype meetings for
professional development purposes.

Participants

Fourty EFL pre-service teachers enrolled in ELT Practicum Il participated in the
study. Prior to their involvement in the study, they completed all the ELT Methodology
courses offered at the department. They were within an age range between 21 and 27 with
a C1 level of proficiency in English. The overwhelming majority of the participants were
female (n=32). They were from different parts of Turkey and had diverse social and
cultural backgrounds. As for presenting quotations by the participants for the findings,
they are coded as P1, P2, P3 and so forth. The terms prospective teachers and student-
teachers are used interchangeably with the term pre-service teachers in the article.

Data Collection

The quantitative data in the study were collected via the Turkish version of
Teachers’ Sense of Self Efficacy Scale (TTSES), which was originally developed by
Tchannen-Moran and Woolfolk-Hoy (2001) and adapted to Turkish by Capa et al., (2005).
The qualitative data in the study were collected via weekly reflective journals, video-
mediated self-assessment forms, and semi-structured interviews prior to and after the
study.

The Turkish Version of the Teachers’ Sense of Self-efficacy Scale

The Turkish version of Teachers’ Sense of Self-Efficacy Scale (TTSES) by Capa et
al. (2005), was administered to the pre-service teachers twice (at the beginning and end of
the study) during the course sessions at university. The scale (see Appendix) utilized 24
items on a 9-point Likert type. The items on the scale ranged from 9 (A great deal “gok
yeterli”) to 1 (Nothing “Yetersiz”). The scale is considered to be highly reliable with high
item-total correlations. The reliability of the whole scale is .93 (.82 for student
engagement, .86 for instructional strategies, and .84 for classroom management). The
items 1, 2,4,6,9, 12, 14, 22 are related to student engagement and items 7, 10, 11, 17, 18,
20, 23, 24 are concerned with instructional strategies. The items 3, 5, 8, 13, 15, 16, 19, 21
relate to classroom management. Some sample items from the scale are as follows:

. How much can you do to help your students think critically? (Item 2- student
engagement)
. How much can you do to control disruptive behavior in the classroom? (ltem 3-

classroom management)

. How well can you respond to difficult questions from your students? (ltem 7-
instructional strategies)
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Reflective Journals

The pre-service teachers were asked to write weekly entries on their reflective
journals. In these journals they evaluated their virtual mentoring experiences, their
relationships with their virtual mentors, the style, and the quality of the feedback from
their virtual mentors, as well as to what extent and how they incorporated the feedback
they received into their subsequent teaching tasks, and the influence of this feedback on
their self-efficacy. They were also asked for the new perspectives they developed
regarding different aspects of teaching via their online academic and career-related
exchanges during the study.

Semi-Structured Interviews

All the pre-service teachers in the study were interviewed individually prior to and
following the study. The semi-structured interview is commonly utilized in the social
sciences for qualitative research purposes (Creswell, 2007). Despite following a general
guide or protocol prepared prior to the interview, it allows for discovery, with some room
to follow topical trajectories throughout the conversation (Creswell, 2007). The familiarity
of the researcher with the topic made it possible for her to address participants further in-
depth questions to elaborate on their comments. The interviews lasted 40-45 minutes and
were held in the researcher’s office at university. They were audio-recorded with the
permission of the prospective teachers. The interviews were held in Turkish, in the native
language of the participants, to avoid any linguistic obstacles for their self-expression.
During the semi-structured interviews before the study, the pre-service teachers performed
a self-appraisal of their strong and weak points in teaching EFL, the aspects of teaching
EFL where they would like to develop themselves, and the professional development
activities prior to their study involvement. The interviews after the study were concerned
with the following points: the participants’ online interactions with their virtual mentors as
well as the impact of their virtual mentors’ feedback and their video-mediated self-
assessment practices on their professional development and their sense of TSE.

Video-Mediated Self-Assessment

The pre-service teachers in the study completed formative video-mediated self-
assessment forms considering their four teaching task performances at the practicum
schools. The guidelines for the self-assessments were provided by the researcher. The pre-
service teachers were supposed to perform their self-appraisals based on their video-taped
teaching performances. They were asked to provide concrete evidence from their
videotaped performance on different aspects of their lesson delivery and to upload their
appraisals on the online learning management system EDMODO. The self-assessment
form was composed of the following sections: the strong and weak aspects of their
teaching, their pedagogical challenges during the teaching task implementations, their
virtual mentor teacher’s feedbacks on their lesson plans and their teaching performances,
their interpretation of the feedbacks as well as the beneficial aspects of the feedback and
how to integrate the virtual mentors’ feedbacks into their future teaching tasks. Upon
completing the form after each teaching task performance, they also held a post-teaching
conference with the UnS where they discuss different aspects of their teaching

© 2023 Journal of Language Education and Research, 9(2), 444-473



The impact of online reflective practice-oriented assessment. . . 453

performance in an interactive dialogic sharing session including the provision of the UnS’
constructive feedback.

Virtual Mentoring

The virtual mentoring project was incorporated into the study to ameliorate the
feedback quality for the pre-service teachers. The virtual mentors are regarded as
complementary for the school-based mentors assigned to the pre-service teachers in
practicum. It was integrated into the study to provide balanced and constructive feedback
and contribute to the self-efficacy of pre-service teachers. Within the framework of the
project, both the pre-service teachers and the virtual mentors paired up with them were
asked to establish contact with one another online via email. Both parties sent one another
an introductory video initially. The virtual mentors’ introductory videos incorporated the
following details: their educational background, their teaching experience and professional
development activities, their teaching qualifications, their professional goals, their
professional challenges in their educational institutions and how they were coping with
them, their pre-service practicum experiences. The pre-service teachers, however, were
asked to incorporate the following features in their introductory videos: their educational
background, their previous language learning and teaching experiences, academic research
interests, future career plans, current pedagogical challenges, and their coping strategies
during the practicum.

Having exchanged the introductory videos, both virtual mentors and pre-service
teachers commenced their online academic sharings on ELT-related topics. A closed
Facebook group was created for this purpose. They were also encouraged to use e-mails
for online communication. These sharings involved discussions on the pedagogical
challenges of the pre-service teachers and their coping strategies, the new ELT trends and
approaches and their applicability to their local teaching contexts, the lessons they learned
from the practicum. The pre-service teachers sent their lesson plans via email prior to their
in-class implementation and received feedback from their virtual mentors. Following their
in-class implementations, they also sent their teaching task videos to their mentors online
for feedback. Apart from the aforementioned aspects, the virtual mentors were supposed to
provide career guidance for the participants during the study via email and online
meetings. They were asked to email two questions to their virtual mentors related to their
career choices, job prospects and professional development on a weekly basis before their
virtual meetings with them.

Data Analysis

The data from the TTSES were analyzed quantitatively using the Statistical
Package for the Social Sciences (SPSS) 18.0. To discover the alterations in TSES beliefs
of pre-service teachers in time, the responses given to the TTSES were analysed and
compared over two periods (i.e., before and after the study) via the Paired Samples t-test.

Thematic content analysis was used in the analysis of the qualitative data from the

weekly reflective journals, the online video-mediated self-assessment forms and semi-
structured interviews (Zhang & Wildermuth, 2009). It is defined as “a method for
identifying, analyzing, and reporting patterns (themes) found within data” (Braun &
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Clarke, 2006, p.6). As it provided a rich and thick description of data, it highlights diverse
perspectives of research participants, pointing out similar and different features, providing
novel and unanticipated insights (Braun & Clarke, 2006).

During the data analysis, two coders were involved for inter-reliability purposes.
One of them was the researcher and the other one was a departmental colleague who was
an expert on qualitative analysis. Both coders defined the categories and subcategories in
the study data (See Table 1 for the coding scheme).
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Table 1. Coding Scheme (adapted from Van Dinther et al., 2015)

Categories Sub-categories Number
of units
Mastery-after-action 195
Mastery -
- a) Evidence-based
experiences . 80
practice
b) Teacher agency 60
c) Metacognitive  self-
. . 55
regulation skills
Mastery-in-action 40
a) Being addressed as a
future colleague
(Admission to the
. 40
professional
community of
teachers)
Mastery-for-action 58
a) Cognitive self-
. . 30
regulation skills
b) Metacognitive  self-
. . 28
regulation skills
Milestone-mastery 48
1. Teacher agency 23
2. Metacognitive  self-
. . 25
regulation skills
Mastery-in-action 40
Being addressed as a future
colleague (Admission to the
professional community of
teachers)
Mastery-for-action 58
a) Teaching success story
. . 30
regulation skills
b) Commitment to
. 28
teaching
Verbal Clarifying experiences 120
persuasion
(persuading Discrepancy feedback
experiences)
Affirming experiences 470
a) Balanced
(constructive) 170
feedback
b) Recognisable
feedback 140
c) Progress feedback 160
Affective 1. A rise in teaching 130
states motivation
(Affective 2. Professional 170
experiences) empowerment
Total
number of 1329
units
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Regarding the qualitative data analysis, a three-step analysis scheme utilized by
Van Dinther et al. (2015) was adapted in the study. The basic analysis unit in the study
was “a meaningful text segment, including a partial, single or some sentences” that
involves EFL pre-service teachers’ references to “video-mediated self-assessment”
(VMSA) or “feedback from the virtual mentors” (VMF) or their views regarding the
influence of these characteristics on their self-efficacy in the data from the video-
mediated self-assessment tasks, reflection journals, and semi-structured interviews (Van
Dinther et al., 2015, p.48). The initial step in the analysis was grouping the text segments
into the categories and subcategories in line with the qualities of VMSA and VMF. As
the second step in the analysis, all text segments where participants described the
influence of the VMSA and VMF on their self-efficacy were selected to be coded into
four categories of self-efficacy sources in the following way (Bandura, 1997):

a) Mastery experiences refer to participants’ success experiences regarding teacher
competences during the practicum period,

b) Vicarious experiences include participants’ opinions regarding their observations of
their teachers and students

c) Verbal persuasion includes participants’ statements regarding their virtual co-mentors’
affirmations and encouraging remarks on participants’ competences.

d) Physiological and affective states include participants’ opinions regarding their
sensory and emotional aspects of their experiences

The third step of the analysis is pertinent to the pre-service teachers’ VMSA and
VMF experiences. At this stage, the self-efficacy sources depicted at the second step
were further specified into efficacy information types in a manner aligned with the results
of the analysis at the first step (i.e., various VMSA and VMF characteristics). This step
was geared towards the exploration of the self-efficacy information sources in the VMSA
and VMF that were elicited from the pre-service teachers at the second step. The results

of the further specifications of the pre-service teachers’ descriptions of the self-efficacy
sources regarding the portfolio assessment phases are presented in Table 2:
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Table 2. Connection Between the Phases of Formative Assessment and Types of Self-efficacy
Information Types (Adapted from Van Dinther et al, 2015)

Types of self-efficacy
information

Definition Portfoli
0
assessm
ent
phase

1.Video- 2.Feedb
mediated ack
self- phase
assessment

3.Inte
rview
phase

Mastery-
after- action

Mastery
experiences

Awareness,
consciousness and
insights of pre-
service teachers
following a
teaching
experience in the
past

a)Mastery-in-
action

Pre-service
teachers’ feelings
of success while
being involved in a
teaching or an
interview activity

b) Milestone-
mastery
experiences

Strong affirmation
indicating one is
on the right track
professionally

a) Clarifying
experiences

Persuading
experiences

Pre-service
teachers’ feedback
experiences
providing detailed
and informative
insights into their
professional
development

b) Affirming
experiences

Pre-service

teachers’ feedback

experiences

enhancing their X
confidence in their

future self-

knowledge

Physiological/
affective Affective
experience states
S

Pre-service

teachers’

motivating

experiences

providing them X X
with self-

confidence in their

own professional

development
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Initially, both coders triangulated the qualitative data collected from different
sources, the reflective journals, semi-structured interviews, and the video-mediated self-
assessments, to promote the credibility of the research findings. For the validation and the
refinement of the coding scheme, the coders checked the 20% of the qualitative data to
ensure the clarity and consistency of the category definitions. Next, they were engaged in
an iterative reading of the data actively, searching for meanings and patterns to form the
initial codes independently (Braun & Clark, 2006). Then, they worked in the coding
process collaboratively, fine-tuning the coding scheme. They negotiated on the coding
categories when new codes emerged until consistency in coding was achieved (Zhang &
Wildemuth, 2009). Subsequently, they applied the coding scheme to the qualitative data
corpus. An agreement of 85% was achieved in the first round of analysis and before the
second round of analysis the coders reached a consensus on the coding scheme. Finally,
they launched member checking procedures to check the alignment of the transcriptions
with the pre-service teachers’ interpretations to consolidate the credibility and
trustworthiness of the study.

Results and Discussion

The findings related to the main and sub-research questions are respectively
presented in this section. Regarding the main research question in the study, the impact on
the pre-service teachers’ self-efficacy of the integration of online reflective practice-oriented
means of assessment into the practicum course in the study, the results of the Paired
Samples T-test indicated that the self-efficacy levels of pre-service teachers changed
significantly over a period of 14 weeks during the spring semester of the academic year
2021 and 2022 (p < 0.001). The significant positive change in the STSE levels (See Table 3)
could be attributed to the promotion of the pre-service teachers’ reflective perspectives
through the video-mediated self-assessment activities. The virtual mentors’ provision of
balanced, constructive, and recognizable feedback as well as extra affective and pedagogical
support for the prospective teachers were also likely to have fostered their development of
self-efficacy. The enhanced levels of TSE might also be linked to the participants’ level
self-efficacy at the beginning of the study. However, due to a restricted number of pre-
service teachers in the study, the findings cannot be generalized.

Table 3. Descriptive Statistics Related to TSES

Tests Means Standard

(out of 9) Deviation
STSE scores before the study 4.57 1.50
STSE scores after the study 7.20 .88

(STSE scores changed significantly
across the two stages (p < 0.001)

As regards the sub-components of the pre-service teachers’ beliefs (Table 4), pre-
service teachers felt most efficacious about instructional strategies while they reported a
relatively lower degree of self-efficacy related to classroom management and student
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engagement (Cankaya, 2018). Pre-service teachers in the study reported themselves as
moderately successful, which was also suggested by Cankaya (2018) and Celik and Zehir
Topkaya (2017). This may be attributed to reflective practice-based formative assessment
practices and constructive e-mentoring practices in the study. The study findings also
indicated that prospective teachers attained higher self-efficacy levels in instructional
strategies than in classroom management and student engagement (Cankaya, 2018). The
pre-service teachers’ tendency to overfocus on their own teaching performance at the
expense of student engagement might account for this finding.

Table 4. The Descriptive Statistics Regarding Pre-service Teachers’ Self-efficacy Beliefs
Regarding the Sub-components of the TSES

Self-efficacy Categories Pre-

service

Teachers’

Results

Mean SD
Instructional 7.50 .40
Strategies
Classroom 7.20 .55
Management
Student 6.90 .59
Engagement

Regarding the impact of the integration of video-mediated self-assessment practices
on pre-service EFL teachers’ self-efficacy, the prospective teachers indicated that
performing a self-appraisal of their own teaching via videos promoted their reflective
abilities (Er6z- Tuga, 2013). They reported that looking at their strong and weak aspects of
their teaching task performance in real classroom settings retrospectively from a critical
perspective via self-assesment contributed to their enactive mastery experiences (Bandura,
1997). They added that their engagement in the video-mediated self-evaluation tasks raised
their awareness towards the teaching tasks they performed during their internship. They
became conscious of what they did well in their teaching tasks against the teacher
competences they were supposed to develop during the internship period (Van Dinther et
al., 2015), which promoted a sense of mastery. In the study, these types of experiences
were regarded as “mastery-after-action” experiences (Van Dinther et al., 2015, p.49). Pre-
service teachers emphasized that their engagement in the video-assisted self-assessment
contributed to their development of self-regulation skills, intertwined with enactive
mastery experiences, a source nourishing TSE (Toussi et al., 2011). They also underscored
that online reflective self-assessment experiences helped them turn into facilitators with
well-developed self-regulation skills and proactive agents who are motivationally,
metacognitively, and behaviorally ready to accomplish their instructional goals (Toussi et
al., 2011; Zimmerman, 2000).
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The following quote by P12 indicated his perception of a gradual increase in his
TSE by developing new instructional strategies on time management as a result of his
engagement in the regular video-mediated self-assessment practices:

Time management was a big problem for me on my first teaching task. I realized
that | needed to develop some strategies to improve my time management. | also
found that incorporating two group activities into one lesson was neither
feasible nor realistic. | considered the timing issue while preparing my second
lesson plan and my second teaching task was a lot better timewise.

P12 in the aforementioned quote indicated that performing a video-enhanced self-
evaluation helped him promote his self-regulated learning strategies (Zimmerman, 2000).
He commented that he noticed a gradual development in his metacognitive skills by
providing evidence from his own classroom practices in his video-mediated self-
evaluation, which may be regarded as conducive to the promotion of his evidence-based
classroom practices in the long run. This is consistent with what Schraw et al. (2006)
referred to as the ‘metacognitive’ component of self-regulation, related to “the knowledge
of cognition” and “regulation of this cognition” (p.4). The enactment of the metacognitive
component of self-regulation skills, which was manifested via P12’s reframing his lesson
planning strategies, was acknowledged to contribute to the development of STSE (Schraw
et al., 2006). P12’s comments emphasized the affordances of video as a tool for developing
pre-service teachers’ ability to reflect and analyze (Savas, 2012).

Video- mediated self-assessment followed by critical reflection raised pre-service
teachers’ awareness concerning the relatively weak aspects of their teaching (Fernandez,
2010). The pre-service teachers indicated that the addition of video-based self-evaluation
practices into the practicum changed their perspectives on professional development. The
inclusion of the formative video-mediated self-assessment enabled pre-service teachers to
capture evidence regarding their teaching practice, guide their personal inquiry into their
professional growth and foster their informed decision-making processes regarding active
student engagement (Shepperd & Hannafin, 2008). The following comment is
representative in this respect:

“Watching my videotaped teaching task performance helped me discover that |
gave a lot more turns to some students than others” (P2).

She reported that watching the video helped her see how engaged students were in
the lesson. She noticed that she needed to enhance student engagement in her classes and
raise the students’ level of classroom participation. Likewise, P10 reported that her video-
mediated assessment practices helped her improve her strategies to shape student
contribution in class. She remarked that while watching her videotaped teaching she was
surprised to notice that she did not ask students any elaboration questions, make enough
clarification requests and confirmation checks, or use wait time effectively. P10 concluded
that watching her videotaped teaching task performances acted as a pedagogical reality
check for her as a prospective teacher since it enabled her to compare her real teaching
task performance as reflected in the video with the way she perceived her performance
(See Baecher, 2011).
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Some pre-service teachers expressed their contentment with their mastery
experiences at the end of their internship period when they found that they excelled in
practising certain pedagogical skills in real classroom settings or that they enhanced their
pedagogical competence in general. For some, these successful mastery experiences in the
practicum helped them become “post-method practitioners”, who can theorize their own
practice, in Kumaravadivelu’s (2001) terms, equipped with a strong sense of teacher
agency and context-sensitive pedagogy, (p.541). They felt that they took one step further
towards becoming reflective practitioners with  “pedagogic  thoughtfulness”
(Kumaravadivelu, 2001, p.541). Teaching experiences informing pre-service teachers of
their progress in their teaching skills and indicating their pedagogical competence served
as “a milestone for their future professional learning activities” (Van Dinther et al., 2015,
p. 52). Such mastery experiences were labelled as “milestone-mastery experiences” in the
study because they provided “a source of self-efficacy information for pre-service
teachers” (Van Dinther et al., 2015, p. 52). P3 described his mastery experience as follows:

For me when my students told me they liked my style of teaching during my final
teaching. it was a real experience for me. Now I feel more and more committed
to teaching. When I saw them addressing me as “their teacher”. I felt a member
of a real teacher community experience of success for me. Now I feel more and
more committed to teaching.

In addition to the importance of being able to examine their classroom practices
from different angles, some pre-service teachers also emphasized that their involvement in
video-mediated self-assessment promoted their awareness towards how their classroom
practices affected student engagement in the lesson they taught. As they needed to provide
evidence for their reflective interpretations from the lesson in their self-assessment task,
pre-service teachers started to acknowledge the importance of evidence-based practices.
P19 illustrated this very effectively below:

I did not think that my body language was so influential on student engagement.
While watching the video recording of my teaching, I noticed that I was listening
to my students with my arms folded. When | focused on the students’ reactions, 1
observed very few students participating in the discussion. | was shocked to see
listening to the students with folded arms affected student participation
negatively.

Apart from the abovementioned benefit of video-mediated self-assessment
concerning the enhancement of mastery-after-action experiences of EFL pre-service
teachers, some stated that performing regular video-mediated self-assessment also enabled
them to explore and reframe their previous ideas about student learning. Subsequent to her
first lesson implementation, P30, wrote in his self-assesssment form the following:

During the group work in class, | thought students were not engaged in the task
properly.However, upon watching the video, | saw that although they were not
interacting all the time,they were still on task and were working towards the task
accomplishment.

Pre-service teachers underscored their perceptions of a growing sense of TSE
throughout the study. They reported feeling a sense of success in their teaching task
implementations as they became more and more reflective and critical via their systematic
engagement in the video-mediated self-inquiry practices. This engagement helped them
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develop a professional growth mindset. The study found that such practices also helped
pre-service teachers to launch a critical and reflective inquiry into perceived classroom
failures, to justify their observations of students’ active involvement through video-based
evidence, and produce plans for their professional development. In fact, P5 and P17
reported the following in this respect:

“I think I am good at classroom management in general, but | can develop
pair/group work strategies more effectively” (P5).

“I believe that I have some good strategies to motivate students ... but I should
improve them so that my students can actively engage in the lesson” (P17).

Even though all the participants were concerned with how to enhance student
motivation and were aware of the importance of differentiating the question types in line
with their pedagogic goals in different stages of the lesson, they questioned if they were
able to formulate questions to shape learner contributions effectively and ensure
meaningful classroom interaction. Hence, the study unravelled that pre-service teachers’
engagement in such video-mediated self-assessment practices paved the way for mastery-
for-reflection experiences, which were not reported in the previous studies. As these online
practice-oriented self-assessment practice tasks also fostered their cognitive self-regulation
skills such as critical thinking, and metacognitive self-regulation skills (planning and
monitoring), they also promoted pre-service teachers’ reflection-for-action (Farrell, 2013).
The pre-service teachers were motivated to view their future actions with the intention of
improving or modifying their practices. By reflecting on their past pedagogical
experiences, the pre-service teachers started to consider how their previous teaching
experiences could guide their future teachings and what and how to make alterations in
their own practices (Farrell, 2013).

In relation to the findings concerning the influence of the virtual mentoring
practices on the pre-service teachers’ self-efficacy, the study indicated the pre-service
teachers’ favorable perceptions of feedbacks from their virtual mentors. They emphasized
the balanced and recognizable aspects of their virtual mentors’ feedback enhanced their
mastery and verbal persuasion experiences. The participants in the study did not view
vicarious experiences as a self-efficacy source as they did not have an opportunity to
observe their virtual mentors’ classes. The pre-service teachers indicated that their virtual
mentors’ constructive feedback provision style informed them of their strong and weak
points. In addition, the prospective teachers reported that their mentors’ inquiry-based
Socrative listening style helped them discover how to improve their weak points via
reflection on action. (Richter et al., 2013).

Most of the pre-service teachers expressed their satisfaction with their virtual
mentors’ feedback. They stated that their mentors’ constructive feedback regarding the
aspects of their teaching performance they need to develop in their teaching tasks
enhanced their mastery experiences, contributing to their self-efficacy as prospective
teachers (Lofstrom & Eisenschmidt, 2009). They pointed out the balanced nature of the
feedback, referring to both their strong and weak points, and how it enhanced their self-
judgements about their own development. The pre-service teachers expressed that they felt
more empowered when they had a clear view of their professional development and a
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growing understanding of how and what they needed to improve through feedback (Er6z-
Tuga, 2013; Rosaen et al., 2008; Van Dinther, et al., 2015). P35 expressed this in the
following way:

When | discovered in my post-conference session with my virtual mentor that the

lack of student participation was due to my excessive use of referential questions

in the lesson, | got a clear picture of my teaching performance. She

recommended me to vary the question types in line with my pedagogical goals

and the lesson stages. Now | am trying to diversify my question types.

Apart from enjoying a feeling of certainty that the abovementioned quote
illustrates, the pre-service teachers pointed out that their virtual mentors’ feedback made a
favorable impact on their physiological and affective experiences (Bandura, 1997; Van
Dinther et al., 2015). However, a minority of prospective teachers in the study indicated
that even though their mentors’ feedback helped them understand how to develop their
weak aspects of teaching, they still needed further guidance and support for her
professional growth due to their lack of teaching experience and their emergent teacher
identities (Er6z-Tuga, 2013).

Concerning the balanced nature of their virtual mentors’ feedback, the participants
emphasized that their mentors’ feedback incorporated not only the “discrepancy between a
current level of performance of a given student and a goal or desired level of performance”
(“discrepancy feedback”) but also a comparison between “a current level of performance
with an earlier level of performance” (“progress feedback™) (Voerman et al., 2012, p.
1108). The pre-service teachers regarded the provision of both discrepancy and progress
feedback in a combined fashion as beneficial and motivating for their professional
development. They emphasized that in cases where their mentor provided discrepancy
feedback exclusively, they tended to feel demotivated and inefficacious as prospective
teachers. The provision of progress feedback via systematic online self-assessment tasks as
well as the regular online communication with their virtual mentor teachers is in line with
the formative nature of the digital porfolio assessment.

The establishment of a safe zone for sharing and communication in their feedback
sessions with their virtual mentors contributed positively to their motivation levels, which,
influenced their affective states favorably (Tschannen-Moran & Woolfolk Hoy, 2007).
Their virtual mentors’ non-judgemental interaction style empowered them psychologically
and acted as a boost for their self-efficacy. Particularly pre-service teachers who had
relatively low self-efficacy found it relieving to be given constructive and detailed
feedback on their strong aspects of their teaching and their progress in their teaching skills
development. The constructive feedback served as verbal persuasion for the participant
pre-service teachers. Those with a low level of TSE beliefs also reported their contentment
with the way their virtual mentors shared their weak points in their teaching performance.
They indicated that virtual mentors’ encouraging words for them to ameliorate their
teaching performance and their provision of recommendations in this respect had a
positive impact on their emerging teacher identities. Additionally, listening to their virtual
mentors’ accounts of their successful and relatively unsuccessful lessons, discussing with
them the factors underlying their successes/failures were found to positively affect the pre-
service teachers’ affective states (Bandura, 1997).
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Pre-service teachers in the current study pointed out that verbal persuasion via
clarifying and affirming experiences fostered their development of teacher competencies.
They expressed that the former provided them with a mirror where they could have a
clearer picture of their teaching performance as well as a road map for professional
growth. They added that the affirming experiences enabled them to have more confidence
in their teaching skills, pedagogical content and procedural knowledge.

In addition to the favorable impact of clarifying virtual mentor feedback
experiences on their self-efficacy, several participants pointed out the self-efficacy-
boosting impact of the affirming virtual mentor feedback experiences. They admitted that
their virtual mentors’ feedback was generally relevant and specific. They added that it
involved valuable strategies for their professional development. They pointed out that the
recognisable feature of the mentor feedback addressed the points that they were planning
to improve and that it echoed their own point of view (Van Dinther et al., 2015). They
pointed out even though they were given feedback about the weak points of their teaching,
they did not view it as face-threatening since it was compatible with their perspectives and
incorporated some suggestions for further improvement.

In the study, in addition to different sources of self-efficacy (Bandura, 1997), an
additional source emerged in the data: Admission to the professional teacher community.
The prospective teachers in the study reported that being treated as future colleagues by
their virtual mentors and by their UnS during the semi-structured interviews, being part of
an online community of practice in a dialogic sharing atmosphere for professional
development purposes, the absence of a hierarchical power relationship with their virtual
mentors nurtured their sense of TSE. The favorable rapport with their virtual mentors
affected their affective states and their teaching motivation positively (Richter et al, 2013).
Being given the opportunity to be engaged in a career-related sharing with their virtual
mentors where they discussed the pros and cons of various career choices from multiple
perspectives and where they were informed of their mentors’ teaching experiences
empowered the pre-service teachers professionally, influencing their affective states
positively. They reported that when their mentors made them feel part of the professional
teacher community, they became more self-efficacious, with a high degree of commitment
to their future profession. In addition, the pre-service teachers in the study remarked that
the students’ addresssing them as their teachers during their teaching task implementation
at the practicum school also enhanced their self-efficacy.

The positive tone the virtual mentors in the study adopted in their dialogic sharing
sessions with their mentees regarding career advising, also had a positive impact on the
pre-service teachers’ affective states, which is considered another source for self-efficacy
for teachers (Bandura, 1997). Since pre-service teachers were in a state of anxiety and
confusion about the selection of the optimum career paths for themselves, their level of
anxiety tended to be relatively high during the practicum period. They described their
meetings with the virtual mentors as inspiring and encouraging thanks to the latter’s
friendly and approachable attitude in their academic sharings. They also mentioned the
valuable insights they gained into the potential job prospects as well as virtual and face-to-
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face professional development opportunities through their interactive communication with
their mentors.

The semi-structured interviews with the pre-service teachers at the end of the study,
which served as a mastery-in-action experience, confirmed that the previous phases of the
digital portfolio assessment was conducive to the prospective teachers’ self-efficacy
perceptions. The pre-service teachers reported enjoying a strong sense of self-efficacy
when they shared their progress in their teaching competency development and how they
dealt with their pedagogical challenges. They also added when they were addressed as
‘future colleagues” by their university supervisors, it signified their admission to the
professional community of teachers for them. Hence, they felt self-confident, which
affected their affective states favourably.

Conclusion

The study highlighted that the integration of reflective video-mediated self-
assessment into practicum courses promoted EFL pre-service teachers’ self-efficacy in
different ways (Er6z-Tuga, 2013; Fernandez, 2010; Rosaen et al., 2008; Van Dinther et al.,
2015) and the importance of formative assessment for prospective teachers’ learning (See
Segers et al, 2008; Smith & Tilema, 2003). In addition, they revealed the favorable
influence of constructivist e-mentoring style adopted by the virtual mentors in the study on
the self-efficacy of EFL pre-service teachers (Richter et al., 2013).

The study findings indicated the pre-service teachers’ level of self-efficacy rose
relatively significantly owing to the integration of online reflective practice-oriented
assessment into the practicum, which corroborates the previous research findings (Van
Dinther et al. 2015; Hattie &Temperley, 2007; Segers et al., 2008). From the perspective
of pre-service teacher education, the findings could be interpreted as a call for
restructuring student teaching experience. The pre-service teachers might benefit from
extensive video-mediated self-assessment practices, the guidance and support of virtual
mentors in their professional development journey to ameliorate their teaching
performance. Furthermore, the pre-service teacher education courses should also attach
more importance to pedagogical content knowledge development, particularly regarding
classroom management skills and student engagement. The teacher educators might also
consider incorporating a reflective component into their practicum course via reflective
journals or engaging pre-service teachers in evaluating their performances in teaching
tasks (reflection-on-action), in planning or revising their instructional strategies for their
future classroom practices (reflection-for-action).

The study also revealed that video-mediated self-assessment practices fostered the
self-efficacy of the pre-service teachers through mastery experiences, including mastery-
after-action and milestone-mastery experiences as well as mastery-for-action (Van Dinther
et al., 2015). Hence, formative video-mediated assessment procedures seemed to have the
capacity of enhancing the pre-service teachers’ self-efficacy via diverse mastery
experiences. Making video-mediated self-evaluation activities an integral part of the
practicum is likely to enable pre-service teachers to internalize their reflective perspectives
towards their own teaching practices and cultivate a critical attitude towards the teaching
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competencies that they have developed, enhancing their self-regulation skills (Toussi et al.,
2011). Being engaged in video-mediated self-evaluation activities might facilitate pre-
service teachers’ discovery of their strong and weak points, triggering them to generate
new strategies to cope with their pedagogical challenges. The encouragement of pre-
service teachers to provide evidence for different aspects of their teaching through their
engagement in video-mediated self-assessment activities may lead to the promotion of
evidence-based classroom practices, bridging the divide between the theory and practice in
education (Maskit, 2013). Considering the impact of video-mediated self-evaluation
activities on the pre-service teachers’ self-efficacy development, integrating such reflective
activities into the practicum courses might be recommended. These activities contribute to
the formation of a reflective mindset among prospective teachers, encouraging them to
develop strategies of self-regulation such as planning, organization, monitoring, and
evaluation (Orhan, 2008).

As to the impact of the virtual mentoring project on the pre-service teachers’ self-
efficacy development in the study, the study concluded that the virtual mentors influenced
the prospective teachers’ self-efficacy development via verbal persuasions. The mentors
might encourage the pre-service teachers by providing them with clarifying experiences so
that the latter could gain a clear view of their professional development. Additionally, by
providing the pre-service teachers with affirming experiences, the virtual mentors might
them gain confidence in their teaching skills. Virtual mentors might promote pre-service
teachers’ sense of self-efficacy through their balanced and constructive feedbacks. In this
respect, the study underscored the significance of providing pre-service teachers with
critical feedback based on a discrepancy between the current and desired performance (i.e.,
discrepancy feedback) as well as supportive feedback based on a comparison between the
pre-service teachers’ previous and current performance (i.e., progress feedback) (Voerman
et al., 2012). The virtual mentors are likely to have an affirmative influence on the
prospective teachers’ self-efficacy development by addressing them as their future
colleagues by recognizing their status as prospective teachers, and by introducing them to
the professional community of teachers by sharing their own professional experiences,
challenges and professional development activites,

Although the findings of the study are not considered generalizable because of its
restricted number of participants and its short duration, the findings are likely to shed light
into other similar EFL pre-service education contexts in Turkey and abroad in terms of
how to raise the level of pre-service teachers’ self-efficacy levels through formative
reflective practice-based self-assessment procedures and virtual mentoring. Regarding
further research suggestions, the longitudinal inquiry into the EFL pre-service teachers’
self-efficacy development in different educational settings might be considered. Also,
comparative studies based on the exploration of possible self-efficacy sources for the
experienced and novice EFL teachers or the impact of online versus face-to-face teaching
environments on the EFL pre-service teachers’ self efficacy development might also be
recommended. Finally, international telecollaboration projects focusing on the self-
efficacy development of prospective teachers could also be regarded as an alternative
research field.
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Appendix. The Turkish Version of the Teachers’ Sense of Self-efficacy Scale

(Ogretmen Oz-yeterlik Olgegi) (Capa et al., 2005)

Olgek Maddeleri

Cok Oldukga Biraz Cok Az
Yeterli Yeterli Yeterli Yeterli  Yetersiz
9 7 5 3 1

1.Caligmasi zor
ogrencilere
ulagsmayi ne
kadar
basarabilirsiniz?

2. Ogrencilerin
elestirel
diistinmelerini ne
kadar
saglayabilirsiniz?

3. Simifta dersi
olumsuz yonde
etkileyen
davranislar
kontrol etmeyi
ne kadar
saglayabilirsiniz?

4. Derslere az
ilgi gosteren
ogrencileri
motive etmeyi ne
kadar
saglayabilirsiniz?

5. Ogrenci
davranislariyla
ilgili
beklentilerinizi
ne kadar agik
ortaya
koyabilirsiniz?

6. Ogrencileri
okulda basarili
olabileceklerine
inandirmay1 ne
kadar
saglayabilirsiniz?

7. Ogrencilerin
zor sorularina ne
kadar iyi cevap
verebilirsiniz?

8. Sinifta yapilan
etkinliklerin
dizenli
yiriimesini ne
kadar iyi
saglayabilirsiniz?

9. Ogrencilerin
6grenmeye deger
vermelerini ne
kadar
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saglayabilirsiniz?

Cok Oldukga Biraz Cok Az

C i ; : " Yetersi
Olcek Maddeleri Yeterli Yeterli Yeterli Yeterli elersiz

9 7 5 3 1

10. Ogrettiklerinizin
ogrenciler tarafindan

kavranip
kavranmadigini ne
kadar iyi
degerlendirebilirsiniz?

11. Ogrencilerinizi iyi
bir sekilde

degerlendirmesine
olanak saglayacak
sorular1 ne 6lgiide
hazirlayabilirsiniz?

12. Ogrencilerin
yaraticiliginin

gelismesine ne kadar
yardimei olabilirsiniz?

13. Ogrencilerin sinif
kurallarina uymalarini

ne kadar
saglayabilirsiniz?

14.Basarisiz bir
ogrencinin dersi daha

iyi anlamasini ne
kadar
saglayabilirsiniz?

15. Dersi olumsuz
yonde etkileyen ya da

derste giiriiltii yapan
ogrencileri ne kadar
yatistirabilirsiniz?

16.Farkli 6grenci
gruplarina uygun sinif

yonetim sistemi ne
kadar iyi
olusturabilirsiniz?

17. Derslerin her bir
ogrencinin seviyesine

uygun olmasini ne
kadar
saglayabilirsiniz?

18. Farkli
degerlendirme

yontemlerini ne kadar
kullanabilirsiniz?

19. Birkag problemli
ogrencinin derse zarar
vermesini ne kadar iyi
engelleyebilirsiniz?

Cok Oldukga Biraz Cok Az

N . . . . Yetersiz
Olcek Maddeleri Yeterli Yeterli Yeterli Yeterli

9 7 5 3 1
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20. Ogrencilerin

kafas1 karigtiginda
ne kadar alternatif
aciklama ya da
ornek
saglayabilirsiniz?

21. Sizi hige sayan
davraniglar

gosteren
ogrencilerle ne
kadar iyi bas
edebilirsiniz?

22. Cocuklarinin
okulda basarili

olmalarina
yardimer olmalar
icin ailelere ne
kadar destek
olabilirsiniz?

23. Sinifta farkli
Ogretim

yontemlerini ne
kadar iyi
uygulayabilirsiniz?

24. Cok yetenekli

Ogrencilere uygun
O0grenme ortamini
ne kadar

saglayabilirsiniz?
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Introduction

According to the database of the project entitled “How States Promote Global English:
Shifting Priorities in Education Policy” (Global English Education Policy, n.d.), there are 142
countries in the world where English is taught as a mandatory subject in the public education and
in 41 countries it is offered as an elective course in many schools. As the projection stated in the
English Effect (2013), a report issued by British Council, by 2020 there would be up to almost 2
billion English learners in schools worldwide. Considering the wide range of teaching contexts all
around the world, it is possible to state that coursebooks are widely used especially in school
settings since they have several advantages that make them useful for both teachers and learners
(Allwright, 1981; Cunningsworth, 1995; McGrath, 2002; O’Neill, 1982; Ur, 1996). First of all,
they providea structured and systematic approach to curriculum and a clear and coherent
progression of language skills and knowledge that follows a logical sequence and builds onprevious
learning. Furthermore, coursebooks offer a variety of materials and activities that cater to different
learning styles, preferences, and needs. They include texts, audio, videos, images, games, puzzles,
quizzes, and projects that engage learners and stimulate their interest and motivation (Hutchinson
& Torres, 1994). They expose learners to authentic and relevant language input and facilitate self-
study and revision by providing clear learning objectives and outcomes.

Among the advantages for EFL teachers, one might well state that coursebooks support
teachers in their planning and delivery of lessons by providing them with ready-made materials and
guidance, which might be considered as “a support for less experienced teachers who have yet to
gain in confidence” (Cunningsworth, 1995, p.7). They save teachers time and effort in designing
and preparing their own materials and allow them to focus on other aspects of teaching, such as
classroom management, differentiation, and personalization. Furthermore, coursebooks facilitate
communication and collaboration among teachers and learners by creating a common reference
point and ashared understanding of the course content and goals. They enable teachers to monitor
and evaluate learners’ progress and performance by using the same criteria and standards. Theyalso
foster a sense of community and belonging among learners by promoting interaction and
cooperation.

Despite these advantages, the literature has also raised some of the potential disadvantages
that coursebook-based teaching might have (McGrath, 2002; Ur, 1996). For example, coursebooks
may not suit the needs, interests, and levels of the learners in a particular class as they are designed
for a general audience. Furthermore, coursebooks may impose a fixed sequence and structure of
lessons that teachers and learners have to follow, which may reduce the opportunities for teachers
to adapt the materials to their own teaching style and context, and for learners to explore their own
interests and learning strategies. Thus, they may limit the creativity and autonomy of teachers and
learners. Besides, coursebooks are not always accurate, objective or up-to-date in their presentation
of language and content. They may contain mistakes in grammar,vocabulary or pronunciation or
present misleading or incomplete information about the culture, history or society of the target
language.

Considering the advantages and disadvantages of coursebook-based teaching, it is possible
to suggest that what matters is not to choose to use a coursebook but how teachersand learners use
it in language teaching and learning. As Garton and Graves (2014) state, in their chapter entitled
‘Materials in ELT: Current Issues’, the field is under-researched and much of the research in the
literature focus on materials design, types of materials, materials evaluation, adaptation and
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development (McDonough et al., 2013; McGrath, 2002; Tomlinson, 2012). Considering the
relationship between attitudes, beliefs and practices, exploring English language teachers’ attitudes
towards coursebooks is of great significance since their attitudes affect the way they use the
coursebooks in language teaching. The assumption underlying this study is that if these views are
articulated and examined in the pre-service teacher education programs, they will be more aware
of their own conceptions and more critical towards using coursebooks in their future careers.
Furthermore, such an investigation might yield significant information for teacher educators about
the pre-service teachers’ needs, which might well lead to changes in the teacher training programs.
Metaphor elicitation was employed in this study to unearth pre- service EFL teachers’ beliefs about
coursebooks since metaphors might provide links between the participants’ attitudes and practices.
Thus, this paper aims to unearth pre- service EFL teachers’ beliefs on coursebooks through
metaphorical language. The following research questions guide this study:

1. What metaphors did pre-service EFL teachers use for coursebooks?

2. In which categories can these metaphors be grouped according to their common
characteristics?

Literature Review

Metaphors may provide windows into people’s thinking and cognition as they might
be considered as mental structures that shape human perception, thought and action (Lakoff &
Johnson, 1980), which might well justify its popularity as a research tool in educational contexts.
Discussing the use of metaphor in education, Thornbury (1991) states that “[t]eachers, like other
professionals, resort to and depend on the use of metaphorwhen it comes to verbalizing their
experience: metaphors help them to see what is invisible, to describe what otherwise would be
indescribable” (p. 193). Reviewing the literature on teaching and teacher education, Saban (2006)
identified 10 distinct functions of educational metaphors: metaphors as “a blueprint of professional
thinking, an archetype of professional identity, a pedagogical device, a medium of reflection, a tool
for evaluation, a research tool, a curriculum theory, a mental model, an instrument of discovery
and a springboard for change” (p. 301).

Metaphors have been employed in many studies in the literature to explore various
educational concepts including teacher and student (i.e., Aslan, 2019; Gencer, 2020; Oxford et
al.,1998; Sarikaya, 2018; Seferoglu et al., 2009) education, teaching and learning (i.e., Duru, 2017;
Leavy et al., 2007), teacher identity (i.e., Gao & Cui, 2021; Nguyen, 2016; Kimsesiz, 2023;
Thomas & Beauchamp, 2011; Yesilbursa, 2012), educational reforms (i.e. Ungar, 2016),
curriculum (i.e., Akinoglu, 2017; Ayka¢ & Celik, 2014; Cirak-Kurt, 2017; Giiltekin, 2013;
Ozdemir, 2012; Semerci & Ozgelik, 2018; Yildiz & Korkmazgil, 2021), school (i.e., Arslan, 2020;
Koca et al., 2021; Neyisci & Ozdiyar, 2019; Saban, 2008), classroom (i.e., Levine, 2005), literacy
(i.e., Shaw & Mahlios, 2011) and digital literacy (i.e., Tham et al., 2021).

The concept of coursebooks is also one of the subjects studied through metaphors (Allen,
2015; Kesen, 2010; McGrath, 2006a, 2006b). McGrath (2006b) analyzed 221metaphors gathered
from Brazillian teachers of English for ELT textbooks and found that teachers’ views on
coursebooks vary greatly suggesting that “the teachers fall into three groups: there are those who
are prepared to follow a textbook; those who use it selectively;and those who will do what they can
to avoid it” (p. 313). In another paper, McGrath (2006a) shared the results of the data collected

through over a two-year period both from75 secondary school teachers of English and several
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hundred secondary school students in Hong Kong. These participants were also asked to write a
metaphor or a simile for English language coursebooks. The English language teachers’ images
were categorized under fourthemes, which are Guidance, Support, Resource and Constraint, while
the learners’ imagesfor coursebooks were grouped under Authority, Resource, Support, Guidance,
Constraint, Boredom, Worthlessness and Source of anxiety and fear. Interpreting the difference
between the images of teachers and learners, McGrath (2006a) justified the use of metaphors in the
study on the grounds that such an investigation has important implications because it reveals
learners as well as teachers’ attitudes towards coursebooks and “the expression of different views
among learners may prompt discussion of the source of these views and their possible effect on
learning; implications for learner trainingor for desired modifications in teacher practices may then
emerge” (McGrath, 2006b, p. 179). Furthermore, as McGrath (2006b) suggests, if teachers examine
their students’ and their own metaphors for coursebooks and reflect on the possible gaps between
these views,they can eventually take action to improve the education process and use it as an
opportunity for their professional development.

Kesen (2010) examined the metaphors of 150 Turkish students about coursebooks. The
participants, mostly majoring in science, psychology and engineering, were learning English in the
Preparatory School at a private university in Cyprus. The participantsproduced 57 different
metaphors for coursebooks and the analysis of the metaphors revealed that the most frequently
cited metaphors such as ‘planet’, ‘foreign country’, ‘secret garden’ and ‘space’ fall under the theme
of Mystery. Kesen (2010) interprets this result by stating that these metaphors for language
coursebooks “in Turkey where foreign language education is compulsory and is still a demanding
task ...represent the feeling of uncertainty or enigma experienced by the learners. The reason for
such analogies might be attributable to inappropriate selection of language textbooks by
language teachers” (p.116). The second category with the highest number of metaphors was found
to be Guidance and Enlightenment in which the metaphor of ‘guide’ was used by twelve
participants. Kesen (2010) found that participants mostly produced positive metaphors for
coursebooks while one-third of the metaphors implied negative perceptions.

Allen (2015) studied the opinions of Swedish teachers of English on coursebooks and their
reliance on ELT coursebook packages against freely available digital alternatives and data were
collected from pre- and in-service EFL teachers in Sweden. He employed metaphors as part of his
data collection procedures. In this regard, the participants were given a list of coursebook metaphors
adapted from McGrath (2002) and asked to circle the one that they think best described their attitude
to coursebooks in the digital era. Analysis revealed that inexperienced teachers and pre-service EFL
teachers have a more positive attitude towards the use of coursebooks. “Their more experienced
in-service colleagues are, however, increasingly abandoning the coursebook in favour of
freestanding digital resources. Practising teachers in the survey increasingly saw coursebooks in
contingency terms and as a ‘fall-back’ position” (Allen, 2015, p. 249).

The difference between the experienced teachers and pre-service teachers’ attitudestowards
the use of coursebooks has also been supported by some other studies (Grossman & Thompson,
2008; Tsui, 2003; Yilmaz & Aydin, 2015). As teachers gain more experience, they might feel less
dependent on coursebooks they use in the classroom and they can adapt and adjust their use of
coursebooks to better suit the needs of their learners, while novice teachers depend more on
coursebooks due to lack of knowledge about the learners and the curriculum. Much of the literature
on coursebooks deal with coursebook evaluation from the practicing teachers’ perspectives
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(Kayapinar, 2009; Kiitiikk & Su-Bergil, 2021; Sahin, 2022; Sener & Mulcar, 2018); however, there
IS a gap in research into the pre-service teachers’ attitudes towards ELT materials. Thus, this study
aims to contribute to the related literature by investigating pre-service EFL teachers’ views on
coursebook through metaphors.

Methodology

This research study follows a phenomenological design, which is one of the qualitative
research methods. Underlying phenomenological research is an attempt to seek the reality in the
narratives of an individual on a particular phenomenon based on his/her emotions and experiences
and to produce in-depth explanations for this phenomenon(Yiiksel & Yildirim, 2015, p.1). Thus,
the current study aims to reveal pre-service EFL teachers’ perceptions of coursebooks through their
metaphorical language and explanations.

Participants and the Context

Admission to the Initial English language teaching programs in Turkey is granted by a
centralized university entrance exam. Pre-service teachers take various subject matter courses such
as literature, linguistics and methodology as well as general education courses during their four-
year teacher education programs. Starting their third year in the program, they take the ELT
methodology courses that aim to equip these pre-service teachers with theoretical and practical
knowledge to address different age groups and teaching contexts. Pre-service teachers take
teaching practice in the final year of theprogram during which they have opportunities to
observe real classrooms and put their theoretical knowledge into practice during their demo lessons.

The study group of the research consists of pre-service EFL teachers at the Department of
Foreign Language Teaching at a state university in the Central Anatolia region in the spring
semesters of the 2021-2022 and 2022-2023 academic years. Convenience sampling was employed
and of 129 pre-service teachers participating in this study, 105 (81.4 %) are female and 24 (18.6
%) are male. Their ages vary between 19 and 23. As part of their teacher education program, all of
the participants took the course ‘Coursebook Evaluation in ELT” in the fall term of their third year.
This course aims to equip pre-service EFL teachers with knowledge and skills necessary for
evaluating language coursebooks and adapting materials, and prepare them towards material
development, which might contribute to their professional development considering the fact that
teachers working at public schools are obliged to follow the coursebooks that Ministry of National
Education send to all K-12 students in Turkey for free. Furthermore, in the courses of Practice
Teaching I and II, they both observed their mentor teachers’ use of coursebooks and used these
coursebooks in their demo lessons in the assigned schools.

Data Collection

An open-ended questionnaire form was administered to determine the perceptions of
preservice teachers about coursebooks. The questionnaire form consists of two parts. Participants
were first asked to provide demographic information such as gender and age, and then in the second
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part they were given the sentence “A course book is like ....... because...... ””and asked to complete
this sentence with a metaphor or simile that represent their attitudes to course books and provide
an explanation for the metaphor/simile they have written.

Data Analysis

Qualitative content analysis was employed in this study to analyze the metaphors provided
by the pre-service EFL teachers. The content analysis process was carried out in the following four
stages: coding the data, creating themes, ensuring inter-coder reliability,and identifying and
interpreting the findings. In accordance with these stages, the metaphors produced by the
participants were firstly listed in alphabetical order and thenthe information about each participant,
his/her metaphor and the explanation presented by the participant were coded. Reviewing the
participants’ explanations about the metaphors, seven themes were created in which the metaphors
provided by the preservice teachers canbe classified. This stage was finalized by placing metaphors
and explanations under the categories. In order to ensure credibility and reliability, the
aforementioned stages of content analysis were conducted by two coders. The second coder
matched the metaphors with the categories created by the first coder. In the analysis of the
metaphorical perceptions of preservice EFL teachers, the coders reached a consensus of 94.8%.
The level of consensus among coders is expected to be at least 80% (Miles & Huberman, 1994;
Patton, 2002). Therefore, it is possible to assert that the internal consistency is high in this study.
Finally, the results were interpreted according to the defined themes.

Research Ethics

Prior to the study, the ethics committee approval was obtained from Social Sciences and
Humanities Scientific Research and Publication Ethics Committee of Sivas Cumhuriyet University
dated 08.04.2022 and numbered E-60263016-050.06.04-159543. The participants were informed
about the research purpose, data collection procedure, and the research design. They were told that
participation in this research study was voluntary and they could withdraw anytime during the
procedure. Moreover, the participants were informed about the steps taken to keep anonymity. No
personal information which might expose their identity would be asked from the participants,
and their responses were displayed not only during the data analysis but also in the report only
through numbers with the initials of pre-service teachers such as PT-1, PT-2, etc.

Results

Preservice EFL teachers’ coursebook metaphors

129 EFL Preservice teachers produced 70 different metaphors for coursebooks and these
metaphors are displayed in Table 1. The most frequently created metaphors were ‘compass’,
‘guide’, ‘map’, ‘lantern’, ‘sea’, ‘light’, ‘teacher’, ‘treasure’, ‘leader’, ‘moon’, ‘ocean’ and ‘sun’.

Table 1. Preservice Teachers’ Coursebook Metaphors

Metaphor f Metaphor f Metaphor f
1.  Compass 11 25. Breath 1 48.  Marriage 1
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2. Guide 9 26. Candle 1 49.  Medicine 1
3 Map 6 27. Canvas 1 50.  Mirror 1
4,  Lantern 5 28. Car 1 51.  Money 1
5  Sea 5 29. A closed box 1 52.  Anold man 1
6 Light 4 30. Conductor 1 53.  Painting 1
7. Teacher 4 31. Dictionary 1 54.  Parent 1
8.  Treasure 4 32. Door 1 55.  Parrot 1
9.  Leader 3 33. Drawing room 1 56.  Rubbish bin 1
10. Moon 3 34. Eyeglasses 1 57.  Rubik’s Cube 1
11. Ocean 3 35. Food 1 58.  Safe box 1
12.  Sun 3 36. Foreign text 1 59.  Showcase in the 1
living room
13. A broken watch 2 37. Fountain 1 60.  Snacks 1
14. Coffee 2 38. Gumstickingtothe 1 61.  Stairs 1
bottom of a shoe

15.  Friend 2 39.  Human body 1 62.  Streetlight 1
16. Manual 2 40. Inadequate parent 1 63.  Swamp 1
17. Navigation 2 41. Lampshade 1 64.  Toxic relationship 1
18. A new world 2 42. Library 1 65. Torch 1
19. Pomegranate 2 43. Lighthouse 1 66.  Traffic lights 1
20. Rainbow 2 44, Life 1 67. Trip 1
21. Road signs 2 45.  Aliving organism 1 68.  Universe 1
22. Sky 2 46. Load 1 69.  Waterfall 1
23. Tree 2 47. Water spring 1 70.  Work life 1
24. Balloon 1

Thematic Classification of Pre-service EFL Teachers’ Metaphors for ELT Coursebooks

The metaphorical images produced by the pre-service EFL teachers regarding the
coursebooks were grouped under seven themes: Guidance, Resource, Support, Access to New
Opportunities, Worthlessness, Restrictions and Boredom. These themes are displayed in Table 2.
Pre-service EFL teachers were found to produce mostly positive metaphorical images for
coursebooks (n=109) that included the images assigned to the first four categories shown in Table
2, while the negative images created by the participants fell under the categories of Worthlessness,
Restrictions and Boredom Restrictions (n=20).

As Table 2 presents, among these seven categories created by pre-service teachers'
metaphorical images for coursebooks, the categories with the highest number of metaphorswere
Guidance (n=57), Resource (n=31), Support (n=13) and Worthlessness (11) respectively. The
categories with the lowest number of metaphors were Access to New Opportunities (n=8),
Restrictions (n=7) and Boredom (n=2).

Table 2. A Thematic Classification of Coursebook Metaphors Produced by PreserviceEFL
Teachers

Themes f Metaphors
1. Resource 31 breath, coffee (2), dictionary, fountain, food, good friend (2), a
human body, library, a living organism, main water spring, ocean
(3), pomegranate (2), safe box, sea (5), sky (2), treasure (4),
universe, waterfall,
2. Support 13 canvass, car, eyeglasses, marriage, medicine, mirror, stairs, teacher
(4), tree (2),
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3. Guidance 57 candle, conductor, compass (11), guide (9), lantern (5), leader (3),
light (4), lighthouse, manual (2), map (6), moon (3), navigation (2),
a parent, road signs (2), sun (3), streetlights, torch, traffic lights

4,  Accessto New 8 door, a foreign text, a new world (2), painting, rainbow (2), trip
Opportunities
5. Worthlessness 11 balloon, a broken watch (2), drawing room, lampshade, load,
money, parrot, rubbish bin, showcase in the living room, snacks
6.  Restrictions 7 a closed box, gum sticking to the bottom of the shoe, an inadequate
parent, swamp, work life, Rubik’s cube, toxic relationship
7. Boredom 2 life, an old man

The category of Guidance included 57 metaphors (44.2 %). The most frequently
stated metaphors in this category were ‘compass’, ‘guide’, ‘map’ ‘lantern’, ‘light’, ‘moon’
and ‘sun’. In this category, pre-service EFL teachers considered coursebooks as a guide in
English language teaching as the following three quotations showed:

A coursebook is a lantern because it sheds light on teachers and students on
how, where andwhich way to go correctly while progressing on the path we want
to go (PT-7).

A coursebook is like the light that exists in the dark because it guides the
teacher and shedslight (PT-34).

A coursebook is like a map because it guides us in every subject we want to learn (PT-
122).

When most of the explanations provided by the participants for the theme Guidance
were considered neutral as a guide, some nuances were found in terms of their perceptions
of a coursebook as a guide. For example, two participants emphasized the control of a
teacher over the materials they use in the classroom by stating:

A coursebook is like a compass because the book shows the direction to the
teachers, the teacher decides where and how to go (PT-31).

A coursebook is like the Moon because just as the moon reflects the light it
receives from the Sun to the Earth, the coursebook also gives information to
students in the light of the teacher (PT-78).

Moreover, having analyzed the metaphors with the explanations given by the pre-
service teachers, it is possible to suggest that metaphors such as ‘parent’, ‘leader’,
‘conductor’, ‘manual’, ‘road signs’ and ‘traffic lights’ revealed their perceptions that they
were more dependent on a coursebook as guide:

A coursebook is like a manual because just as we cannot figure out a new
electronic device without looking at the user manual, we cannot understand or
solve our lessons without a book that shows us direction. (PT-22)

A coursebook is like an orchestra conductor because it manages which subject
will be given in what way and in what order during the lesson. (PT-26)

A coursebook is like a leader because it guides, teaches and illuminates our path. (PT-54)

The category of Resource includes 18 metaphors obtained from 31 pre-service
teachers. In this category, the participants considered the coursebook as the basis, essence,
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raw material and main source of the lessons. When the metaphors in this category are
examined, it is possible to say that there are different views on the use of coursebook as a
source. For example, the metaphors of ‘sea’, ‘ocean’, ‘main water source’, ‘spring’ and
‘waterfall’, which evoke water, an indispensable source of life, were expressed by 11
participants. One participant that produced the metaphor of sea stated that “a coursebook is
like the sea because it contains all kinds of information and each piece of information in
the book is like an organism in the sea” (PT-108), while another emphasized the abundance
of information that coursebooks contain for language learners by stating that “a coursebook
is like an ocean because it is full of many pages waiting to be discovered and completed”
(PT-51). The metaphors of ‘sky’, ‘breath’ and ‘food’ used by four participants also support
the view that coursebooks are indispensable resources in education. The selection of these
natural life resources as metaphors suggest the view that the coursebook also constitutes a
natural resource in the teaching and learning process.

The metaphors of ‘dictionary’, ‘library’, ‘universe’ and ‘pomegranate’ used by 5
participants also express the view that show the diversity and richness of the information
that the coursebooks contain for teachers and students. For example, one participants used
the metaphor of pomegranate for coursebooks because “when you open it, you find
thousands of large and small beneficial vitamins/information” (PT-110), while another
used the Universe to describe the coursebooks as having the structure that encompasses
everything that a student needs: “A coursebook is like the Universe because it contains
everything within it” (PT-55).

The metaphors of ‘treasury’, ‘safe’, and ‘good friend’ expressed by seven
participants in this category also emphasize that coursebooks actually contain valuable
resources, but their value will be appreciated by the person who uses them. Unlike metaphors
for indispensable resources such as water or breath, these valuable resources can vary
depending on the skills and decisions of the person using them:

A coursebook is like a safe full of money because those who know how to open
it can benefit from what is inside. (PT-48)

A coursebook is like a treasure because you are happy when you first own it, but
if you don't care about it later, you waste its pages in vain. If you value it, you
can make yourself more valuable with it (PT-49)

The category of Support consists of 9 metaphors obtained from 13 pre-service
teachers, and pre-service teachers consider coursebooks as an element that contributes to the
development of students. In particular, metaphors of ‘canvas’, ‘car’, ‘glasses’, ‘mirror’,and
‘stairs’ are considered tools that help students reach their goals and information. The
metaphor of ‘the teacher’, the most frequently expressed metaphor in this category, is
important because it might indicate that coursebooks are seen as equal to the teacher. In
other words, the information and support given by the teacher to the students are seen as
equivalent to the support given by the coursebooks, as expressed by the two participants
below:

A coursebook is like a teacher because it both tells and teaches students (PT-116).

482

A coursebook is like a teacher because it can teach you what a teacher can teach (PT-59)

In this category, two pre-service teachers drew attention to the support of the course
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book for different skills and subjects by using the tree metaphor. For example, one
participant stated that “A textbook is like a tree because each leaf contains new and different
information. Students also become green like trees with information, that is, they are
informed” (PT-75).

However, ‘medicine’ and ‘marriage’ metaphors show a different view of support
than other metaphors in this category. Pre-service EFL teachers using these metaphors,
although accepting the support and order given by the coursebooks, stated that it actually
restricts one's freedom, such as marriage: “The textbook is like marriage because without it
you are more free, but with it an order is formed and life improves” (PT-21), or that it is a
form of support that is used when necessary, such as medicine: “A textbook is likemedicine
because we don't want to use it, but eventually we are forced to use it. We do not want to
use it because it is boring, but we have to use it to gain new knowledge” (PT-47).

In the category of Access to New Opportunities, there are 6 metaphors produced by
8 pre-service teachers. These are ‘a door’, ‘a foreign text’, ‘a new world’ (2), ‘a painting’,
‘rainbow’ (2), and ‘a trip’. When these metaphors are examined, one might well suggest that
the participants described the coursebook as a tool that might create new opportunities to
open up to the world, learn about different cultures and have different experiences:

A coursebook is like the world because in an English book we usually learn
about differentcultures from different corners of the world and we can meet
different civilizations. (PT-66)

When the student opens the book, it opens the door to a new world full of
excitement andknowledge. (PT-20)

A coursebook is like a rainbow because it opens the doors of colorful worlds to
children. (PT-76).

The last three categories in Table 2, Worthlessness, Restrictions and Boredom,
include negative metaphorical representations with regard to coursebooks. The
Worthlessness category includes 11 metaphors gathered from 10 participants. Metaphors in
this category, such as 'a broken watch’, 'drawing room’, ‘'lampshade’, and 'showcase in the
living room’, draw attention to the dysfunction of the coursebook. For example, one
participant described the coursebook as an unused showcase in the living room of a house
(PT-96), while another likened it to a drawing room not used by the household butprepared
only for guests (PT-97). The idea that students have coursebooks, but they almostnever use
them in language teaching has also been resonated by the metaphor of the ‘lampshade’ used
by another pre-service teacher: “A coursebook is like a lampshadebecause everyone has it,
but it is never used” (PT-89). Another point emphasized in this category through the
metaphors of ‘balloon’, ‘load’, ‘parrot’, ‘rubbish bin’ is the fact that textbooks contain
unnecessary, outdated, and superficial information and become worthless due to this
structure:

A coursebook is like a parrot that repeats the same thing over and over because it
offers us thesame information every year with the same activities without any
change. (PT-94)

A coursebook is like an information load because we don't always need to learn
every piece ofinformation in the book, or it has mostly what we already know in

© 2023 Journal of Language Education and Research, 9(2), 474-491



Eliciting Pre-Service EFL Teachers’ Views on Coursebooks Through Metaphorical Language

normal life. (PT-126)

The category of Restrictions includes metaphors produced by 7 pre-service EFL
teachers. When the metaphors in this category are examined, it is possible to say that the
participants saw the coursebooks as a necessity that they cannot get rid of and that
coursebook based teaching actually harms the education process. Participants chose strong
metaphors such as ‘gum sticking to the bottom of the shoe’, ‘an inadequate parent’,
‘swamp’ and ‘toxic relationship’ to explain this situation. For example, a pre-service teacher
who described textbooks as swamps stated that getting rid of the coursebook is as difficult
as getting out of the swamp, and the more you use the coursebook, the more you sink into
the swamp: “The coursebook is like a swamp because as much as it is useful, it drags you to
the bottom with unnecessary details and makes you drown in too much information” (PT-
125).

The category of Boredom includes two metaphors: these are ‘life’ and ‘an old man’.
As the name of the category suggests, these metaphors were chosen to express that
coursebooks are full of boring reading materials, tasks and activities.

Discussion

The results of this present study revealed that 129 pre-service EFL teachers produced
70 different metaphors to describe ELT coursebooks. These metaphors were grouped
under seven conceptual categories, namely, Resource, Support, Guidance, Access to New
Opportunities, Worthlessness, Restrictions and Boredom. The categories in this current
study also seem to be consistent with those identified in McGrath’s (2006a, 2006b) two
research studies published in the same year. McGrath’s (2006a) study with two groups of
participants in Hong Kong revealed that English language teachers’ images were grouped
under four themes, Guidance, Support, Resource and Constraint, while the learners’ images
for coursebooks were categorized under Authority, Resource, Support, Guidance,
Constraint, Boredom, Worthlessness and Source of anxiety and fear. Similarly, metaphorical
images of Brazilian EFL teachers for coursebooks in McGrath’s second study (McGrath,
2006b) were also grouped under five themes, that is, Guidance, Access, Support, Resource
and Constraint.

The participants in this current study produced mostly positive metaphors for
coursebooks (n=109), while the negative images gathered from 20 pre-service teachers
constitute 16% of the whole data. This finding complies with the related literature. For
example, having analyzed the metaphors of coursebooks from 150 college students in the
Preparatory School at a private university in Cyprus, Kesen (2010) stated that they mostly
produced positive metaphors for coursebooks which correspond to almost two-thirds of the
data in the study. There are studies in the literature showing that pre-service teachers have
more positive opinions about coursebooks than experienced teachers. (Allen, 2015;
Grossman & Thompson, 2008; Israelsson, 2007; Tsui, 2003). For instance, Allen’s (2015)
collected data both from pre-service and in-service EFL teachers in Sweden about their use
of and reliance on ELT coursebooks against freely available digital alternatives. He found
that inexperienced teachers and pre-service EFL teachers have a more positive attitude
towards the use of coursebooks, while more experienced EFL teachers in the study preferred
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to move away from using coursebooks and instead using digital resources.According to
Allen (2015), “practicing teachers increasingly saw coursebooks in contingency terms and
as a ‘fall-back’ position” (p. 249). Experienced teachers may feel less reliant on coursebooks
and can tailor their use to meet their students’ needs. In contrast, new teachers may rely more
on coursebooks due to their unfamiliarity with the curriculum and their students. This might
well justify the high percentage of positive metaphors that were produced by the pre-service
EFL teachers in the study.

There are also studies conducted in Turkey which show that pre-service EFL teachers
have mainly positive views about coursebooks (Arikan, 2009; Aydin, 2012;Simsek, 2017).
Arikan (2009) analyzed reports of 12 pre-service EFL teachers’ opinions taking the
Practicum course to explore their opinions about the use of English language coursebooks
in secondary school EFL classrooms in Turkey. The results showed that coursebooks were
used as the most important resource in the language classroom. Pre- service EFL teachers in
the study generally found the coursebooks quality adequate and believed that problems with
coursebooks arise from the way teachers use them in the classroom. In a similar study, Aydin
(2012) investigated the 48 pre-service EFL teachers’ perceptions with regard to the
presentation of main language skills in a coursebook called Spot on 8. He found that pre-
service EFL teachers had mostly positive opinions of the presentation of main skills, but
they thought that some improvement might be made for thetreatment of speaking skills in
the book. Simsek (2017), on the other hand, examined pre- service teachers’ culturally-
responsive preferences and rationales for adapting ELT materials. 58 pre-service EFL
teachers in an urban Turkish university responded to a survey that aimed to elicit their
attitudes towards gendered and alienating texts from local and global English coursebooks
and provided word associations to reveal their prototypicalviews of culture. Simsek (2017)
found that over half of the participants preferred to use thematerials unchanged.

When the seven conceptual categories created by the pre-service EFL teachers’
metaphorical images for coursebooks in this current study were examined, it was found that
the category with the highest number of metaphors was Guidance (n=57). Almost half of
the participants’ metaphors (44%) belong to this category, and metaphors in the categories
of Guidance, Support and Access to New Opportunities constitute 60% of the whole data.
This ratio is significant in terms of revealing pre-service teachers’ attitudes towards the role
of coursebooks in English language education. If we consider pre-service teachers’ views
about textbooks on a continuum between control and choice, as McGrath (2002) suggests,
the results of this study indicate that pre-service teachers mostly see coursebooks as a support
and guide for education. This might signal a place somewhere between the two edges of this
continuum, which may indicate a balanced relationship to materials in their future
educational experiences. Similarly, McGrath (2006b) pointed out that “the thematic
progression from guidance to resource posited ... can be seen as a continuum ranging from
control by textbook to control of textbook, with the latter expressing itself as criticality and
a willingness to be autonomous” (p. 313). Although the majority of the metaphors produced
by the participants were positive, 20 pre-service EFL teachers expressed negative
metaphorical images for ELT coursebooks. These metaphors were grouped under the
categories of Worthlessness, Restrictions and Boredom.

It is important to note that this research study is limited to 129 pre-service EFL
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teachers’ opinions studying in the ELT program of a university located in a province of the
Central Anatolia Region in the spring semesters of the 2021-2022 and 2022-2023 academic
years, and the data collection tool (metaphors) used to determine these opinions. Data
gathered from the participants in this study reflect their views about the ELT coursebooks.
In this respect, the current study contributes to both pre-service EFL teacher education and
in-service training in terms of determining the perceptions of pre-service teachers about
English coursebooks. Surfacing pre-service teachers’ opinions might allow these teacher
candidates to reflect on their own conceptions of coursebooks and become more aware of
their coursebook use in their future practices. Since heavy coursebook dependence might
lead to a loss in their professional knowledge and result in deskilling of teachers (Littlejohn,
1998), exploring pre-service teachers views of coursebooks might also inform teacher
educators about their students’ needs and take action to revise the courses in the initial
teacher education program. Teacher educators might also employ the metaphor elicitation
method to lead a change in the pre-service teachers’ attitudes towards coursebooks. As
Thornbury (1991) suggests, “images — and the metaphors that help identify them —... offer
teacher educators a valuable tool: they are a powerful — perhaps themost powerful — force
for change, and should be of critical interest to those whosebusiness is educational change”
(p. 197). In accordance with the two-staged approach proposed by Thornbury (1991), the
results of this study might be first used as an awareness-raising activity and teacher educators
might help pre-service teachers replace these metaphors with more appropriate counterparts,
which might result in a change and development in their attitudes. In-service teacher
training programs might also benefitfrom such an application. The trainings might be
designed and conducted to elicit teachers’opinions of coursebooks and foster teacher
autonomy with regard to using materials in language classrooms. Teachers might also be
encouraged to take part in decision-making processes including coursebook selection,
evaluation as well as development of otherlanguage materials so that they can have a more
balanced relationship with the coursebooks they use and adapt them to better suit their
teaching contexts.

Conclusion

Coursebooks have a very important role in foreign language education. In this regard,
it is also very important to investigate pre-service EFL teachers’ attitudes towards
coursebooks. Metaphors, on the other hand, are an important method in revealing attitudes
and beliefs and, of course, as Thornbury (1991) suggests, an invaluable tool in creating a
change. In this regard, this study aimed to unearth the pre-service EFL teachers’ perceptions
of ELT coursebooks through metaphors and contributed to the related literature that
investigates and challenges the beliefs of prospective teachers towards coursebooks so that
they can become more autonomous EFL teachers in their futurecareers and can choose and
adapt the materials in accordance with their learning environments.

Further research might investigate EFL teachers' views on English coursebooks
similarly and compare those with pre-service teachers’ opinions. More research studies can
also be conducted to explore pre-service teachers’ views on other concepts related to English
language education (teacher, student, curriculum, school, literacy, etc.) through metaphors.
Moreover, further research studies can be carried out by using different data collection
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methods such as interviews and in-class observations, and more in-depth data can be
provided to determine the pre- and in-service teachers’ opinions about coursebooks.
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Introduction

Globalisation has had significant linguistic consequences, including the spread of
multilingual practices, with a lively conceptual discussion of established constructs, e.g.,
multilingualism, codes, and languages as separate entities. While multilingual practices have
long been defined as how people use and interact with multiple languages in their everyday
lives, an emerging paradigm, translanguaging, challenges the acceptance of a multiplicity of
languages. Translanguaging refers to using all of one's linguistic resources, including different
languages and language varieties, to communicate meaning (Garcia & Wei, 2014).
Translanguaging, in this respect, views language as a dynamic, complex, and integrated system
and recognises that all languages are interconnected. It emphasises the fluidity and flexibility
of language use and acknowledges that speakers with linguistic repertoire do not operate within
strict linguistic boundaries. From a broader perspective, it highlights cognitive functions,
meaning that grammar is not just a set of abstract rules, but is instead grounded in the specific
patterns of language use that speakers encounter in their daily interactions (Wei, 2022).

One of the key ideas behind translanguaging is that individuals do not simply use
languages as discrete and separate codes but rather as integrated and fluid constellations that
are constantly in motion. In this view, speakers do not switch between languages but move
fluidly and seamlessly, often creating new linguistic forms and expressions. Another critical
aspect of translanguaging is its emphasis on the social and cultural dimensions of language use.
Translanguaging recognises that language is not just a mode of communication but also a
powerful marker of identity, belonging, and social status. By embracing and valuing the full
linguistic repertoires of language users, translanguaging seeks to broadly promote more
inclusive and equitable language practices in education and society.

In this respect, by examining translanguaging practices in exam papers, researchers and
educators can better understand how students use language to demonstrate their understanding
of a subject. This can be particularly important in constellations, where learners may have
different proficiency levels in the language of instruction. Investigating translanguaging
practices in exam papers can also help identify areas where students struggle with language
and where additional support may be needed in situ. Since translingual practices are par
excellence emerging and constructed-on-site phenomena, their dynamic patternings and
frequencies can best be scrutinised within a constructive model of language use, i.e.,
construction grammar. Thus, this study attempts to investigate the emerging patterns of
translingual practices in writing within the constructionist framework to understand whether
emerging innovative translingual patterns of constructions are entrenched by language users in
exam papers.

This study investigates how students with linguistic repertoires use translanguaging
strategies in exam papers to better understand the complex and dynamic ways students use their
full linguistic repertoires to make meaning in the assessment of written work. Specifically, the
study examines how learners draw on the linguistic repertoire to support their comprehension
of exam questions, articulate their responses, and provide context for unfamiliar words or
concepts. To this end, the present study aims to answer the following research questions:

1.1. How do English Literature students use their linguistic repertoire in exam papers to
support their comprehension of exam questions and to articulate their responses?

© 2023 JLERE, Journal of Language Education and Research, 9(2), 492-514
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1.2. What is the frequency of the use of translanguaging in exam papers?
1.3. What are the patterns of use of translanguaging practices?

These research questions aim to explore the interplay between the frequency of language
use and emerging translingual practices in exam papers and, thus, covertly investigate the
potentiality of a translingual paradigm change in educational contexts.

Literature Review Theoretical Framework I: Translanguaging and Writing

Coined originally by Williams (1994) from the Welsh term trawsieithu focusing on the
planned and systematic use of two languages in Welsh-English bilingual educational settings,
translanguaging has already succeeded in challenging our understanding of how bi- and/or
multilinguals use languages available to them. This challenge of understanding has mainly been
relevant in language classroom contexts where the classroom ecology consists of languages in
addition to the dominant language(s) used (or imposed) by learners and teachers. This
multilingual turn (Conteh & Meier, 2014; May, 2014) in language education has lent itself to
questioning the labelling of named languages (such as Turkish and English) and focusing moreon
how students use their linguistic repertoire when they use languages available to them. In this
sense, translanguaging is “the deployment of a speaker's full linguistic repertoire, which does not
in any way correspond to the socially and politically defined boundaries of languages” (Garcia &
Kleyn, 2016, p. 14).

From a pedagogical perspective, translanguaging is transformative in its focus on
addressing critical pedagogy for social justice by allowing the students to move freely between
languages. It is used as a resource for both teachers and students to deliver and receive contentand
instruction. It opens up a space for students to extend their repertoires of practice allowing for
sociocritical literacy (Gutierrez, 2008). As Garcia and Wei (2014) acknowledge, from a
sociocritical approach, translanguaging “has the potential to crack the ‘standard language’ bubble
in education that continues to ostracise many bilingual students” (p. 115), recognising the idea that
languages do not fit into clearly bounded entities.

A pedagogical perspective on the translanguaging lens encompasses possibilities for
modalities other than oral interactions (Garcia & Wei, 2014). Though translanguaging has oftenbeen
studied heavily within spoken discourse, written translingual discourse can also be considered a
space where translanguaging practices are seen, especially in classroom ecologieswhere different
languages come into contact. The relationship between translanguaging and writing has long been
associated with how people with linguistic repertoire negotiate meaningin producing translingual
texts, and the evidence from classroom studies shows that translanguaging is a natural
phenomenon used by students with linguistic repertoire (Canagarajah, 2011; Garcia & Wei, 2014).

Today, writing ability is seen as “the repository of meaning and hence, knowledge, that
leads Western culture to value writing and literacy as the sine qua non condition for educationand
culture” (Menezes de Souza, 2007, p. 155). With the advancement of technology, we tend to mix
writing with other modalities via instant messaging, blogging, online discussion forumsand others.
It is, therefore, inevitable that translanguaging is also observed in written discourses. The
combination of translanguaging and writing, first and foremost, challenges and deconstructs the
traditional norm in writing instruction and production as it foregrounds the inclusiveness of the
languages rather than resorting to a defined named language. Due partly to the English-only
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policies in developing the writing skills of foreign language learners (suchas in the case of EFL),
learners have historically been discouraged from expressing their ideas in translingual forms. In
this sense, a translanguaging lens to writing can counteract this trendby allowing learners to move
beyond the confines of traditional language categories (Canagarajah, 2013). By embracing
translanguaging in writing, teachers may help learners express their ideas more effectively while
promoting a more inclusive learning environment (Horner et al., 2011).

Writing skill involves making sense of oneself and moving the message across. As Garcia
and Kleifgen (2020) acknowledge, “translanguaging transforms our understanding of language,
bi/multilingualism, and pedagogical approaches to support multilingual learners’ use and further
expansion of their unique meaning-making repertoire”[emphasis added](p. 554) intheir literacy
development. Thus, by embracing the diversity of language and utilising translanguaging, learners
can better express themselves leading to creativity and connecting with a broader audience. Prior
research, albeit limited, has investigated the link between translanguaging and writing in EFL/ESL
settings and has demonstrated the effectiveness of this idea from the perspectives of students’
note-taking skills (e.g., inci Kavak & Kirkgdz, 2022; Siegel, 2020), teachers’ incorporation of
translanguaging into writing instruction (e.g., Ascenzi-Moreno & Espinosa, 2018; Karabulut &
Kesli Dollar, 2022), code-meshing in academic writing (Canagarajah, 2011), promoting critical
awareness in writing (Yang et al., 2023), and general development of language skills, including
writing (Yuzlu & Dikilitas, 2022). Prilutskaya (2020) examines the use of translanguaging in the
draft stage of writing in English by Norwegian students. The study finds that students use
translanguaging for various purposes, from socio-pragmatic functions to generating content and
experimenting with their linguistic repertoire. The study suggests that translanguaging can be an
effective pedagogy to contest the English-only approach to writing instruction. However,
considering the growing literature on different aspects of (academic) writing and translanguaging,
there seems to be nostudy investigating exam papers.

Theoretical Framework I1: Constructionist Grammar

Construction grammar is a theoretical framework within linguistics that emphasises the
importance of grammatical constructions as the basic units of language (Goldberg, 1995). It is
based on the idea that grammar is not just a set of abstract rules but is instead grounded in the
specific patterns of language use that speakers encounter in their daily interactions. Goldberg
(1995) states that, at its core, construction grammar holds that the grammar of a language is made
up of a vast number of constructions, which are specific form-meaning pairings used to express
particular ideas or convey particular functions in communication. These constructionscan range
from straightforward patterns, such as subject-verb-object sentences, to more complex and
nuanced patterns, such as idioms, collocations, and multi-word expressions (Langacker, 2008).

Construction grammar posits that these constructions are not learned in isolation but
acquired through exposure to language use. This means that speakers learn the rules governingthe
use of these constructions not through explicit instruction but through a process of implicitlearning
that occurs over time as they encounter the constructions in context. One of the key insights of
construction grammar is that constructions are not fixed or rigid patterns but rather dynamic and
flexible. Language users can modify and adapt constructions to suit theircommunicative needs,
and new constructions can emerge over time through the creative use of existing linguistic
resources.

Another critical aspect of construction grammar is its emphasis on the relationship between
© 2023 JLERE, Journal of Language Education and Research, 9(2), 492-514
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form and meaning. In this framework, grammatical constructions are considered holistic units that
encode form and meaning inseparably. This means that the form of a construction is not just a set
of arbitrary sounds or symbols but is directly tied to the meaning that the construction conveys. It
is also worth noting that there is a strong relationship betweenconstructionist grammar and usage-
based linguistics (see Bybee, 2012). Both approaches emphasise the importance of language usage
and the construction of language in understandinglanguage structure and meaning.

Constructionist grammar also views constructions as the basic units of language, but it
emphasises the role of constructional schemas and their combinatorial properties in shaping
language structure and meaning. Constructional schemas are abstract representations of
constructions that capture their syntactic and semantic properties and are seen as the building
blocks of language. Both approaches reject the idea of a universal grammar innate to the human
mind and instead view language as a complex system that emerges from usage and experience(see
Langacker, 2012). They also share an interest in corpus-based research methods and the use of
empirical data to investigate language structure and meaning. According to Barlow and Kemmer
(2000), there is an “intimate relation between linguistic structures and instances of the use of
language” (p. 2), suggesting that there is a close connection between one's language experience
and abstract representations in grammar. In the speaker's language system, linguistic
representations are, therefore, closely related to usage events. These languagestructures and usage
events constantly affect one another. Usage events are essential to the continuing organisation and
functioning of the language system (Barlow & Kemmer, 2000). Usage events, therefore, have a
dual function in the system, shaping the language system bothas a result of and in response to
experience.

Construction grammar and usage-based linguistics emphasise the frequency of use since it
is both a consequence and a driving factor of the system (Barlow & Kemmer, 2000; Bybee, 1998;
Haiman, 1994, 1998). When a linguistic unit or pattern is used frequently, it indicates that the unit
is cognitively ingrained and that its regular usage affects how it is processed. As a result of the
primary importance of frequency of use, usage-based linguistics stands out from other methods in
that frequency is a key concept that is “unconnected with speakers' linguistic knowledge” (Barlow
& Kemmer, 2000, p. 4). Frequency of use has a significant role in the process that leads to strong
entrenchment. The two go hand in hand; “the higher the frequency of use, the stronger the
entrenchment level a unit acquires” (Onar Valk, 2015, p. 54). The process of cognitive
routinisation, automatisation, or habituation serves as the foundation for determining the degree
of entrenchment. Although type and token frequencies interact somewhat, they play distinct roles
in this process because “high token frequency leads to entrenchment by leaving strong memory
traces, whereas type variation leadsto abstraction” (Behrens, 2009, p. 399). It should be mentioned
that regardless of the type of frequency, anytime a language user employs a language unit, its
abstract representation is entrenched, emphasising the essential importance of frequency of use
(Bybee, 2010). If the individual process of entrenchment disperses in the speech community, it
becomes conventionalised.

Based on the theoretical framework presented above, this study aims at investigating the
frequency of use of translanguaging patterns to understand whether emerging innovative
translingual patterns of constructions are entrenched by language users in exam papers.
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Methodology
This study mainly employs the qualitative research paradigm and quantitative data for
data triangulation, making it a mixed-methods study. According to Hanson et al.’s (2005)
classification of types of mixed-methods studies, this study falls into the concurrent
triangulation design type, given that exam papers are utilised for qualitative data collection.
The quantitative data (frequency of use) is nested within it to provide a broad perspective.

Research Design and Ethics

This study employs concurrent triangulation design, a type of mixed methods research
design, which involves collecting and analysing quantitative and qualitative data concurrently
to better understand a research problem (Hanson et al., 2005; Mengshoel, 2012). In this design,
researchers collect and analyse quantitative and qualitative data simultaneously and then
integrate the results to provide a more comprehensive understanding of the research problem.
The purpose of the concurrent triangulation design is to provide a complete understanding of
the research problem by combining the strengths of both quantitative and qualitative methods.
This design helps researchers validate and confirm findings from one method with findings
from another and gain a more in-depth understanding of the research problem by collecting and
analysing different data types. The present study was conducted with strict adherence to ethical
guidelines to ensure the safety and well-being of the study participants. Prior to the
commencement of the research, the study design and procedures were reviewed and approved
by the Human Research Ethics Committee of Artvin Coruh University. Informed consent was
obtained from all participants, and their confidentiality and anonymity were ensured
throughout the study.

Context

The present study was conducted at a department of English Language and Literature
at a state university in Tiirkiye which has been accepting students since 2018 and now has a
student body of over 200 learners. The department provides a wide range of content courses
focusing on literary studies, linguistics, and language teaching to offer students a relatively
comprehensive education in the English language and its literature. The researchers gave the
following courses in the fall semester of the 2022-2023 academic year: i) Discourse Analysis
I, ii) Critical Literary Theory I, iii) Advanced Research Skills I, and iv) Teaching English to
Young Learners. The rationale for choosing the mentioned courses was two-fold; these were
the courses the researchers gave in the mentioned semester, and all the courses were content-
heavy with new concepts and ideas for the students about philosophy, sociology, literary
criticism, research in education and literary studies, educational studies, theories of learning
and instruction etc. Thus, though they were diverse in content, they were ideal for employing
a translanguaging lens to allow the students to negotiate meaning in classroom discussions and
any written assessable work. In other words, an English-only policy would have potentially
hindered students’ understanding and negotiation of concepts. Among these courses, Discourse
Analysis | and Advanced Research Skills I were third-grade courses, Critical Literary Theory
I and Teaching English to Young Learners were fourth-year courses.

This study examines the use of translanguaging in English-oriented content course
exams (midterm and final exams). To improve students’ understanding of the content
(philosophical content including arkhe, logos, monad, form, apeiron etc.), we adopted a
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translanguaging stance in our classes. We also urged the students to do the same in class
discussions to make the intended meaning clear. Because of this, we also allowed them to use
their linguistic repertoire during exams. One of our instructions was as follows:

“INSTRUCTIONS: ANSWER ALL THE QUESTIONS IN THE SPACES PROVIDED. WRITE LEGIBLY
AND CONCISELY. PAY SPECIAL ATTENTION TO GRAMMAR, SPELLING and CORRECT USE OF
LINGUISTIC TERMINOLOGY AND PUNCTUATION. FEEL FREE TO TRANSLANGUAGE WHILE
DISCUSSING THE CONTENT”

That is to say, to explore this issue, we allowed students to translanguage during their
exams to assess the impact of this practice on students' writing skills while conveying their
messages and constructing their knowledge in content courses. Allowing translanguaging in
written work can increase engagement and participation, as students feel more comfortable and
confident expressing themselves in the language(s) they are most proficient (Garcia & Wei,
2014). The number and types of exams are presented in the following table:

Table 1. The Number and Types of Exams

Course Exam type Nature of Number of questions Number of
exam students taking
the exam
Critical Literary Theory | Midterm Open-ended 3Qs 29
Critical Literary Theory | Final Open-ended 2Qs
Advanced Research Skills | Midterm Mixed Five multiple-choice Qs 50

Six fill-in-the-blanks Qs
Four open-ended Qs

Discourse Analysis-I Final Open-ended 3Qs 52
Teaching English to Young Final Open-ended 3Qs 29
Learners

Table 1 displays that there are two exams for the Critical Literay Theory-1. The midterm
was an open-ended exam with three questions (see Appendix 1 as a sample exam), and 29
students took it. The final exam was also open-ended and consisted of two questions. The
number of students was also 29. Advanced Research Skills | course had a midterm exam that
was mixed in nature. It included five multiple-choice questions, six fill-in-the-blank questions,
and four open-ended questions. Fifty students took this exam. The final exams of Discourse
Analysis-I and Teaching English to Young Learners were open-ended, each comprising three
questions. As for the number of students taking the exams, while 52 students took the Discourse
Analysis-I final exam, 29 students attended the final exam of Teaching English to Young
Learners.

Participants

Since the present study aims to investigate translanguaging focusing on students’
linguistic repertoires, the participants were selected using convenience sampling, a non-
probability sampling technique commonly used in social science research when the researcher
selects participants based on availability and accessibility (Neuman, 2013). Regarding the
production of written data, exams were administered to 81 students aged 20 and 24. The
participants took the exams in the autumn term within the 2022-2023 academic year. All the
participants stated that they considered themselves competent in Turkish; however, they did
not define themselves as fully-competent speakers of English. Such an understanding may lie
in the fact that they did have difficulty in mainly the productive skills in English (writing an
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essay, conversing with a highly proficient English speaker, etc.). In terms of their socio-
economic status, it can be stated that their social and economic profiles were quite akin to one
another. They started learning English in primary education and were rarely exposed to English
in daily interactions.

Data Collection and Analysis

The present study used exam papers to explore the emerging nature of translanguaging.
Using exam papers as a data collection tool is common in educational research, especially in
studies focusing on academic performance (i.e., parole in Saussurean terms). Exam papers
provide a standardised way of assessing student performance across various subjects and can
be used to gather data on student knowledge, understanding, and skills. Exam papers in the
present study allow for collecting large amounts of reliable and valid data cost-effectively and
efficiently. Furthermore, using exam papers as a data collection tool allows for comparing
results with other studies, enabling a better understanding of students' academic performance
in different settings.

The exam papers providing data for this study included five exams: midterms of
Advanced Research Skills I and Critical Literary Theory I and finals of Discourse Analysis I,
Critical Literary Theory | and Teaching English to Young Learners. Since the midterm exams
of Discourse Analysis | and Teaching English to Young Learners courses and the final exams
of Advanced Research Skills | courses were not written assessable work (i.e., the students were
assessed based on classroom presentations and other non-written work), they were not included
in the data collection process.

Congruent with the concurrent triangulation research paradigm, frequency of use is
used to quantify constructed patterns of translanguaging. Frequency is a critical concept in
construction grammar, which is a theoretical framework that focuses on the role of
constructions in language production, e.g. writing in exam papers. The more frequently a
construction is encountered in language use, the more likely it is to become entrenched in the
language user’s mental grammar and to be processed more quickly and efficiently during
language production (Bybee, 2010). This is because frequent exposure to construction leads to
increased activation of its constituent parts, creating strong associations between form and
meaning. Moreover, frequency effects can influence the organisation of a language user’s
mental lexicon and overall linguistic competence. Therefore, frequency is a crucial factor in
understanding the acquisition and processing of constructions in language use, and its study
can provide important insights into the nature of language learning and use. Thus, the rationale
behind using frequency is that it can quantify and triangulate the qualitative data.

In order to quantify the data, the unit of analysis is to be determined prior to analysis.
The unit of analysis in linguistics is the smallest unit of language being scrutinised. It is the
element of language that is being analysed, observed, or manipulated in linguistic research.
The unit of analysis can vary depending on the research question, methodology, and theoretical
framework. For example, the unit of analysis in phonetics might be a single sound or phoneme,
while in syntax, it might be a sentence or a phrase. Since the present study aims to explore the
patterns of conveying meaning through translanguaging, we defined the units of analysis as the
clause and the paragraph. In linguistic terms, a clause is a unit of grammar that typically
contains a subject and a predicate and expresses a complete thought or idea. A paragraph is a
unit of text usually consisting of sentences focusing on a single idea or topic (cf. Crystal, 2008).
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In this study, we took the “unit of analysis’ as our fundamental data analytic unit instead
of a ‘code’ or a ‘theme’ in a pure qualitative or a nested mixed-methods research design. In this
sense, we regarded (i) lexical items, (ii) clauses, and (iii) paragraphs as our units of analysis.
After determining the units of analysis, the two researchers first coded the frequencies
separately. They later came together to reach an agreement on these, based on Rehbein and
Romaniuk’s (2014) definition, which regards the unit of analysis as “the basic unit of counting
is due to the segmental structure of discourse which is organised according to utterance acts on
the communicative surface” (Rehbein & Romaniuk, 2014, p.140). In analysing the exam
papers, the researchers took a collaborative autoethnographic stance to embrace “the unique
strengths of self-reflexivity associated with autobiography, cultural interpretation associated
with ethnography, and multi-subjectivity associated with collaboration” (Chang et al., 2013, p.
17) following common lived experiences of fluid language use in the content classrooms they
have been teaching.

Results

In the present study, the quantitative data were presented through tables, while the
qualitative data were extracted through excerpts to present the findings. The frequency analyses
suggest that as the size of the unit of analysis increases, so does the probability of
translanguaging. This phenomenon may be because larger units of analysis provide more
opportunities for students to draw on their entire linguistic repertoire. Additionally, larger units
of analysis may allow for more complex thoughts and ideas to be expressed, which can
sometimes be better conveyed using multiple languages. This finding, thus, suggests that the
size of the unit of analysis should be considered when assessing language proficiency, as
students may exhibit different language abilities depending on the size of the text they are
working with. Table 2 illustrates translanguaging patterns of exam papers of the students in
Advanced Research Skills regarding clause- and paragraph-based units.

Table 2. Frequencies of Translanguaging Patterns in Advanced Research Skills | (Midterm)

Frequency Percentage

English-only clauses 729 69.1 %
Turkish-only clauses 273 25.9 %
Mixed clauses 52 4.9 %
TOTAL (Clauses) 1054

English-only paragraphs 102 51 %
Turkish-only paragraphs 19 9.5%
Mixed paragraphs 79 39.5 %
TOTAL (Paragraphs) 200

Table 2 shows that 69.1% (f=729) of the clauses in the exam were in English only,
25.9% (f=273) were in Turkish only, and 4.9% (f=52) were mixed clauses. Similarly, the table
shows that 51% (f=102) of the paragraphs in the exam were in English only, 9.5% (f=19) were
in Turkish only, and 39.5% (f=79) were mixed paragraphs. The total number of clauses in the
exam was 1054, and the total number of paragraphs was 200. Overall, the table suggests that
translanguaging was a common practice in the Advanced Research Skills I course midterm
exam, with a significant proportion of both mixed clauses and paragraphs. Similarly, Table 3

presents the frequencies of translanguaging patterns in the final exam of Discourse Analysis I.
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Table 3. Frequencies of Translanguaging Patterns in Discourse Analysis | (Final)

Frequency Percentage

English-only clauses 897 83.3%
Turkish-only clauses 88 8.2%
Mixed clauses 91 8.5%
TOTAL (Clauses) 1076

English-only paragraphs 99 52.9%
Turkish-only paragraphs 4 2.1%
Mixed paragraphs 84 45%
TOTAL (Paragraphs) 187

Table 3 provides information on the frequencies and percentages of translanguaging
patterns in the final exam of the Discourse Analysis I course. The table shows that out of the
1076 clauses, 83.3% (f=897) were in English, 8.2% (f=88) were in Turkish, and 8.5% (f=91)
were mixed. Similarly, out of the total 187 paragraphs, 52.9% (f=99) were in English, 2.1%
(f=4) were in Turkish, and 45% (f=84) were translanguaged. It is worth noting that the
percentages of mixed clause use were higher in Discourse Analysis | than in Advanced
Research Skills I, as shown in Table 1. This may suggest that students in Discourse Analysis |
felt more comfortable and confident using translanguaging to communicate their ideas. Table
4 demonstrates the frequencies of translanguaging patterns in the midterm and final exams of
Critical Literary Theory 1.

Table 4. Frequencies of Translanguaging Patterns in Critical Literary Theory | (Midterm/Final)

Frequency Percentage Frequency Percentage

(Midterm) (Midterm) (Final) (Final)
English-only clauses 572 43 % 1037 64.2 %
Turkish-only clauses 595 447 % 516 32 %
Mixed clauses 164 12,3 % 69 4.3 %
TOTAL (Clauses) 1331 1615
English-only paragraphs 53 37,6 % 71 49 %
Turkish-only paragraphs 24 17% 25 172 %
Mixed paragraphs 64 45,4 % 49 33.8%
TOTAL (Paragraphs) 141 145

Table 4 presents the frequencies of translanguaging patterns in Critical Literary Theoryl at
two different time points: midterm and final exams. The data shows that the most frequent
translanguaging pattern in both midterm and final exams is English-only clauses, with 43%
(f=571) and 64.2% (f=1037), respectively. In contrast, the frequency of Turkish-only clauses
decreased from 44.7% (f=595) in the midterm to 32% (f=516) in the final exam, while the
frequency of mixed clauses decreased significantly from 12.3% (f=164) in the midterm to 4.3%
(f=69) in the final exam. Regarding the paragraph level, the English-only paragraphs increasedfrom
37.6% (f=53) in the midterm to 49% (f=71) in the final exam, whereas the Turkish-only
paragraphs slightly increased from 17% (f=24) to 17.2% (f=25). The frequency of mixed
paragraphs decreased from 45.4% (f=64) in the midterm to 33.8% (f=49) in the final exam. Lastly,
Table 5 provides an overview of the frequencies of translanguaging patterns observed in the final
examination of Teaching English to Young Learners.
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Table 5. Frequencies of Translanguaging Patterns in Teaching English to Young Learners (Final)

Frequency Percentage

English-only clauses 729 91.8%
Turkish-only clauses 53 6.7 %
Mixed clauses 12 1.5%
TOTAL (Clauses) 794

English-only paragraphs 90 77.6 %
Turkish-only paragraphs 3 2.6 %
Mixed paragraphs 23 19.8 %
TOTAL (Paragraphs) 116

Table 5 displays the frequencies and percentages of translanguaging patterns in the final
exam of Teaching English to Young Learners. The table shows that English was predominantly
used in the exam papers, as 91.8% (f=729) of clauses were in English, while Turkish-only
clauses comprised only 6.7% (f=53) of the total clauses. Mixed clauses, containing both
English and Turkish, had the lowest percentage, with 1.5% (f=12). The distribution of language
use in paragraphs follows the same pattern. The majority of paragraphs, 77.6% (f=90), were
written in English, while Turkish-only and mixed paragraphs had percentages of 2.6% (f=3)
and 19.8% (f=23), respectively. This might result from the fact that the researcher’s primary
use of English as a medium of instruction is reflected in the students’ exam papers, especially
in providing content-related terminology and explanations.

In addition to tables, excerpts are given in the present study to provide examples and
support the data analysis. A sample student exam paper is given in Appendix 2. In presenting
the excerpts, the grammar and punctuation mistakes in the students’ exam papers have been
preserved. Students’ original English clauses are presented in bold. Turkish clauses are kept in
standard fonts. English translations of Turkish sentences are given in italics [square brackets].

Excerpt 1. A shared emerging pattern of mixed translanguaging practices

According to Multimodal Discourse Analysis, this pictures want to tell us anything because
purpose of MDA is tell anythings by using images, “simgeler” [symbols], vocabularies and
advertisements. There is a family and they are doing everything in collaborate. Father “asiyor” [is
hanging] curtain, is putting book to its places and is cleaning to bookshelve. Mother “siipiiriiyor” [is
vacuuming] to living room. And children help and support their parents...(ID309F33)

These pictures reflects somethings about social and family life. The most obvious thing that I see
is being helpful. Everyone in the photos is helping each other. Yaptigim bir diger ¢ikarim ise,
[Another inference I’'m making is that] there is a gender identification. For example, adam perdeleri
astyor [the man is hanging the curtains] because he is strong, kadmn yerleri siipiiriiyor [the woman is
vacuuming the floor] because women are more capable in cleaning. This situation is a toplum
dayatmasi [social imposition]. There is diizenli olmak ve temiz olmak [being tidy and clean] in every
photos; so | think they want to give a message to the students that “be clean”. To sum up, there are
some both social and individual meanings in the photos. (ID309F1)

In this excerpt, the students are provided with three images demonstrating different family
members cleaning different parts of the houses (see Appendix 3). The students are supposed to
discuss these images from an MDA/critical discourse point of view. The excerpt exemplifies a
shared emerging pattern of mixed translanguaging practices. Both students begin answering the
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question in English and seemingly have difficulty retrieving English equivalentsof some words or
phrases. For instance, when encountering such a situation, the possibility of being able to
translanguage enables ID309F1 to use a Turkish phrase yaptigim bir diger ¢ikarimise [Another
inference I'm making is that], and ID309F33 to make use of a Turkish word simgeler [symbols],
allowing them to utilise their linguistic repertoire.

In these two answers given by two different students, the translingual patterning is
triggered by unknown English lexical items (i.e., ¢ikarim yapmak [making inference] and
simgeler [symbols]). Here, it is worth noting that these two students use the same Turkish verbs
(asmak and siiptirmek [to hang and to vacuum]) with the same progressive aspect (asiyor and
stiptiriiyor [hanging and vacuuming]) when describing the images. This implies that such
constructions are not only entrenched but also conventionalised by the students.

The frequency of such mixed constructions, as seen in the tables above, suggests that these
translingual patterns are cognitively routinised among students who are expected to synthesise and
reflect on the content in an EMI setting, especially in a cognitively stressing condition such as an
exam. Excerpt 2 exemplifies a network of translingual practices in and between clauses,
particularly emphasising terminological translanguaging.

Excerpt 2. A network of translingual practices in and between clauses, particularly
emphasising terminological translanguaging

Structuralism goriinenin arkasindaki gergekligi ortaya ¢ikarmaktir. Bir biitiin olarak bakmaz. Hayattaki
her seyin tek tek bir anlam ifade ettigini savunur [is to reveal the reality behind what appears to be.
Doesn’t consider it as a whole. Argues that everything in life has a singular meaning]. There are three
concepts in Structuralism. These are sign, signifier and signified. Sign: the smallest unit of meaning
or verilmek istenen mesaj [or the intended message]. Signifier: the meaning that signifies, gordiigiimiiz
sey [what we see]. Signified: the concept that a signify refers to, goérdiigiimiiz seyin ne ifade ettigi [the
meaning of what we see] (ID402F64)

Structuralism, Ferdinand de Saussure tarafindan ortaya atilmistir. Dilbilimden gelir ve dili yapisal
olarak inceler. Sesler bir araya gelerek arbitrary bir ses toplulugu olusturur. Bu sesleri anlamlandirmak
icin goriinenin ardindaki gergeklige bakmamiz gerekir. Bunun i¢in Saussure dilin bir sistematik yapi
oldugunu, akilsal ve mantiksal sekilde bunu anlamamiz gerektigini ileri siirer. Bunun i¢in de {i¢ kavram
gelistirmistir [is put forward by Saussure. Comes from linguistics and studies language structurally.
Sounds come together to form an arbitrary group of sounds. To make sense of these sounds, we need to
look beyond what is visible. For this, Saussure argues that language is a systematic structure, and we
need to understand it rationally and logically. To do this, he developed three concepts]. These are sign,
signifier and signified. Signifier is a subject. It is arbitrary. It is just about the what we can see. But
meaning is different. Signified goriinenin ardindaki anlam yani asil anlatilmak istenendir. Biz bir seyi
anlamlandirmak i¢in bu signified’a bakariz [is the meaning behind what appears to be, in other words,
the intended meaning. We consider the signified to make meaning out of a thing]. Signifier and signified
is meaning of sign. Sign hem signifier yani gosteren hem signified yani gosterileni kapsar. Ozne, bu
yapilari anlamlandirmaya calisarak ikinci plandadir. Gorevi bu signifier’s taniyip anlamaktir [includes
both signifier, which signifies, and signified which is signified. The subject is secondary, trying to make
meaning in these structures. Its task is to define and understand this signifier] (ID402F78).

In this excerpt, the students are supposed to refer to a photograph (Appendix 4)

demonstrating a Japanese woman and man bowing one another and to analyse the photograph
by referring to specific parts using structuralist constructs of sign, signifier, and signified.

Both students begin explicating the meaning and purpose of structuralism. They use the
terminological jargon in English, structuralism. However, they immediately translanguaged to
explicate its definition. After Turkish explanations, they both introduced three significant
structuralism constructs in English: sign, signifier and signified. After these introductions, they
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defined these constructs in Turkish and English by translanguaging, probably to convey their
messages thoroughly. They both preferred using specific structuralist terms in English,
implying that they could use them in discussions. However, they seemingly relied on their
Turkish proficiency to provide their definitions. Thus, in a content course (Critical Literary
Theory) exam, their network of translingual practices helps them convey their messages.

As in Excerpt 1, in these two explanations (provided by two different students), the
translingual patterning is probably triggered by the urge to provide English terms
(structuralism, sign, signifier, signified) and to be able to explicate them as correctly as
possible. This patterning is also observed in other students’ exam papers, implying that such
constructions are probably conventionalised.

Translingual practices do not occur only in and between clauses. There are instances in
which students tend to translanguage in and between paragraphs while constructing their
narration. Excerpt 3 exemplifies a network of translingual practices in and between paragraphs,
emphasising the emerging theme of constructing meaning through translingual paragraphing.
In this excerpt, the students are supposed to discuss the following quotation from a Turkish
professor of the history of philosophy: It is no surprise that if you happen to travel into the
depths of Turks’ souls, you will discover Plato therein. You cannot find Aristotle in the Turkish
way of thinking, though.

Excerpt 3. Construction of meaning through translingual paragraphing

Platon’a gore bu diinya ideal olan diinyanin yansimasidir ve felsefesi de ideal olan diinyay1 anlamaktir.
Platon’un Akademisi’nin girisinde yazan “geometri bilmeyen giremez” yazisi da bununla agiklanabilir.
Ciinkii Platon’a gore bu geometrik sekiller, bir Tanr1 tarafindan olugturulan sekillerdir. Dolayistyla
Platon, bu evrenin, doganin, intizamimn ve insanin anlamini ideal olanda aramaktadir. Aristo ise bu
goriisiin aksine, anlami tam manasiyla bizde, yasadigimiz bu diinyada aramaktadir. Bu yiizden
Aristo’nun ¢aligmalar1 da bu diinyayr anlamaya g¢aligsmakla ilgilidir. Platon, kutsal olani ideal olan
diinyada ararken; Aristo, yasadigimiz bu diinyada aramaktadir. Sonu¢ olarak Tirklerde Platon ve
diisiincelerini buluyor olmamiz, bu diinyann, felsefeye gore kutsal olanin Tiirklere gore kendimizde ve
dogada degil baska bir giicte Tanr1’da aramalarindan kaynaklanmaktadir. Tiirkler , bu diinyayla degil,
ona kurtulusun Tanr1’da oldugunu vaat eden din ile ilgilidir. Onlar ig¢in 6nemli olan akli kullanarak bu
diinyay1 anlamak degil, Tanri’nin onu bir giin kurtaracag inancidir. [According to Plato, this world is
the reflection of the ideal world, and his philosophy is to understand this ideal world. This can be
explained by the inscription "who does not know geometry cannot enter into here (the Academy)" written
at the entrance of Plato's Academy. Because according to Plato, these geometric shapes are the shapes
created by the Creator. Therefore, Plato seeks the meaning of this universe, nature, order and
humanbeing in the ideal. Contrary to this view, Aristotle seeks the meaning literally in us, in this world
we live in. That is why Aristotle's work aims at understanding this world. While Plato seeks the sacred
in the ideal world; Aristotle seeks it in this world we live in. As a result, that we find Plato and his
thoughts in Turks are due to the fact that this world, according to philosophy, is not in ourselves and
nature, but in God, in another power, according to Turks. Turks are not concerned with this world, but
with religion, which promises them (the Turks) salvation is in God. The important thing for them is not
to understand this world using reason, but to believe that God will save them some day.]

Literature is subjective discipline. So there cannot be one meaning, and it is analysed with various
theories. Literary criticism helps to analyse works of literature, and with literature theories we
acclaimed various points of views.

Bu elestirel teorilerin amaci diinyay1 ve insan1 anlamaktir. Bu baglamda felsefeyle iligkilidir. Ciinkii
felsefenin de ilk amaci kutsal olan1 yani bu diinyay1 anlamaya ve sorgulamaya ¢alismaktir. Ornegin
Stoacilar bunu kozmosla yani diinyanin nizamini, akil yoluyla anlamaya ¢alisirlar. Edebiyat1 incelerken
kullandigimiz teorilerde de ayni sekilde ilerleriz. Yapisalcilar, kutsal olani yani metni, onun yapisi ve
arkasindaki anlamdan yola ¢ikarak anlamaya calisir. Bigimciler ise metni bigim aracilifiyla anlamaya
caligir. Aristo ve Plato, felsefe ve elestirel teorilerin iliskisi bununla agiklanabilir. Biitiin hepsi
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yasadigimiz diinyay1, insani, kitaplar1 anlamaya ¢alisir. Felsefe ve elestirel teori arasinda bir benzerlik
daha vardir. ikisi de onyargilarimiz, inanglarimiz, korkularimiz ve endiselerimizden armarak 6zgiir
diisiinmeyi Ve elestirmeyi amaglar. [The purpose of these critical theories is to understand the world and
humanity. In this context, they are (somehow) related to philosophy. Because the first purpose of
philosophy is to try to understand and question the sacred, that is, this world. For example, the Stoics
try to understand this with the cosmos, the order of the world, through reason. We proceed in the same
way with the theories we use when examining literature. Structuralists try to understand the sacred, that
is, the text, based on its structure and the meaning behind it. Formalists, on the other hand, try to
understand the text through form. The relationship between Aristotle and Plato, and philosophy and
critical theories can be explained by this. All of them try to understand the world, humanity and books.
There is another similarity between philosophy and critical theory; both aim to (help people) think freely
and criticise by getting rid of our human-oriented prejudices, beliefs, fears, and worries.]

According to Claude Lévi-Strauss, we can understand people with binary oppositions. He gives a
binary opposition: bricoleur (savage mind) and engineer (scientific mind). People who have savage
mind live according to the nature and they do not change it. However, people who have scientific
mind, try to change the world in order to develop the humanity.

It related to the dualism of Plato. There is an idealised world and the world we live. Plato focuses
on the idealised world, on the other hand Aristotle focuses on the world we live.

Sonug olarak Tiirkler, 6zgiir diisiincesini ve aklin1 kullanmay1 engelleyen inanglarin ve korkularmin
pesine gider. Stoacilarin ve Aristo’nun yaptig1 gibi yagamin anlamini bu diinyada ve kendimizde arama
sorgusu icerisinde olmak yerine Platon gibi kurtulusu baska bir yerde aramaktadirlar. [As a result, Turks
follow their beliefs and fears that prevent them from using their free thought and reason. Instead of being
in search of the meaning of life in this world and in ourselves, like the Stoics and Aristotle, they seek
salvation elsewhere like Plato] (ID402M73).

The student (ID402M73) began constructing his own narration, explicating Plato’s and
Aristotle’s philosophies in Turkish. They translanguaged in the second paragraph once they tried
to link the relationship between literary criticism and philosophy. After referring to the literary
theories, they went back to Turkish when they started diving into the depths of literarytheories,
providing examples: Yapisalcilar, kutsal olan1 yani metni, onun yapist ve arkasindakianlamdan
yola c¢ikarak anlamaya calisir. Bigimciler ise metni bi¢im araciligiyla anlamaya ¢alisir
[Structuralists try to understand the sacred, that is, the text, based on its structure and the
meaning behind it. Formalists, on the other hand, try to understand the text through form]).

They evidently relied on their Turkish proficiency to provide broad explanations.
However, while using the terminological jargon, they translanguaged, e.g. bricoleur (savage mind)
and engineer (scientific mind). They ended up wrapping their ideas up in Turkish. Theyseemingly
constructed meaning through translingual paragraphing, providing a linguistic agency to make
themselves clear in constructing meaning in a content-heavy course.

In addition to constructing meaning through translingual paragraphing, in answer to
analysing the series entitled Monster: The Jeffrey Dahmer Story within the framework of students’
own choosing, an intra-paragraph translingual patterning in which the students navigated through
their thoughts with an apparently emerging cognitive procedure was also observed in the dataset.
The following excerpt provides an example of such occurrences:

Excerpt 4. Construction of meaning through intra-paragraph translingual patterning

I want to select Postmodernism theory to analyse Jeffry Dahmer Story. Postmodernism is opposed
to Modernism. Modernizmde akil ve bilim dislinceyi belirler. [In modernism, reasoning and scientific
thought determine thought.] There is one true for it. However, Postmodernism rejects this idea.
Thinking is changeable from culture to culture. There is no one true for it. The most leading
thinker is Foucault in postmodernizm. The Archaeology of Knowledge is Foucault’s work.
Foucault defends “deconstruction”. According to Modernism, All is well and everything is true.
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However, Postmodernizm rejects this idea. Everything is not excellent for it. In terms of this aspect,
we can analyse Jeffry Dahmer Story. Why does he Kill the people? Why is he doing that? Dahmer’s
story starts in pregnancy because his mother uses psychological drugs. It may lead to some diseases
for him. On the other hand, babasi 6lii hayvanlarin organlarini ve kemiklerini incelemeyi 6gretiyor.
Organlar1 dokunup onlar1 hissetmek Dahmer’in hosuna gidiyor [his father teaches him to examine the
organs and bones of dead animals. Dahmer likes to touch and feel organs] and he uses this method in
people’s organs. As an another example, Dahmer’s father admits that | was thinking like you once
upon a time and | dream that I kill the people. Bunu psikanaliz teorisiyle bagdastirabiliriz. Biling
altinda bastirilmig diisiinceler ortaya ¢ikiyor [We can reconcile this with the theory of psychoanalysis.
Repressed thoughts appear in the subconscious.]

Babasinin hissettikleri bagka bir bedende yani oglunda hayat buluyor [What his father feels comes to life
in another body, that is, his son.] When we look at Dahmer in terms of Modernism, Dahmer is a
serial Killer because he killed seventheen people. insanlara isgenceler yapmus ve éldiirdiikten sonra da
cesitli iskenceler yapmustir [He tortured people (when they were alive) and tortured them after killing
them]. He ate dead people’s organs. Bazi organlar1 saklamistir [He kept some organs]. When we look
at this perspective, Dahmer is cruel man. On the other hand, when we look at postmodernism, we

analyse Dahmer’s family. How is his family? Biitiin bunlar ailesi yiiziinden mi yapiyor? [Did he do
all this evil due to his family (issues)]. There are some scenes in prison. He looks like a masum
[innocent] person... When Dahmer was a child, his father left to the home. Dahmer felt sad and
alona because babasindan baska kimse onunla ilgilenmiyor. O da 61diirdiigi kisilerin onu birakmasindan
korkuyor ve [no one takes care of him except his father. He is also afraid that the people he killed will
leave him, and] he doesn’t allow them to go somewhere. Oldiirdiikten sonra da her birinin bir parcasini
sakliyor [He keeps a piece of each of them after he killed them]. (ID402F64)

In Excerpt 4, translanguaging is evident in how the student uses Turkish and English
interchangeably to provide a more nuanced analysis of the text in translingual intra-
paragraphing. The student (ID402F64) began their explanations in English, followed by
Turkish elaborations. They went back to English as observed in the following extract in the
first paragraph: | want to select Postmodernism theory to analyse Jeffry Dahmer Story.
Postmodernism is opposed to Modernism. Modernizmde akil ve bilim diistinceyi belirler [In
modernism, reasoning and scientific thought determine thought]. There is one true for it.
However, Postmodernism rejects this idea. Thinking is changeable from culture to culture.

In the second paragraph, however, they began using Turkish, followed by English
explications. After a while, they translanguaged to convey their messages. Translanguaging in
the exam paper allows the student to bring in cultural and linguistic perspectives that may not
be possible with a single-language analysis. Using Turkish and English, the student can provide
a more in-depth analysis of the text that considers different cultural and linguistic backgrounds.

Excerpt 5. Construction of meaning through translanguaging using discourse markers

(a) Critical discourse analyses discusses the discourses in terms of society. There are four main
principles in CDA. These are social relations, ideologies, power relations and social and political.
When we analyse the discourse as ideologies, soylemde dini ifadeleri ifadeleri gormeliyiz 6rnegin bir
rahibe ile herhangi bir insanin din agisindan konusmasini ideology agisindan inceleyebiliriz [we need to
see the religious statements in discourse, for example we can analyse a religious conversation between
a nun and any person in terms of ideology]. Second principle is power relations. We can analyse the
discourse as power relations when we see the middle and upper class differences. Ornegin bir
hizmetci ile ev sahibi konustugunda, hizmet¢inin ev sahibine hitap seklini bir power relation agisindan
inceleyebiliriz [For example, when a servant and a householder converse, we can analyse the way the
servant addresses the householder in terms of power relations] (ID309F32)

(b) When 1 looked at the question, I understand it is example images for multimodality. In these
images, there are examples of social relation when analysed in terms of critical discourse. Soyle ki,
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bir babanin, erkek figiiriin baz1 sosyal normlar agisindan yardim etmesi ilging karsilanirken, baba burada
cocuklariyla ve esiyle “ideal es, aile babasi” olarak nitelendirebilecegimiz bir goriintiiyle karsimiza
¢ikiyor [That is to say, while it is considered weird in terms of some social norms when a father, a male
figure helps, the father here presents himself to us with his children and wife as “an ideal husband, a
father-of-the-house figure ] (ID309F36)

(c) When we look at Grandma’s Garden activity, we can understand and see easily that many skills
were used. Actually, that is more useful and needed. In my opinion, while this activity is done,
young learners can do painting because young learners can be bored easily. The teacher should
focus on these problems. There is not just speaking skill in this exercise, this could be improved
with dialogues and a little presentations. If | were a teacher who prepared this exercise, | would do
same thing. Kisacasi, temel ve alt beceriler yerinde kullanilmig, konusma becerisinden de bahsetmigtim
zaten. Bir aktivitede illa hepsi olacak diye bir durum yok, sadece kisisel goriiglerimi belirttim. Bir siirii
oyun, egzersiz oldugu i¢in becerileri hepsinde siklikla kullanabiliriz [In short, main and sub-skills were
properly addressed, | already mentioned the speaking skill. You can’t have all in one activity, I just told

my personal opinions. We can use the skills for all of these since there are many games, exercises]
(ID451F80).

(d) Simdilerde dgrenciler ders dinlerken asir1 sikiliyor ve dersten kopuyorlar ama isin igine teknoloji
girince bu 6yle olmuyor. Eger 6gretmen gelip diiz bir sekilde ders anlatip giderse 6grenciler dersin
yarisinda kopuyorlar [Nowadays students get really bored listening to the lectures and get distracted but
it doesn’t happen so when there is technology in play. If the teacher comes and goes lecturing in a flat
manner, the students get distracted in the first half of the lesson]. So, the teachers should give
something. For example, this activity, not only they learn something but also draw picture and this
is more funny for the student (ID451F63)

(e) A woman and a man have always different roles in society. Bu yiizden bu iki cinsiyete bicilmis
farkli rolleri kritik etmek, incelemek, sdylemi ve gizli anlami1 ¢ikarmak critical discourse analysis
konusunun isidir. Halkina seslenen, konusma yapan liderleri incelemek, sosyokiiltiirel olarak incelemek
any zamanda yine critical discourse isidir [That’s why it’s the subject of critical discourse analysis to
critique and analyze the various roles attributed to these two genders, extract the hidden meaning and
the discourse] (ID309F29)

Another pattern that we have observed in the analyses of students’ exam papers is the
construction of meaning through translanguaging using discourse markers. Excerpt 5 presents
various quotes from different students regarding the dynamic and fluid use of discourse
markers for the functions of exemplification, elaboration, brief restatement, and extending. In
(@), in an attempt to discuss the concept critical discourse analysis and its scope as part of the
exam question, the student dynamically translanguages when defining and exemplifying the
concepts. The mixed nature of the paragraph indicates that the triggering point for
translanguaging practices is when the student aims to give examples for the concepts they are
defining. The same pattern is also observable in (b) and (c¢) where the students’ negotiation of
meaning for the functions of elaboration (with the discourse marker: séyle ki [that is to say])
and brief restatement (with the discourse marker: kisacasi [in short]) is done through a fluid
use of translingual practice.

In (d) and (e), the discourse function of extending a previous idea is observed in the
students’ written work from a translingual perspective, with both students using different
linguistic repertoires to indicate how they construct meaning differently. In other words, while
one student prefers to use Turkish and extends in English, the other prefers the opposite; using
English and extending the idea in Turkish. This suggests that though the students are expected
to use English continually in an EMI setting, the construction of meaning does not seem to
happen in only one language when the students are given a chance to translanguage.
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Discussion

The present study utilised a mixed-methods approach to examine the use of
translanguaging in academic writing among university students. The findings overall suggest that
translanguaging is a common practice among all students who participated in this study. Another
overall finding is that as the size of the unit of analysis increases, so does the probability of
translanguaging, which may be because larger units of analysis provide more opportunities for
students to draw on their entire linguistic repertoire. In this way, translanguaging allowed students
to express their “whole selves” (Ascenzi-Moreno & Espinosa, 2018, p.18) in producing written
language.

Furthermore, the findings show that when encountering lexical gaps in English, students
tend to draw upon their linguistic repertoire to fill the gap, resulting in mixed translanguaging
practices. The use of translanguaging, in this sense, enables students to articulate their thoughts
more effectively and contribute to constructing knowledge in acognitively stressful setting.
Prior research also supports this finding. As Karabulut and Kesli Dollar (2022) argued, Turkish
learners in an EFL setting scored higher in written tasks regarding task achievement, cohesion and
coherence, and lexical and grammatical accuracy. They also report that given a chance to embrace
a translanguaging perspective, EFL learners included more details in their written works,
negotiated meaning for content better, and thus discussed their ideas more effectively.

It is worth noting that while English was more dominantly used in all the courses, students
also utilised Turkish and mixed clauses and paragraphs to express their ideas. The quantified data
also revealed that the percentages of mixed clause use were higher in Discourse Analysis | than in
Advanced Research Skills I, which may suggest that the nature of the Discourse Analysis I course,
due to its content-heavy perspective, probably required the students to use multiple languages to
communicate their ideas. On the other hand, while learning the basics of academic research in
Advanced Research Skills I, the students were supposed to acquire more technical language,
which did not allow more flexibility in terms oftranslanguaging. Similar concerns were observed
in Critical Literary Theory | and Teaching English to Young Learners, where the former was a
more content-heavy course. As Inci Kavakand Kirkgdz (2022) also highlighted, content seems to
be a determining factor for translanguaging, especially in an EMI setting. In their study, students
reported that the amountof translanguaging depended on the content and delivery of the
course. Our study also emphasises the relation between course content and the amount of
translanguaging to be used by the students depending on the nature of these courses in EMI
settings.

The use of mixed translanguaging practices is not a new phenomenon, and the findings
presented in this study are consistent with previous research (e.g., Canagarajah, 2011; Inci Kavak
& Kirkgoz, 2022). However, what is noteworthy is the frequency of these mixed constructions
among the students, which suggests that these patterns are routinised and entrenched in the
students' cognitive processes. This finding implies that translanguaging is notjust a strategy to fill
in lexical gaps but an integral part of the students' cognitive processing and meaning-making
practices. In this sense, translanguaging in literacy skills, especially in writing, deconstructs the
idea of separations of one named language and the other, as well as cognition and practice (Garcia
& Kileifgen, 2020). Thus, it is necessary to recognise and value these mixed translanguaging
practices in educational settings to promote students' linguistic diversity and support their
learning.
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In addition, the data suggest that translingual paragraphing enabled the students to navigate
through their thoughts and ideas more fluidly and efficiently using a mix of Turkish and English,
which suggests that translanguaging is a dynamic and evolving process. Through translingual
paragraphing, the students could present their ideas clearly, interactively, and effectively. As
Yuzlu and Dikilitas (2022) argue, translanguaging in EFL settings appeals to the learners’
affective dimension, such as feeling secure, developing a sense of comfort, sustaining motivation,
and experiencing enjoyment. In this sense, a translanguaging perspective enables learners to be
better writers in examination settings and provides practical benefits in constructing these written
works.

Conclusion and Pedagogical Implications

This study posits that translanguaging is an effective practice that students can utilise in
classroom discussions and exam situations where they need to discuss content. In this sense, our
study challenges the English-only ideology in written exam papers of EFL students in EMI
contexts. Since education in EMI is about language and knowledge construction, translanguaging
redefines how we ask the students to construct this knowledge (Wei, 2022). We conclude that
translanguaging as a cognitive strategy can facilitate critical thinking and knowledge construction
in a classroom with students with diverse linguistic repertoires. By allowing students to draw upon
their linguistic repertoire, translanguaging can enhance their ability to engage with complex
concepts and ideas when answering questions in exam settings.

The findings of this study have various important implications for language teaching and
assessment situations. First of all, language proficiency should be redefined in conformitywith a
translanguaging paradigm shift, considering the size of the text students are working with, as they
may exhibit different language abilities depending on the size of the unit of analysis. Additionally,
we believe that translanguaging should not be seen as a problem but rather as a resource for
students to express their ideas more effectively, even in academic writing. Therefore, language
teachers should be aware of the potential benefits of translanguaging and consider incorporating it
into their teaching and assessment practices to support students' language development.
Acknowledging and valuing students’ linguistic resources and practices can lead to more inclusive
and effective pedagogies that enable students to reflect more meaningfully on their learning
processes and strategies.

This study is also limited in various aspects. The findings cannot be generalisable to other
populations or settings, given the sample size, context, and characteristics of the participants.
Thus, further research may be needed to determine the broader implications of translanguaging in
different academic settings. Moreover, investigating exam papers in terms of translanguaging may
not accurately represent students' language practices outside of the exam context. Students may be
more likely to use translanguaging strategies during exams to demonstrate their knowledge and
understanding of the subject matter but may not necessarily use these strategies in everyday
communication.

Additionally, the study may not consider the different levels of proficiency in both
languages of the students, which could impact their use of translanguaging strategies. Also, this
study did not fully consider the broader socio-cultural and institutional factors that influence the
use of translanguaging in academic settings, such as the attitudes of teachers and peers, the
linguistic and cultural diversity of the classroom, and the policies and regulations governing
language use in exams. Lastly, future research may explore the use of translanguaging in other
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content-loaded courses and the impact of translanguaging on students' academic performance and
linguistic development.
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Appendices
Appendix 1. A Sample Exam (Critical Literay Theory-I)
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INSTRUCTIONS: ANSWER ALL THE QUESTIONS IN THE SPACES PROVIDED. WRITE LEGIBLY AND CONCISELY.
PAY SPECIAL ATTENTION TO GRAMMAR, SPELLING and CORRECT USE OF LINGUISTIC TERMINOLOGY AND
PUNCTUATION. FEEL FREE TO TRANSLANGUAGE WHILE DISCUSSING THE CONTENT

1. QUESTION (THEORETICAL INQUIRY) [50 points] [VIDEO]

“It is no surprise that if you happen to travel into the depths of Turks’ souls, you will discover Plato therein. You
cannot find Aristotle in the Turkish way of thinking, though”.

Based on the judgement provided above, you are expected to discuss the essential differences between Plato and
Avristotle. You are supposed to reflect on their contributions to the literary criticism as a subfield of research in
literary studies.

In your answer (taking its historical development into account) try to provide a historical background of
philosophical theories and literary theories we covered in the class (from the Ancient era onwards), to name few
major schools of literature, and to show how these theories are/similar and different in how they approach the
issue, how they involve other related concerns (such as, for example, “philosophy”, “social movements”
etc.) in their models/theories. If you have reservations or critiques for them, please also comment.

Make sure you give a concise/short account of the meanings of the constructs “literature”, “literary”,
“theory”, and “critical” in your argumentation.

2. QUESTION (APPLICATION) [50 points] [VISUAL]

Referring to the photograph provided in Appendix A in the following page, you are expected to discuss the very

constructs of “sign”, “signifier”, and “signified”. Please use the terminological jargon that we made use of in our
discussion in the lectures.

Make sure that you refer to the Japanese culture, history, as well as your subjective “Japan” illusion, such as
Samurai, Hara-kiri, Mount Fuji. sushi, Shintoism, Tokyo, Japanese anime, etc.

In your answer (taking the structural understanding into account) try to analyse the photograph by referring
to specific parts and give an elaborated account of the appropriate element. Justify your answers with strong
argumentations and reasoning.

Make sure you give a detailed account of “sign”, “signifier”, and “signified”.
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Appendix 2. Originals of student exam papers presented in Extract 1
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Appendix 3. Image as prompt for Discourse Analysis |

Appendix 4. Image as prompt for Critical Literary Theory |
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Introduction

In the last two decades, the term reflection and reflective practice have become an
indispensable part of teacher education, specifically in second language teacher education (SLTE)
(Anderson, 2020; Beijaard et al., 2000; Farrell, 1999). With the shift from teacher training, which
is generally about the acquisition of entry-level teaching skills, to teacher development and life-
long teacher learning in pre-service teacher education, the use of reflective practice in SLTE has
raised (Richards, 2008). This heightened emphasis on reflection and similar practices stems from
the increasing focus on teacher development, which seeks to empower educators through self-
governed practices. This involves them taking charge of their own learning and actively
participating in the analysis of their strengths and weaknesses. (Richards, 2008; Wallace, 1991).
In this regard, reflectivepractice has been considered as a means of improving teachers’ practices
(Lefebvre et al., 2022). It is hence argued that teacher educators should actively utilize tools that
support reflection in the initial teacher education (Day et al., 2022).

Practicum is an established component of SLTE programs. During this process, pre-service
teachers are engaged in various observation and teaching tasks (Gebhard, 2009). It typically
includes close collaboration and active participation of pre-service teachers,mentor teachers at
schools, and supervisors in the teacher education program (Cirocki et al.,2020). Based on Mattsson
et al.’s (2011) model of practicum partnerships, the collaborationwith schools during the process
employs the integrative model in Tirkiye (Erdz-Tuga, 2013) where the pre-service teacher
education program and the partner schools share responsibilities. In the practicum, class
observations, pre- and post-teaching conferences, orevaluation could also be conducted by varying
degrees of involvement of pre-service teachers, mentors, and supervisors. Furthermore, pre-
service teachers evaluate their own teaching practices via structured reflective guides or
intuitively. The reflection could eithertake a written form mostly in the form of journals or an oral
form through discussions withpeers, mentors, and supervisors. Pre-service teachers are immersed
in learning-to-teach experiences and encouraged to reflect on these through the practicum process
when pre- service teachers “shift from students of teaching to teachers of students” (Cirocki et al.,
2020, p. 2). In their first professional teaching experiences with real students in a real classroom
environment, the points that pre-service teachers assessed themselves convey a passage to their learning
not only as an accumulation of three-year on-campus instruction but also in the practicum process. As
emerging teachers who have just begun to teach in a genuine teaching context, self- evaluation can afford
them to “see of what is actually happening in their classrooms, to appreciate aspects of their own teaching
and learning that they might not otherwise be aware of”” (Curtis & Szestay, 2005, p. 7). In this article, we
examine the content of reflection in self-evaluation reports from a group of English as a Foreign
Language (EFL) teachers during their practicumat a public university in Tirkiye.

Literature Review
Reflection in Teacher Education and Development

The common integration of reflection into teacher education programs has been discussed
around various issues for teacher professional learning and development. First and foremost, there
is an ongoing debate about the nature and definition of the term reflection itself. While it is
discussed whether it is a form of thinking or a certain form of action (Hatton& Smith, 1995), the two
major educationalists in reflective studies, Dewey (1933) and Schon(1983) saw it as an action. Yet,
these two fundamental figures have seemed to diverge on the nature of reflection in terms of the
role of emotions and science in reflective thinking (Fendler, 2003). To Dewey, reflection is a
scientific thinking, differing from impulsive androutine action, leading to professionalization
(1933). On the other hand, the intuitive natureand experience and personal practices are
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highlighted in Schon’s understanding (1983). Regardless of such discrepancies, the common and
mostly attributed features of reflection in educational studies are social, emotional, and cognitive
engagement with the experiencesto make sense of them for improved further personal and
professional practices with heightened awareness and insightful understandings (Anderson, 2020;
Yesilbursa, 2011).

Accompanying such theoretical disputes, the time of reflection - when the individualis
engaged in reflective actions, has also been subject to the conceptualization of reflective practices.
Schon (1983) primarily talked about two distinctive reflection types based on theirtime: reflection-
in-action and reflection-on-action. The former, reflection-in-action refers tothe on-the-spot
decisions of teachers when they face a difficulty in their routine teaching. Itoccurs simultaneously
with the action itself as the name suggests. Yet, reflection-on-actionhas a retrospective nature. It
occurs after the completion of tasks or activities and involves athorough understanding and
evaluation process. Reflection-on-action is the most common form of reflection in many teacher
education programs. Both types of reflection necessitaterecognizing a problem since in Schoén’s
words: “problems do not present themselves to the practitioner as givens. They must be
constructed” (1983, p. 40). As a third form, anticipatoryreflection, namely, reflection for action, is
future-oriented, takes place with anticipation of problems, and acting accordingly pre-emptively
(Van Manen, 1995). Overall, the literatureargues that all distinctive forms of reflection could be a
crucial part of teachers’ professionalgrowth in addition to providing benefits for schools and the
community (Griffiths, 2000).

Research on reflection in educational studies has attempted to make sense ofreflection
through typologies by categorizing reflection. In addition to the time dimension discussed above,
the content of the reflection is also categorized. Various typologiescategorize the levels of
reflection that practitioners engage in differently. However, a common thread is that the lower
levels typically involve descriptions of teaching and discussions about its mechanics. On the other
hand, higher levels of reflection encompass justifications and the positioning of reflective
concerns within broader societal, political, and contextual frameworks. (Jay & Johnson, 2002;
Sparks-Langer et al., 1990; Valli, 1997). Such categorizations are handy in analyzing the
reflections of practitioners, nevertheless, they convey a message that lower-level reflections are
not desirable. However, suchreflections, as Zeichner (1994) and Collin et al. (2013) point out, are
mainly about teachers’daily practices and are valuable and needed. Similarly, Lefebvre et al.
(2022) argue that focusing only on the levels of reflection that imply “a hierarchical gradation
rather than a comprehensive approach to reflection” (p. 454) could delegitimize the importance of
all categories of reflection. Thus, devaluing teachers’ descriptive reflections is limiting and could
even be unproductive.

Reflection on Pre-Service Teacher Education

Reflection requires active social and cognitive engagement with the context from
pre-service teachers rather than directly applying theory into the practice without
considering the contextual elements (Richards, 2008). In this way, pre-service teachers’ past
experiences and personal practical knowledge assist them in making in-situ decisions and
being empowered practitioners (Yesilbursa, 2011). In other words, reflective practices-
driven teacher education is “learning-in-practice’’ (Lisle, 2006, p. 118).

Various forms of reflection could be found in teacher education programs. Lee
(2008) suggests that reflection is quite meaningful for pre-service teachers as “it is only
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when they reflect upon their knowledge critically that they can transfer what they have
learned in initial teacher preparation programs as students to the real classroom situations as
teachers” (p. 117). Thus, placing reflection at the center of teacher education is insightful
since it brings about justifications for teachers’ utilizing certain strategies and how they
facilitate learning (Lee, 2005).

In reflection-based educational studies, self-evaluation has become nearly
synonymous with reflection (McLaughlin, 1991) as one should definitely think over their
actions, and identify problems for solution or improvement to practice reflection. Perhaps,
therefore Leitch and Day (2000) present reflective practitioners as people with “problem-
solving and self-evaluation capacities” (p. 182). Self-evaluation could be a means of a deeper
understanding of pre-service teachers’ classroom practices. It is seen as fundamentalin
teacher education especially as a part of practicum since “a teacher’s ability and skills to
analyze and plan his/her work™ are supposed to be among “key teacher competencies” in
teacher education (Poom-Valickis & Mathews, 2013, p. 420). Self-observation further
allows pre-service teachers to be able to identify strong or weak aspects of their teaching.
They can focus on a variety of dimensions that they see there is room for improvement. As
pre-service teachers could look back upon their pedagogical decisions and instructional
practices via self-evaluation, they also get the chance to realize some points that are ignored
while teaching. Overall, self-evaluation is argued to surface pre-service teachers’ own
beliefs and perceptions about teaching (Richards & Lockhart, 1996).

Reflection in the form of self-evaluation particularly thrives in the process of
practicum, “the ideal place to develop reflective practice” (Collin et al., 2013, p. 112). As
the practicum is when pre-service teachers get the authentic opportunity to teach and observe
classes that take place in their routine time and space, pre-service teachers could build on
their own experiences to understand themselves and their practices as teachers. Besides, the
structure of the practicum fosters such teacher exploration and learning via several tasks
some of which require reflecting on different issues to varying degrees. One way to achieve
reflection in practicum then becomes self-evaluation; an inherent constituent of the process.
Self-evaluation is described by McLaughlin (1991) as follows:

an aspect of reflection that is concerned with defining one’s concerns, establishing criteria for success,
and determining the most appropriate methods to judge the effects of one’s actions in the classroom.
Self-evaluation involves carefully observing and analyzing one’s actions and interpreting the
consequences of what one has done. (p. 142)

Research on reflection in practicum is mostly interested in the levels of reflection
pre-service teachers are involved in (Leijen et al., 2012; Zhu, 2011) and they showed that
pre-service teachers mostly remained at lower-level reflections and rarely reached higher
critical level reflections. However, at the practicum stage, what may be more revealing in
unearthing pre-service teachers’ learning is the study of the content of their reflection. In
other words, understanding 'what pre-service teachers commented on during the practicum’
could provide insight into their focal points and learning outcomes. . In that sense, Astika
(2014) analyzed 40 pre-service teachers’ teaching journals at the end of a three-month-long
practicum and found that the journals included more reflection on personal and contextual
elements of teaching than interpersonal and critical domains. Similarly, Chien (2013) carried
out a case study with one elementary school English teacher in their teaching journal for a
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semester. The content of the reflection mostly included students’ behaviors and
performance, and teaching strategies of the teacher. In the Turkish context, exploring the
themes of reflection in self and peer evaluation forms and post-conferences of pre-service
teachers at the practicum, Giimiisok (2014) found out that pre-service teachers evaluated
themselves based on the technical strategies of teaching, pupil engagement, classroom
management, and teacher identity. In the same vein, more recently, Yal¢in Arslan (2019)
analyzed the nature of reflection by four pre-service EFL teachers in the Turkish context
over a year through four interviews with each participant going through the practicum stage
and ending up as a novice teacher. The study confirmed that the majority of the preservice
teachers' reflection was about learning environments, teacher behavior, and competence in
all four interviews. However, as time passed, the participants started to reflect more on their
identities and missions as language teachers. From another international context with a focus
on the nature of pre-service teachers’ reflections, Azimi et al. (2019) explored 41 pre-service
teachers’ 620 reflective excerpts during the practicum process over two years in three
practicum courses in Iran. The study found out that in the first times of practice teaching,
pre-service teachers mostly commented on the routine level themes such as classroom
management and surviving the teaching tasks. Later, their concern was directed to the
themes at the technical level, like the instructional design inclusive of preparation and
planning teaching. They rarely wrote about the learners’ learning process.

Considering the discussion above, this study aims to explore the content of the
reflection pre-service EFL teachers are engaged in their self-evaluation reports during the
practicum experience. In their initial profession teaching experiences with real learners in
real schools, pre-service teachers’ own review of their teaching would not just inform
teacher education as an immediate reflection of the initial teacher education learning but also
immersion in more organic and multi-dimensional experiential learning. As novice teachers
embarking on their teaching journey within an authentic educational environment, self-
assessment grants them the opportunity to gain insight into the true and possible occurrences
in the classrooms. It enables them to recognize and value elements of their own teaching and
learning that may otherwise go unnoticed. Furthermore, analyzing the content of pre-service
teachers’ reflections based on a few teaching tasks over a semester offers the teacher
education community an opportunity to observe their practice-oriented growth.

In line with these aims, we asked the following research questions:

1. What aspects of teaching do pre-service EFL teachers consider and emphasize
when they reflect on their own teaching?

2. Which changes are observed in the aspects of teaching pre-service EFL teachers

consider and emphasize when they reflect on their teaching from the beginning till the end
of the practicum?

Methodology
This study employed a qualitative case study methodology. Stake (1995) argues that
qualitative case studies enable researchers to “seek greater understanding of the case” and
to “appreciate the uniqueness and complexity of the case, its embeddedness, and interaction
with its contexts” (p. 16). Based on this conceptual framing, this study defined its case as
the self-evaluation practices of pre-service EFL teachers at a public university in Tiirkiye.
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Such an interpretive approach that acknowledges the complex and nuanced nature of
phenomena (Denzin & Lincoln, 2008) fits well as a method of inquiry in this study to
rigorously understand and explore its bounded case by time, space, and activity.

Context and Participants

This study was conducted at an English language teaching department of a public
university in Tiirkiye. The data was collected during the Practice Teaching course offered in
the Spring 15-16 term. The Practice Teaching course “consolidating the skills necessary for
teaching English as a foreign language at primary and secondary schools through
observation and teaching practice” (University General Catalogue, 2014, p. 453) was
relevant to the aims of this study as the pre-service teachers were engaged in many reflective
practices through written reflective reports, self or peer feedback forms and evaluations and
such.

The participants were 29 pre-service EFL teachers. They were attending public and
private institutions at the middle and high school levels. They were following their Practice
Teaching coursework both at these K-12 schools and the university-based teacher education
program. For ten weeks, they spent six hours at schools and attended a two-hour seminar
discussion at the university based on the required readings. The pre-service EFL teachers
regularly reflected on their observations of the mentor teachers at their schools, the articles
discussed in the seminar, and finally their own teaching sessions. Throughout the course,
they completed observation and teaching tasks and further evaluated their own teaching
sessions in separate evaluation forms.

Data Collection

To meet the requirements of the Practice Teaching course, each pre-service EFL
teacher taught three lessons at their K-12 schools. These were scheduled and evaluated by
their mentor teacher at schools. In addition to these, the pre-service EFL teachers prepared
a 40-minute lesson plan as their final teaching task. This final lesson was observed and
evaluated both by the mentor at the school and the Practice Teaching course instructor at the
university. After each teaching task, the pre-service EFL teachers wrote self-evaluations.
They commented on the strong aspects of their 40-minute teaching and what they were
happy with regarding their lesson. They also focused on what they would have changed if
they had re-designed or re-taught this lesson, and how they responded to the issues that their
mentors mentioned in their feedback. In this study, we examined all three self-evaluation
forms from pre-service EFL teachers after they did their teaching at practice teaching schools
over threemonths. These self-evaluation reports were written at regular intervals after every
three weeks as the pre-service teachers taught in their practice teaching schools.In total, we
investigated 87 self-evaluation reports of one- to two-page length. The followingquestions
were given as probes:

e What were the strong aspects of your 40-minute teaching? What are the
points that you are happy with in your teaching experience?

e If you had a chance to re-do Teaching Task 1 (2/3), what are the things you
would change? What were the aspects of the activity or your teaching that
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could be/need to be re-designed if you had a second chance?

e What are some of the issues mentioned in your mentor teacher’s feedback?
How do you respond to these comments?

Data Analysis

A cyclical-reiterative analysis process was adopted with reference to Creswell (2013)
as in the following sequence: “a preliminary read-through of the database, coding and
organizing themes, representing the data, and forming an interpretation of them” (p. 195).
First, we formed a database for the current case (Yin, 2018). Then, we conducted a thematic
content analysis (Patton, 2015) to achieve a broader interpretation of the data. The coding
scheme of Sanal-Erginel (2006) guided us to explore the data in the initial coding phase as
it is informed by pre-service teachers’ and on on-campus learning. We enriched the initial
coding by in-vivo or descriptive coding (Saldafia, 2013) as our data set required more
experimentation and practice learning-oriented comments. This was an inductive process
consisting of “data reduction, data grouping, and the formation of concepts that can be used
to answer research questions” (Kyngis, 2020, p. 14). The data was analysed on MaxQDA
software (Version 12, Release 12.3.1). To achieve peer checking - “the stability of responses
to multiple coders of data sets” (Creswell, 2013, p. 253)- we reflected on our initial analysis,
compared and discussed our codes and categories, and then finalized the representation of
the data for the discussion. After we both analysed the data, we sought agreement on our
codes and reached a %89 agreement rate. For the codes where we fell apart in our
interpretations, we either re-wrote or re-assigned codes for these sections. We stored and
analyzed the data confidentially. Furthermore, we anonymized the participants after their
informed consent was obtained. We report their comments by assigning numbers as
participants (e.g., P1) in the three self-evaluation reports (e.g., E1 for self-evaluation 1). The
study was carried out in accordance with research ethics and approved by the institutional
ethical review board as well (2016-EGT-026).

Findings

The findings showed that the aspects of teaching that pre-service EFL teachers
considered and emphasized when they self-evaluated themselves were instructional
processes, learner motivation, and engagement, self as the teacher, and classroom
management. The most common theme was instructional processes (N=251 out of 405
codes) taking up to around 62% of the whole data. In all three self-evaluation reports, it was
the main theme. Learner motivation and engagement (N=59 out of 405 codes) was the second
most common theme in all reports consisting of around 15% of the whole data set. The least
common themes differed from the beginning till the end of the semester contrary to the most
common theme staying the same. The pre-service EFL teachers made more reference to their
self as the teacher in their final reports. However, three themes other thanthe main theme still
received similar focus. Talking about pre-service teachers’ self as the teacher (N=48 out of
405 codes) took up around 12% of the data while classroom management (N=39 out of 405
codes) took up around 10% of the self-evaluation reports. The following figure shows an
overview of the areas of reflection in self-evaluations:
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Instructional Processes

Figure 1. Areas of Reflection in Self-Evaluations

Classroom
management
10%

The pre-service EFL teachers focused on the delivery of content, materials and activities,
skills teaching, time management, and interaction patterns in relation to instructional processes in

the class.

Delivery of the Content

The most common category under this theme was the delivery of content with
subcategories of giving instructions, technology and Smartboard use, L1/L2 use, error
correction, activating prior knowledge and giving examples, checking answers and teacher

talk time.
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Figure 2. Delivery of the Content
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To start with, being able to give instructions successfully was found quite important
by the pre-service EFL teachers. They stated that they were able to give clear instructions
such as “I was good at giving instruction as well. I adapted my language according to my
students’ level. | explained everything step by step and | provided a model for my students”
(P8, E2), but there were some instances when they could not achieve their goals while giving
instructions: “while giving the instructions, | should use more simple language for all the
students to be able to understand” (P14, E2). Some of the pre-service EFL teachers
mentioned their own strategies: “I was careful about using simple and concise statements. I
even supported them with demonstrations. When the students seemed not able to understand
one part, I asked a student who understood to translate the instructions into Turkish” (PS5,
E1). However, there were sometimes problems regarding instructions:

If I had a chance to do my teaching task again, | would check the understanding of students after giving
instructions so that they do not get lost while doing the activity. The reason why | did not check was
that the students were not used to this, and | thought they would be puzzled if | wanted them to repeat
the instructions to the whole class. Howeveréealized that they would do it perfectly if | had given
them the chance. (P1, E3)

Another pre-service EFL teacher also referred to some areas of improvement: “I
realized that | didn’t say everything they needed to do the activity. For example, in my
student-to-student interview activity, they needed to do this in pairs to ask and answer all
their questions” (P21, E3). Additionally, vague, or complicated instructions led to problems:

| created the groups first; | wanted students to write the names of things in the pictures individually.
This was very problematic because | should have told them to write the names of objects first, then |
should have created the groups. | wanted them to match the pictures including letters with the pictures
including numbers. There were some misunderstandings in this part. | would give an example after my
instruction. (P8, E1)

The subsequent focus was on technology use, especially how to use Smartboard. We
grouped any types of instructional technologies including black board under this category.
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For example, quite a few of them told they had made use of a Smartboard: “I feel very
satisfied when | see that the smart board can be used in a crowded classroom and group
activities can be applied as well” (P3, E3), or “Since smart boards are not used in classes too
much, we thought that using them would draw students’ attention to the lesson. We designed
games and colorful images to make it more interesting” (P1, E1). The use of a Smart board
allowed them to integrate presentations or videos into the pre-service EFL teachers’ classes
making the students’ participation more meaningful: “They got very excited seeing the
pictures on the smart board. They were intrigued by the board game. Even the students who
normally do not take turns much were trying to make sentences in English while playing the
game” (P16, E1). Yet, for some pre-service EFL teachers, navigating the board was not that
easy and there was a need for prior training using the board: “the smart board was not like
the computers | used before. | could not complete my competition game because of this
problem, and it took nearly 5 minutes from my teaching time” (P14, E1). In some cases,
there were unexpected problems utilizing instructional technology when one of the
computers in the class did not work and the pre-service EFL teacher had to change the room:

I was bound hand and foot because my lesson plan was based on the PPT with lots of colorful pictures.
Then, we found an empty classroom and moved there, but then, my mentor teacher said that was the
“science classroom” and we could not be there. And we found another classroom. When I thought that
everything was going to be alright, the mouse and keyboard of the computer in that class did not work
again. The students brought another mouse, but it did not work, either. Losing 15 minutes of the lesson,
| started the lesson helplessly. Unfortunately, | had no flashcards or printouts. All I could do was to
explain the differences between deep and shallow and narrow and wide by using my gestures. (P17, E2)
Language use of both L1 and L2 was another area that the pre-service EFL teachers
reflected on in their self-evaluations. For some of them, it was the case that they dominantly
used English in the classroom: “I almost never switched to Turkish” (P4, E1), or “I did my
teaching task in a public school, and they were not used to listening to the whole lesson in
English. I did not speak even a word in Turkish and they were able to understand all my
instructions throughout the lesson” (P7, E1). The pre-service EFL teachers stated that they
felt like they set a model for students “For the first time, | realized that | used my English in
a way that they can use as a model” (P22, E3). Regarding this bilingual use in the class, L1
was generally mentioned as an aid: “When a student could not understand what | was asking,
| asked another student to translate it to her friend. I think it worked well because the student
was able to answer my question correctly” (P13, E3). P12 stated the consistency in using
English also influenced the students: “They are not used to English speaking in the
classroom, they firstly tried to discourage me. But | continued to use English. Then, they
began to get used to it and asked me their questions in English” (E1). Similarly, P17 wrote:
“I tried to simplify my language as much as possible while giving instructions. After seeing
that they understood the instructions clearly and tried to respond to me in English, | realized
that using L2 was not so difficult” (E2).

Error correction was another topic that pre-service EFL teachers considered when
they reflected on their teaching. Most of the time they were not in favor of immediate
correction: “my aim was not increase accuracy in that lesson. | was trying to get the students
talking. If I had corrected their mistakes all the time, they would be more reluctant to speak
up and participate” (P5, E2). The pre-service EFL teachers not only relied on their own
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practice while evaluating themselves but also their mentors’:

When a student did not answer the question correctly, another student took the turn to correct it.
According to my observations, the students who answered incorrectly did not listen to the correction
because they were demotivated by their teacher. But, in my teaching task, when the students tried to
make sentences in the picture matching activity, | helped them to answer my questions by providing
the necessary vocabulary, asking extra questions. It was motivating for the students. (P4, E3)

Next, the pre-service EFL teachers commented on activating students’ prior
knowledge and giving examples in their self-evaluations. P15 stated: “I liked the connection
of my lesson with the previous lesson. They covered a poem related to Jewish massacre
which later turned into a blues song. | also included so many materials related to the same
topic” (E3), and P6 wrote: “I believe my introduction was quite nice. Because I asked what
they did that morning in their English class, | connected the lesson to previous information,
and they started talking” (E1). Giving examples was a priority for the pre-service EFL
teachers: “Also, in my last activity, I was not sure about giving an example of my own, but
| saw that it was the right thing to do. They liked the example I gave from my own life” (P9,
E1). The pre-service EFL teachers also realized when the instruction fell short in activating
prior knowledge and suggested alternative practices:

I didn’t use any pictures or any kind of materials. Just talking about nature-inspired objects and asking
for them were not effective enough to start a lesson. | could have brought some examples of nature-
inspired objects to the class, hung some pictures on the board or simply Google nature-inspired objects
on the smart board. (P8, E2)

Finally, the pre-service EFL teachers referred to checking students’ understanding
and answers, and teacher talk time in relation to the delivery of the content. For example,
P18 exemplified how they used wait time: “I frequently asked about whether there was
something unknown or unexplained for them. | waited around 8-10 seconds for them to
think, make their sentences and then move to the lesson” (E1). P11 focused on a change in
their future practice: “the way we checked students’ answers with the PPT because there
were answers on the PPT. | should have listened to the students’ answers first, then shown
the correct answers” (E2). Teacher talk time was also reconsidered in self-evaluations:

| realized that | kept the teacher talk time too long in the while-reading part. | was trying to give
information about Gaudi's sources of inspiration and how he imitated nature while constructing some
parts of his buildings. I think, instead of giving all this information by myself, almost lecturing the class,
I could have created an activity by using that information. (P13, E2)

Materials and activities, skills and systems

There was also a substantial focus on materials and activities, skills and systems such
as writing, listening, reading, speaking, grammar, and vocabulary. Mostly, the pre-service
EFL teachers were happy with their practices: “My story is quite effective. Although it is
very short and easy, it enabled me to show the rationale behind using reported statements”
(P8, E3). There were also a few instances of problems: “I would find more enjoyable and
different activities for the students rather than focusing on the course book that much” (P21,
E2), or “I regret I focused on the activities in their book. They were regular, ordinary. I
should have created more enjoyable and unexpected ones. If I had come up with my original
activities, they would have been more willing” (P17, E2). The action focus for the future
was also prevalent in using materials and designing activities:

I would have skipped the last activity (the board game) and spent all time on the second activity (writing
sentences related to cartoon characters). If | had done this, we could have repeated all important points
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in detail or we could have completed the board game as the whole class, and | can give feedback to the
answers. | could have asked all the extra questions | had planned. (P5, E3)

Furthermore, the pre-service EFL teachers commented on how they managed or
could have managed teaching skills or systems of the language. For writing, P14 stated they
wanted students to write a descriptive paragraph “about their imaginary buildings by using
the words they learned in the lesson. It is a good way of encouraging students to use their
skills, and they can practice writing by using the new words in sentences” (E2). For listening,
P22 wrote how they would adapt instructional practice: “when | asked a question from time
to time about the video they were watching, they did not know which element was important
to them. | would supply them with a worksheet, so they could be ready to talk” (E2). For
grammar, P16 commented that they gave the rules of the structures by writing on the board
and did not ask the students to copy them in their notebooks: “Maybe, I could have given
them a small piece of sheet on which the rules are written to make them attach to their
notebooks because even if they memorize the rules, they immediately forget” (E2). Another
area of reflection was time management for the pre-service EFL teachers. There were few
instances where they reflected-in-action and changed their next action in the class: “I did not
have much time left, so | decided to end the lesson by wrapping up the grammar points, yet
the students continued to play the game, so I could not create a sense of closure here” (P6,
E3), or were left puzzled:

I could not finish my lesson on time. We could not finish the last activity because the explanation part
took more time than | planned. The students were not used to listening to explanations in English. |
have no solution for this part in my mind. (P15, E1)

Regarding instructional processes, the pre-service EFL teachers reflected on
interaction patterns such as pair and group work. P10 stated: “I wanted students to work in
pairs to guess the meaning of the words. They can learn from each other. My last activity
was also good. It pushes being creative by working as a group” (E2). P19 wrote: “They
worked in pairs, and even though it is a boring topic for students, I tried to make it more
learnable with a lot of activities” (E1). Lastly, it was seen that the pre-service EFL teachers
were well prepared for their lessons in terms of planning, and they were flexible with their
plan while teaching.

Learner Motivation and Engagement

In relation to motivating and engaging learners in the class, the pre-service EFL
teachers reflected on the importance of a positive atmosphere, teacher smile, encouraging
students, grabbing their attention, keeping them on task, providing an interesting topic and
activity, praising students, attending to them by names. Creating a positive atmosphere and
teacher smile as a motivational factor were the most common aspects of teaching that the
pre-service EFL teachers considered in their self-evaluations. These were helpful in their
teaching. P14 wrote: “I smiled all the time so that students could feel safe” (E1). P9 stated:
“I asked how they are doing lately and what they do in their leisure time- as unusual. |
showed how | cared about them and wanted to learn their life a little bit by asking real
questions” (E1). Preparing attention-grabbing activities was another priority for the pre-
service EFL teachers. P17 commented: “the way I drew students’ attention to the sentences
including should in the dialogues and the way | connected the sign and notices to ‘should’
constructions were successful” (E2). Encouraging students was also found important in
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P12’s practices: “I also encouraged some students to talk by asking them to comment or
chose the students randomly for some questions” (E3). The pre-service EFL teachers
mentioned that they praised students occasionally: “When they said something nice or
correct, | praised their answers by saying “Well-done” or “That’s very smart of you” (P18,
El).

Learner engagement was not only about acknowledging positive or smooth moments
in the class. In one incident, P16 called a student with a different name confusing two names
with similar meanings and the student told another friend that this made them upset.
However, P16 wrote:

I have never thought that calling a student with a wrong name would make him/her feel that much sorry
and share it with someone else. When I heard it, | went to Uygar and said, | am so sorry, it is totally my
mistake. The names are so similar to one another, | got confused. This will never happen again. (E2)

Self as the Teacher

The pre-service EFL teachers commented on how they felt themselves as teachers
and the importance of having rapport in the class. For example, P19 felt confident as a
teacher: “It went very well. I felt confident and positive, and this was one of my strengths”
(E1). They valued having close relationships — rapport with students:

Also, | liked the relationship between me and my students even if it was for a limited time. | felt that
the students considered me closer. The thing I liked most about that day was the break-time before my
teaching when all the students gathered around me and asked me some questions. One of them even
said, Why don 't you work in our school, which made me the happiest person at that moment. (P12, E3)

Likewise, P4 wrote after their final teaching task how the students appreciated them:

I was very emotional. After the class, when most of the students came and hugged me, for the first time,
| felt like a teacher. | had this awesome communication and energy with the students. They loved me
as much as | loved them. During the lesson, they tried to help me since they knew that (the supervisor)
was grading my performance. | was happy to hear that those students want me to be their teacher. Even
if my first day at that school was a total disaster, my last day was a bliss. It was one of the best days of
my life and sharing that day with those students was one of the greatest feelings that | have experienced.
(E3)

The pre-service teachers enjoyed being in the class as a teacher on different
occasions: “IT also really enjoyed being in that class (congratulating announcements from the
school speaker and singing a song) because it was a pleasure to watch the students, they
could spend enjoyable time in the classroom” (P7, E3). Sometimes, they positioned
themselves and the students in the class: “If the aim is to raise awareness of certain
phenomena by teaching language, students should know why they discuss or give their
opinions over these (hunger, poverty) topics and we should not add personal values to the
discussions” (P18, E3). The teacher they aspired to be was such that, in P5’s words: “We
should never give up counting on our students. No matter how bad they are, they are children
in the end, and we can help them to improve themselves” (E3). Additionally, they referred
to certain actions that would not go together with their teacher self. For example, P23
reflected on a specific action of her mentor teacher while evaluating themselves and how
they act as a teacher: “I would be very disappointed to hear such words from my teacher or
| would not say these to my students. Sometimes teachers do not choose the best way (to
manage the classroom)” and added, “I don’t find it very appropriate to reflect private life
issues into the lesson” (E3). These comments attributed specific practices for teachers as
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desirable and appropriate, and the pre-service teachers were evaluating the extent to which
they live up to these features.

Classroom Management

In managing the classroom, the pre-service EFL teachers paid attention to dealing
with misbehavior, teacher voice, monitoring the class, and noise. Among these, the effective
use of the teacher’s voice was found the most important factor in classroom management.
Most of the pre-service EFL teachers mentioned problems with their teacher’s voice, and it
impacted their lesson to varying extents as their teacher’s voice was “too low” (P4, E2; P17,
E1) or they could not use it “effectively” (P9, E3; P25, E2).

P25 reflected on an incident when they repeatedly tried to explain in English by
showing the instructions on the Smartboard but could not manage and then one of the
students yelled what they were expected to do in the activity: “I was very calm and did not
get angry no matter how hard it was for me. Normally, in real life, | am an easily angered
person. However, when I am in the classroom, I am not” (E2). P11 wrote that: “I ignored
some minor issues. Sometimes, | went near the students who were misbehaving and stood
there for a while until they stopped the behavior. Also, | tried to make eye contact with
misbehaving students” (E3). P12 reported some problems with classroom management:

The group sitting next to the door was so disruptive both for me and the classroom because they did not
listen to their friends; did not focus on the activity and talked among themselves about other things.
Since | had to listen to the answers of the other groups at this time, I could not control them that much,
and this caused a breakdown in my teaching. | would definitely want them to sit in different groups.
(E3)
There were some extreme cases as well. In one of the classes, when the pre-service
EFL teachers were co-teaching a lesson and the mentor teacher was not in the classroom,
one of the students who was reported to be disrespectful in the earlier session clasped another
student with hearing impairment by the throat. P20 wrote they did not know what to do but
immediately interfered with the situation: “When | seized the student by the collar and made
Hm sit down in one move, | thought | did wrong and felt a little bit guilty. Then, I relieved
myself thinking What if something happens to him” (P20, E3).

Finally, the findings showed that, although we identified a slight change in the least
common theme from the beginning till the end of practice teaching, the areas of reflection
in self-evaluations except instructional processes were comparable to each other.
Considering the aspects of teaching the pre-service EFL teachers considered and emphasized
when they reflected on their teaching from the beginning till the end of the practicum, we
found that the focus on their self as the teacher was almost exclusively present in the final
reports. The other three themes showed a similar trend in all three self-evaluation forms; the
instructional processes theme was the dominant one followed by learner motivation and
engagement. Classroom management received similar emphasis in all reports, being not the
least common theme in the initial ones. However, the focus on the self as the teacher doubled
in the final reports, making it the third common theme overall.

Discussion
This study sets out to outline the focus of pre-service EFL teachers’ reflection in their
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self-evaluation forms during the practicum process and present if their focus changed
throughout the semester. The results yielded the dominance of instructional process-focused
reflection in the evaluation forms, followed by learner motivation and engagement, self as a
teacher, and classroom management. Overall, the findings show that reflection is a recurrent
activity involving a cyclical set of experiences and critical examination (Lefebvre et al.,
2022) and not only an individual but also a relational process drawing on individual ideas,
interpretations, and interactions with others (Marshall et al., 2022). The pre-service teachers
gained classroom experience and continuously evaluated the classroom environment, their
in-situ actions, and sometimes based on observations of their mentors.

The comprehensiveness, breadth, and depth of the category of the instructional
process may have contributed to the great ratio of the reflection on this field. It encompasses
multiple entry-level teaching skills: giving instructions, technology use, language use, error
correction and materials, and skills use. A closer examination of the focus of these reflection
points suggests that these are the basic elements of teaching, without sufficient possession
of which teachers may not enter the profession. Considering the practicum, the very first
professional experience with actual students in real teaching environments, pre-service
teachers’ reflection displays that they assessed themselves based on entry-level teaching
skills such as creating a suitable learning environment, facilitating learner participation, and
dealing with misbehavior (MoNE, 2017). In addition, the greatest amount of attention to the
instructional processes could be meaningful and expected as Leijen et al. (2012) point out
emerging teachers may be more concerned with technical aspects of teaching, which are
more available to control in the teaching process. This result is also in line with Yalgin
Arslan (2019) and Azimi et al. (2019) in which pre-service teachers in Turkey and Iran also
topicalized their practicum experiences in the technical and immediate-context related issues
such as classroom management and teaching skills. Quite similarly, pre-service teachers
frequently commented on their activities and materials design and use during their teaching
experiences. They expressed future-projected alternative ways of achieving their plans and
designs acknowledging their problematic aspects. One may argue that in self-evaluation
forms pre-service teachers mainly focus on their retrospective practices; however, as shown
in the data; design and preparation-oriented comments could have the potential to function
as anticipatory reflection (Van Manen, 1995) giving the pre-service teachers opportunities
to take pre-emptive measures and be much more prepared and welcoming for unexpected
teaching moments. These show that the pre-service teachers not only reflected onaction
(Schon, 1983) but also onaction (Van Manen, 1995).

Since the participants in this study were majoring in English as a Foreign Language
Teaching, it is no more surprising to see that they frequently reflected upon language use.
What is surprisingly pleasant is that pre-service teachers reflected upon their successful
target language use in the evaluation forms. Their writing conveyed that they resorted to the
mother tongue as an aid rarely and most of the time they utilized English as a medium of
instruction and their students were able to understand them. Their emphasis on the state
school was worth noting as stated by the participants. The perception about the target
language use in the Turkish state school was that students receive target language instruction
in their mother tongue, and they wouldn't accomplish following the target language use.
However, the positively worded content of the reflection of this group of pre-service teachers
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could be promising and contribute to the pre-service teachers’ growing comfort in speaking
more in the target language. It further signals their enactment on the use of the language
rather than ethnolinguistic ownership (Lee & Canagarajah, 2019).

One of the findings of this study is that pre-service teachers did not reflect on
classroom management so frequently. Classroom management ranked last in the evaluation
forms. The practicum is part of the ‘survival stage’ at which pre-service teachers are mostly
interested in dealing with the students and silencing them and keeping the class under control
(Fuller & Bown, 1974, as cited in Hascher et al., 2004, p. 634). One would assume that the
participants would comment on classroom management issues to a great extent as in the case
of Azimi et al. (2019). What is sensible in this finding is that the pre-service teachers mainly
commented on managing the classroom as a point to be improved, not as their strong suit.
Lack of experience and the growing responsibility of teaching the language to real students
(Hascher et al., 2004) may have driven the participants to perceive classroom management
as a room for development. After all, classroom management is ““a topic about which student
teachers often know little and have a great deal of anxiety” (Day, 1990, p. 53).

Overall, our findings are quite similar to Astika (2014). Her category of the personal
domain was quite similar to the instructional processes and self-as-a-teacher in this study
and her contextual domain was inclusive of student engagement, and motivation. The two
domains of instructional processes and self-as-a-teacher constituted nearly 90% of the
reflection set. We can infer that within the reframe of the practicum with the actual students
in the real school environment, pre-service teachers are more inclined to be concerned about
instructional processes and student involvement and interest more than other elements.

One noteworthy finding of our study is that pre-service teachers' reflections on self-
as-a-teacher showed an increase gradually. That is, they commented on how they felt, and
how their students acknowledge their teacher persona more in the last self-evaluation form
especially. This also resonates with Yal¢in Arslan (2019) in which the pre-service teachers
increased their focus on identity and mission as they gained more experience in the
practicum. In our study, identity-focused reflection mostly constituted both how they felt as
teachers and their references to aspired identities by having certain characteristics but
refraining from others; as identity is “to become a certain person or, conversely, to avoid
becoming a certain person” (Wenger, 1998, p. 215). The focus on the self as a teacher could
be due to the fact that pre-service teachers’ identity development was affected by the
experience of the practicum and the relationship they built with real students as this is one
of the constituents of teacher identities (lzadinia, 2013) and students could function as
identity mirrors (Meng, 2014) for the pre-service teachers. Receiving immediate positive
feedback from the receiver of their service; students, seemed to positively contribute to the
pre-service teachers’ perceptions of themselves, in(directly) confirming their emerging
teacher identity constructed through classroom practices (Kanno & Stuart, 2011) during the
practicum. Finally, this finding shows that teacher learning is also an identity-construction
process (Yazan & Lindahl, 2020) profoundly shaped by practice (Tasdemir, 2021). Thus,
reflective activities fostering pre-service teachers’ actively exploring their teacher identities
are needed in pre-service teacher education programs.
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Conclusion and Implications

Understanding reflection is important since it is necessary to explore the learning
processes of pre-service teachers and know what they touch upon, consider, and emphasize
when they write reflective reports (Davis, 2006). One of the tools for engaging pre-service
teachers in such reflective practice is self-evaluations in the practicum process. In this paper,
we investigated the content of reflections made by pre-service EFL teachers after completing
teaching tasks at practicum schools and evaluating themselves. Additionally, we examined
any observed changes in this content. To this effect, we analyzed self-evaluation reports of
pre-service EFL teachers during their practicum at a public university in Tirkiye. The
findings showed that the pre-service EFL teachers reflected mostly on various aspects of
their instruction, namely, the areas that have the most visible connection to practice. Then,
they focused on affectionate ways of engaging learners, their teacher selves and managing
the classroom and disruptive behaviors.

As the pre-service teachers are engaged in several reflective tasks in the practicum
process, this could create the basis for exploring different areas of their instruction and
pedagogical practices. In this study, the majority of reflection points in the self-evaluations
consisted of entry-level professional skills. Therefore, we suggest that the content that is
addressed in reflective tasks, either through observation or teaching, could first aim at
actively exploring these aspects and then broader discussions in the field such as diversity,
social inclusion, and multiculturality, preparing pre-service teachers to handle emerging
classroom contexts. Another aspect to explore is how to promote the university and the
school partnerships that will support pre-service teachers’ reflective activities in the
practicum. Reflective tasks or self-evaluations could also encourage pre-service teachers to
deliberately ponder on their teacher identities through various tools such as narrative guides
or prompts. It is seen that by gaining in-class practice, the pre-service teachers directed their
focus to identity-based reflection points more. Thus, reflective practices need to provide
opportunities that will foster pre-service teachers’ understanding of the ever-emerging
teacher identities on a deeper level.

This study has a few limitations. For instance, we only focused on a specific group
of pre-service EFL teachers at a public university in Tiirkiye. Further research is needed to
explore different educational contexts around the world and different teacher education and
training programs. Close analysis of various cases would inform how self-evaluation could
promote reflection across the career span of English language teachers. Additionally, other
data sources such as interviews or think-aloud protocols and other tools such as video-based
(Lefebvre et al., 2022) or vignette-based instruments (Yilmaz & Akar, 2022) could be
utilized to enhance our understanding of self-evaluation and reflective practice. The ways
the stakeholders in the practice teaching process such as mentors, peers, and supervisors
influence pre-service teachers’ reflective understanding need also be investigated to further
this line of research.
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Introduction

Course evaluation is a valuable instrument that offers a number of benefits. For
instance, it provides essential feedback to practitioners by allowing them to reflect upon their
teaching and thus helps them enhance the effectiveness of courses and improve their
instructional practices. In addition, it contributes to student satisfaction by allowing learners
to express their opinions and reveal their needs and thereby promoting a positive learning
environment (Zamin & Asraf, 2017). Itis also a means for cultivating a culture of continuous
improvement in educational institutions. Consequently, course evaluation serves as an
essential means to promote the overall impact and quality of a course.

While course evaluation has the potential to provide the aforementioned benefits,
most evaluation studies have employed quantitative methods and conducted surveys whose
results are interpreted through statistical procedures (see Steyn et al., 2018) and might yield
limited insights into determining the efficacy of the courses being evaluated. Similarly,
Sozer et al. (2019) state that the structure, administration, and reporting of mid- semester
course evaluations play a crucial role in obtaining deep and high quality feedbackfrom
students to improve the learning and teaching experience, unlike end-of-semester
evaluations that typically use Likert scale-type questions. In this vein, qualitative evaluations
that take learners’ experiences and perspectives into account might complement the
conclusions drawn from the quantitative studies. Indeed, assessmentsprovided by instructors
and students are crucial for comprehensive program evaluation reports since they offer more
holistic and unique insights that might directly inform the components of the program,
making their contributions indispensable as insiders (Tezel, 2021; Zamin & Asraf, 2017).

Literature Review

English for Academic Purposes (EAP), Course Evaluation, and Academic Reading
EAP is a specialized area of English language teaching (ELT) and a subdomain of
English for Specific Purposes (ESP) that focuses on developing language skills and
competencies necessary for individuals to engage in academic or professional activities
within an English-medium higher education contexts (Gillett, 2022). According to Bruce
(2017), EAP has drawn support from the knowledge base rooted in five research streams:
systemic functional linguistics, genre theory, corpus linguistics, academic literacies, and
critical EAP. For Hyland (2014), EAP relies on diverse theoretical foundations, including
text-based genre analysis, contextual language investigation, and research-based language
education. This knowledge base and theoretical foundations inform curriculum and materials
development, assessment, and program implementation within the field of teaching EAP.

The primary aim of an EAP course is to support learners in acquiring the necessary
linguistic and cultural knowledge, particularly in terms of institutional and disciplinary
practices, to effectively study or work in English. EAP courses typically cover the four skills
of reading, writing, speaking, and listening, as well as the academic discourse of a particular
discipline (Hyland, 2006). Additionally, they include the instruction of peculiar
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features of academic discourse, such as formal or academic vocabulary, complex sentence
structures, and academic conventions, and provide guidance on how to handle and produce
these types of texts. Furthermore, developing learners’ ability to analyze arguments in both
academic genres and texts and approach them with a critical thinking stance is an essential
focus of EAP courses. Learner engagement, raising learners’ cultural awareness, and
technology integration are increasing trends concerning the EAP curriculum and instruction.
In sum, EAP courses mainly aim to improve learners’ competence and skills tocommunicate
in written and spoken discourse in an academic setting where English is the medium of
instruction.

In addition to the main features discussed above, needs assessment, evaluation, and
analysis of learner goals and objectives are equally important components of an EAP
program (Carkin, 2005). As with any educational program, assessing the impact of an EAP
course and learner needs is an invaluable means to enhance the efficacy of the curriculum
and instructional methods. In this regard, language program evaluation, “the systematic
collection and analysis of all relevant information necessary to enhance curriculum
improvement and assess its effectiveness and efficiency, along with participants’ attitudes,
within the specific institutional context” (Brown, 1989, p. 223), becomes essential. This
definition highlights the two main purposes of evaluation: promoting improvement and
assessing impact. In line with these purposes, the process of evaluation can be categorized
into two types: formative and summative. Formative evaluation takes place during the
program’s implementation and focuses on gathering and analyzing data to improve the
program. On the other hand, summative evaluation typically occurs at the program’s
conclusion and aims to determine the degree of success, efficiency, and effectiveness of
the program (Brown, 1995). According to Brown and Rodgers (2004), teachers and
administrators can conduct course or program evaluations for multiple purposes, such as
improving the effectiveness of the course materials, classroom activities, teaching, and
learning processes along with many other possible purposes.

Given that this research focuses on the evaluation of an EAP reading course, it is
essential to provide a fundamental understanding of reading as a skill. Reading is a
multifaceted and intricate skill that defies a thorough definition. Although Grabe and
Stoller (2019, p. 5) provide an initial definition of reading as “the ability to draw meaning
from the printed page and interpret this information coherently”, they caution against
oversimplifying the term due to its inherent complexities. One such complexity stems from
the fact that people engage in reading for a range of purposes, including seeking simple
information, skimming, learning from texts, integrating information, searching for
information to support writing, critically analyzing texts, and achieving overall
comprehension (Grabe & Stoller, 2019). While some additional factors contribute to the
complexity of reading as a skill, for the sake of clarity, it is important to address the
fundamental characteristics applicable to reading courses in general. In this context, Grabe
(2004, p. 44) highlights ten key implications derived from research on reading, offering
valuable guidelines when making decisions related to the design and execution of effective
reading instruction:
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e ensure fluency in word recognition;

e emphasize the learning of vocabulary;

e activate background knowledge;

e ensure the acquisition of linguistic knowledge and general comprehension;
e teach recognition of text structures and discourse organization;

e promote the development of strategic readers rather than the mechanical
application of strategy checklists;

e build reading fluency and rate;

e promote extensive reading;

e develop intrinsic motivation for reading; and

e contribute to a coherent curriculum for student learning.

Reading plays a significant role in academic environments, serving as a fundamental
method for acquiring new knowledge, accessing different perspectives, and exploring
alternative interpretations. Moreover, reading forms the basis for developing critical
thinking skills, fostering the ability to synthesize information, and promoting independent
learning (Grabe & Stoller, 2001). Due to the importance of EAP reading, it is crucial to
develop reading courses and curricula, make informed decisions regarding instructional
methods, and carefully choose or modify materials and resources to ensure the delivery of
effective reading instruction in academic contexts.

An Overview of Research on EAP Program/Course Evaluation

There is a growing body of course evaluation research on the assessment of EAP
courses from an insider’s perspective. Such studies might include practitioners, learners, or
other stakeholders as the participants, all of whom might offer extensive data to help assess
the impact of any instructional program or course and identify learners’ needs and goals to
revise and reshape the course components.

Course evaluation studies have yielded various findings obtained from a range of
settings and participants. For instance, in a Turkish higher education setting, Ustiinel and
Kaplan (2015) found that students were in need of developing reading strategies, improving
their academic vocabulary, and having more opportunities such as extensive listening and
reading, etc. Based on these findings, the researchers suggest that the selection, adaptation,
and creation of instructional materials for this course be based on the specific requirements
and preferences of the students. In an American higher education setting, Tezel (2021)
evaluated a graduate program by including faculty members and students, as the insiders of
the program for data collection. The findings revealed that both cohorts expressed positive
opinions about the majority of the dimensions directly related tothe quality of education
provided in the program. Chowdhury and Haider (2012) implemented a needs-based
evaluation of the EAP courses for pharmacy students in a private university in Bangladesh.
The findings indicated that current EAP courses fall shortof meeting learners’ needs and
transferring acquired language skills effectively for academic and professional contexts. To
improve these courses, it is recommended to integrate subject-specific materials and
prioritize the development of writing and speaking
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skills. These skills are crucial and challenging for students, requiring increased attention and
focus. In a similar context to that of the present study, ilerten and Efeoglu (2021) evaluated
an ELT preparatory program in Turkish higher education in a longitudinal study.The results
revealed that the program improved students’ overall English proficiency, although several
components required modifications and enhancements, including teachingfour skills in an
isolated way, individualized learning, and technical facilities. In a Japanese higher
education setting, Lesley (2022) carried out a longitudinal evaluation study on the Extensive
Reading (ER) component of an Academic Skills (AS) course that transitioned from onsite to
online education due to the COVID-19 pandemic. The results indicated that students
achieved course goals in both formats, in relation to the course aspects such as word counts,
vocabulary testing, reading speeds, and student feedback. However, improvements needed
to be made to enhance the quality of discussions, providea wider range of reading materials,
and increase student engagement in the ER Course. In the Malaysian higher education
context, Zamin and Asraf (2017) implemented an EAP course evaluation study and found
that students exhibited an overall positive attitudetowards the course, yet they raised
concerns regarding the use of textbooks that were not directly applicable to their specific
field of study.

While the studies reviewed above provide valuable insights into the effectiveness and
implementation of entire EAP programs in general, there appears to be a paucity of research
specifically focused on the evaluation of EAP reading courses. Indeed, in her examination
of research in the field of EAP, Pehlivan (2016) stresses that the majority of published
studies on EAP primarily concentrate on writing skills. While writing is an essential skill
that learners need to acquire and master in their academic pursuits, it is equally imperative
to investigate other skills such as reading more extensively and thoroughly to nurture a
holistic growth of their academic English proficiency.

Having addressed the significance of course evaluation in an EAP course or program,
examined the value of employing a qualitative and insider-focused research approach, and
identified the research gap related to the assessment of EAP reading courses, this study
aims to evaluate an EAP Reading Course within the English Language Preparatory Program
at a Turkish state university. Doing so, it also seeks to ascertain the impact of the course,
discover the degree to which it fulfills students’ needs, and elicit student recommendations
for improving the curriculum and instructional delivery. The following research questions
have been formulated in alignment with these objectives:

1. How do students evaluate the effectiveness of the EAP Reading Course?
2. What suggestions do students have for the improvement of the course?

Methodology

Research Design and Publication Ethics

Within the qualitative paradigm that aims to explore individuals’ perceptions,
understandings, and opinions about a specific phenomenon, this study adopted a case study
method. One of the key strengths of the case study method lies in its ability to conduct in-
depth investigations of complex issues. This quality makes it particularly appropriate for
qualitative research, as it allows for a deeper understanding of particular themes, programs,
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policies, organizations, events, and activities that take place in society (Bhatta, 2018). It is
also a type of study that takes place within a specific context, gradually developing over time
and in real-world settings (Van Lier, 2005).

Furthermore, this research constitutes a program evaluation study that applies
Owen’s (1999) Interactive and Impact Evaluation Models to assess the course
comprehensively. The Interactive Evaluation Model focuses on program improvement by
addressing goals, progress, consistency, and effectiveness. On the other hand, the Impact
Evaluation Model assesses the program’s effects, addressing factors such as adherence,
needs achievement, unintended outcomes, and cost-effectiveness. Aligned with the
objectives of these evaluation models, the current study aims to facilitate a thorough
evaluation and improvement of the course’s process and outcomes.

This study was conducted by following the publication ethics, and the ethical
approval for the study was obtained from the Ethics Committee of Canakkale Onsekiz Mart
University-School of Graduate Studies with the meeting number 10/13 dated 03.08.2023.
Before the focus group interview, the participants were informed about the purpose,
duration, and data collection procedures of the study. Consequently, their informed consent
was taken through a written form, and confidentiality was assured.

Context and Participants

The research was implemented at a Western Turkish university, in the English
Language Preparatory Program (ELPP) within the School of Foreign Languages. The ELPP
comprises two distinct programs based on students’ majors: the General English Preparatory
Program (GEPP), and the English Language Teaching - English Language andLiterature
Preparatory Program (ELL-ELT). This study focused on the latter program, which offers
intensive yearlong EAP language courses at B2 and C1 levels to students admitted to the
departments of English Language Teaching and English Language and Literature. The
program offers four core courses: Listening and Speaking, Reading, Writing, and Advanced
English Grammar. Its main objective is to equip learners with the necessary skills,
knowledge, and confidence to meet the academic English demands and requirements of their
respective departments upon completion of their studies.

The primary objectives of the Reading Course include improving general reading
comprehension, facilitating reading fluency and speed, developing effective reading
strategies, expanding academic vocabulary knowledge and usage, introducing different
discourse structures and organizations, fostering critical thinking through reading,
encouraging extensive reading, and increasing familiarity with academic genres. The course
consists of four weekly hours dedicated to reading instruction. Formative assessment
procedures include two quizzes, two midterms, and a performance grade. Additionally,
students are assigned tasks like analyzing academic articles and novels and presenting short
stories. The course materials comprise a course book along with supplementary resources.
To facilitate the teaching and practice of the course content, a variety of digital tools are
employed. Furthermore, a learning management system isutilized for assigning tasks,
monitoring progress, sharing additional materials and resources, and maintaining
communication with students.

As for the sampling approach, a purposeful and convenient sampling method was
preferred as the participants of the study were the students enrolled in the target program,
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and the researcher was also actively teaching courses at the research site during the study.
Ten female and three male students out of a group of fifteen students volunteered to
participate in a focus group interview held at the end of the academic year. The students’ age
varied between 18 and 21, and they were all native speakers of Turkish.

Data Collection and Analysis

A focus group interview was conducted in Turkish to gather data. Before the
interview, the researcher had prepared an interview protocol including open-ended questions
related to the course components such as the content, materials and resources, assessment
procedures, reading skills and strategies, vocabulary learning, use of technology, the
instructor, learner needs, and suggestions for improvement. The questions underwent face
and content validity checks conducted by two ELT experts. Following the necessary
revisions, the questions were used as a guideline during the interview to steer thediscussion.
The interview, lasting approximately an hour, was recorded for transcription purposes to
facilitate coding and analysis.

Initially, the data obtained from the focus group interview was transcribed, and
then an inductive analysis was conducted. The participants’ mentions were condensed into
meaning units, leading to the identification of patterns, codes, and categories. These
categories were further organized into broader themes. To ensure inter-coder reliability, two
independent raters analyzed one-third of the data, and Cohen’s kappa coefficient was
calculated. The coefficient of .73 indicates substantial agreement, as interpreted by Landis
and Koch (1977).

Results

The data analysis identified two main themes: students’ insights into the Reading
Course and students’ suggestions for improvement. These findings are presented below,
addressing each research question individually. The presentation includes additional
categories and exemplar participant responses to provide further context and illustration.

Students’ Evaluation of the Effectiveness of the EAP Reading Course

The analysis of the data yielded three broad themes in relation to the students’
insights into the EAP Reading Course. The first theme is the strengths of the Reading Course,
the second one is the technology-enhanced learning, and the third one is the instructor. The
themes, categories, and sample responses are displayed in Table 1.

Table 1. Students’ Perspectives on the Effectiveness of the EAP Reading Course
Theme Category Exemplar response Mentioned by
Contribution to The course provided exposure to a variety of P-12
skills improvement ~ sentence structures to enhance writing skills
and improve our fluency in both writing and

speaking.
Strengths of the  Preparation for P-1
Reading majors The introduction to academic texts and the
Course analysis of literary works will become

beneficial as we start our studies within our
respective departments.
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Content The content was informative and practical. P-7
Critical thinking In fact, | believe our discussions involved a P-
greater degree of critical thinking than what 5
was typically covered in the Reading Course.
Technology Preference for Using technological tools makes learning more  P-8
-enhanced technology use in like a game and thus simplifies the process and
learning learning makes it more memorable.
Quizlet Practicing the learned words through Quizlet
with visual support has been very beneficial. P-12
Professional P-9

She is open to exploring different approaches
for improvement, and | find it valuable that she
fosters a supportive learning environment.

Instructor development

Accessibility The instructor was easily accessible. All Ps

As seen in Table 1, the first theme, strengths of the Reading Course, emerged from
categories such as contribution to skills improvement, preparation for majors, content, and
critical thinking. One participant (P-5) noted that it significantly contributed to enhancing
their general knowledge and vocabulary. Another participant (P-11) stated that the course
provided exposure to a variety of sentence structures, improving their writing skills and
fluency in both writing and speaking. It also helped them develop their ability to analyze and
comprehend texts and promoted the learning of academic equivalents for familiar synonyms
(P-8).

In terms of the second category, preparation for majors, the participants found the
introduction to academic genres and the analysis of literary works, particularly beneficial.
This is reflected in the following response:

“Activities like reviewing articles and analyzing novels are also very helpful, in my
opinion. | believe they will be beneficial for us when we join our departments, especially
since we have already encountered articles as a form of academic writing.” (P-1)

The course content as the third category in this theme was highly appreciated by the
participants. Especially, all the participants agreed on the usefulness of the classdiscussions
about the reading texts covered in the class. Finally, the content topics covered were found
informative and practical (P-7).

The last category within the first theme is critical thinking. It was seen that the
reading instruction provided opportunities for the students to develop their critical thinking
abilities through reading. This is evident from a participant’s response:

“In fact, I believe our discussions involved a greater degree of critical thinking than
what was typically covered in the Reading Course. | think you at least have room for it.We
have talked more than we can in a reading class.” (P-5)

In relation to the second theme, technology-enhanced learning, the participants
expressed a preference for the use of technology in learning, highlighting that using
technological tools like Quizlet, Kahoot, and Wordwall made the learning process more
enjoyable through gamification and thus making it more straightforward and memorable.
The impact of technology on learning was acknowledged, with its accessibility being a
significant advantage. Lastly, the use of Quizlet, a digital tool for presentation and practice
of target vocabulary items was positively received, as they found it fun and effective in
making new words more memorable. Practicing learned words with visual support through
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practice and exam revision. Quotes highlighting the preference for technology use in
learning, particularly Quizlet, are presented below:

“Technology has had a huge impact on the way we learn as it is always readily
accessible.” (P-11)

“Using Quizlet is quite fun and makes the new words more memorable.” (P-5)

“We use the Quizlet sets to practice vocabulary and to revise for the exams.” (P-11)
“Since we are constantly surrounded by technology, using it in our learning process

can make things easier and more memorable. Gamification also makes our learning even
more enjoyable. In my opinion, Quizlet is a much more useful tool than a traditional
vocabulary book for improving vocabulary skills.” (P-8).

The third and final theme that emerged from the analysis centers on the instructor.
Particularly, two qualities of the instructor were highlighted by the participants: professional
development and accessibility. First, the participants observed that the readinginstructor
demonstrated an openness to professional growth and actively sought students’ perspectives
on the course, fostering a supportive and conducive learning environment. This is
exemplified in the following participant response:

“Ithink she is one of the few instructors who is open to exploring differentapproaches
for improvement. | find it valuable that she fosters a supportive learningenvironment.” (P-
9)

The second category pertaining to the instructor is accessibility. The consensus
among all participants was evident, as they unanimously agreed that the reading instructor
was highly accessible. Several participants expressed their satisfaction with the instructor’s
promptness in responding to questions, both during and outside of class. Moreover, they
conveyed a sense of comfort in approaching the instructor for inquiries. (P-6, P-11, P-13)

Students’ Suggestions for Improving the Course

The analysis of the interview data revealed one main theme: students’ suggestions
for the improvement of the course, with five related categories: materials and resources,
reading strategies, course duration, personalization of learning, and topic selection. Table 2
displays information about the findings of the second research question.

Table 2. Students” Suggestions for the Improvement of the Course

Theme Category Exemplar response Mentioned by

If the course content included literary works such as

Materials and ~ poems, short stories or readers, and academic texts

resources related to education, there would be no need to rely P-11
mainly on a coursebook.

| feel like we did not spend enough time on reading

Readmg strategies. We could have given it more attention and P-1
strategies
made some changes.
Four hours for the Reading Course is inadequate. For
. . - P-10
Suggestions Course this reason, additional tasks can be assigned for
99 duration independent work outside of class.
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for Suppose that there are several learning methods, and
improvement the student chooses the best one that suits their
Personalization learning styl'e and preferences. Each _student’s P-5
learning performance is then assessed based on their chosen
method.
As some topics in the book are about certain scientific
Topic and specific subjects, we may not discuss them p.13
selection comfortably. Thus, the topics should be relevant to

current issues or subjects about which we can share
our opinions easily.

The findings from the data analysis highlighted several suggestions for improving
the course. The first group of suggestions centered on materials and resources. Participants
expressed the opinion that incorporating short stories or novels, rather than relying heavily
on the course book, would be more beneficial. They also noted that particular readings in the
course book were uninteresting and suggested that including short stories, novellas,and
poems in the curriculum would be preferable. They recommended assigning additionaltasks
to encourage extensive reading outside of class. As could be inferred from these suggestions,
the participants were in demand of not depending mainly on the course book, but rather of
using additional materials and resources like those of literary works and academic articles
of their specific interests in and out of class, which could be inferred from the responses
below:

“I think it could be more beneficial if we incorporated short stories or readers instead
of relying solely on the texts in the course book.” (P-3)

“As some readings were uninteresting, it could be better to cover short stories,
novellas, and poems in the curriculum.” (P-5)

“Additional tasks, such as extensive reading outside of class, could be assigned.” (P-
10)

Another suggestion put forward by the participants was related to the reading
strategies. One participant (P-2) offered that more time could be allocated for discussing and
analyzing the reading texts in class. Another participant also noted that the focus on reading
strategies was not sufficient, and thus more attention should be directed to the use of reading
strategies, which is indicated in the original response:

“I feel like we didn’t spend enough time on reading strategies. We could have
given it more attention and made some changes. If we had focused more on this aspect, it
would have been beneficial for us.” (P-1)

The third category in this theme was the course duration. One participant (P-8)
suggested reducing the weekly hour dedicated to the Advanced Grammar Course while
increasing the time dedicated to the Reading Course, reasoning that they had been learning
and practicing grammar structures since they were in high school; as such, engaging in more
reading activities would help them facilitate their reading skills. It was noted by another
participant that the current class duration was inadequate, leading to a heavy reliance on the
course book. Another participant (P-10) suggested that four hours for the Reading Course
were insufficient and recommended assigning additional tasks for independent work outside
of class. Only one participant (P-5) felt that the number of hours allocated for the Reading
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from the participants below reflect these issues clearly: “It would be beneficial to reduce the
number of hours dedicated to the Advanced Grammar Course and increase the time
dedicated to the Reading Course.” (P-8)

“The class duration is insufficient, and we require more time; that’s why we usually
depend heavily on the course book.” (P-13)

The fourth category in this theme was related to the personalization of learning.
This category emerged from the observation that the participants pointed out the importance
of personalizing the learning process to suit individual learning styles and preferences. They
also expressed a preference for being provided with a range of options for vocabulary
learning, allowing students to choose the best method for themselves. Two participant
responses, for example, reflect this category clearly:

“Suppose that there are several methods for learning, and the student chooses the best
one that suits their learning style and preferences. Each student’s performance is then
assessed based on their chosen method.” (P-5)

“You know, there are different ways to learn. Instead of assigning grades based solely
on one aspect like vocabulary, students should have the responsibility to choose their
preferred learning method. It would be beneficial to offer them a few options to select.” (P-
8)

Discussion

The findings of this study shed light on the impact of the EAP Reading Course from
the students’ perspective, highlighting their role as the primary stakeholders in the program.
In addition, these findings help the researcher determine learner needs andexpectations,
which are essential considerations for the future revision and enhancement ofthe curriculum
and instruction.

To start with, regarding the impact of the course, the participants have mainly
positive perspectives of the Reading Course on a range of issues. For instance, they
acknowledge the several strong aspects of the course, including its contribution to skills
improvement, preparation for their majors, the informative course content, and the
improvement of critical thinking abilities. More specifically, they are mostly satisfied with
the contribution that the course made to the improvement of their general knowledge,
academic vocabulary, writing skills, and ability to analyze and comprehend texts. Besides,
the extensive exposure to a variety of sentence structures and discourse organizations is
perceived to have improved their writing skills and speaking fluency. Furthermore, they
recognize the value of being exposed to diverse academic reading genres and engaging in
the analysis of literary works, as these aspects are expected to provide benefits during their
studies within their respective departments. In addition to their perspectives on the value of
the course content as being informative and practical, they appreciate post-reading
discussion sessions, stating their positive effect in fostering their ability to think critically.
These results imply that most of the specified course objectives have been achieved in the
course. To exemplify, improving general reading comprehension, expanding academic
vocabulary knowledge and usage, fostering critical thinking through reading, and
introducing different discourse structures and organizations are stated course objectives.
Hence, the course can be regarded as effective in attaining most of its intended objectives.
Although there is not an available study evaluating a tertiary-level EAP Reading Course
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similar to the context of this study, the findings that Mutlu (2018) obtained indicate that
the Main Course implemented in the English Language Preparatory Program at a Turkish
university demonstrates overall effectiveness concerning the core aspects of the course, as
reported by both the instructors and students. Similarly, Lesley (2022) states that student
feedback regarding the components of an Extensive Reading (ER) course is generally
positive. Zamin and Asraf (2017) also report that EAP students in their study have a positive
attitude towards the program. However, Chowdhury and Haider (2012) note that EAP
courses fall short of meeting the academic and professional language needs and expectations
of pharmacy graduates at a Bangladeshi university. They recommend improving
effectiveness and motivation and making the course content relevant and interesting.

The second aspect of the course found satisfactory by the participants is the
integration of technology into their learning process. They explicitly show a preference for
using technological tools in their learning process as they think such tools or applications
help gamify learning and make it more memorable. They are especially content with the
use of Quizlet, a digital tool allowing the teacher to present the target vocabulary items and
provide interactive practice for learners. The tool can be used both as an in-class application
and as a self-study resource. Anjaniputra and Salsabila (2018) also report that Quizlet has
improved students’ engagement and motivation in vocabulary learning at the tertiary level.
Similar results have also been attained by other researchers about the benefits of using
Quizlet for vocabulary learning (e.g., Dizon, 2016; Sanosi, 2018; Setiawan & Wiedarti,
2020).

The third aspect of the course appreciated by the participants is the course instructor.
Two highlighted qualities of the instructor are commitment to professional development and
accessibility, with a focus on promptness in responding to students’ questions and inquiries.

As for the suggestions provided by the participants, they express a desire to go
beyond depending solely on the course book throughout the term. Coinciding with this
finding, Ustiinel and Kaplan (2015) have discovered that the students hold a negative
perception of the course book. To address this issue, they recommend carefully selecting,
modifying, and developing instructional materials for the course that cater to the specific
needs of the students. Likewise, Zamin and Asraf (2017) point to the necessity of involving
reading materials and texts that relate to students’ specific fields of study.Another suggestion
for improvement is the provision of supplementary materials andresources, such as reading
texts from different genres aligned with their personal interests. They also recommend the
inclusion of more literary genres like short stories, novellas, and poems, as well as the
integration of more digital tools into the course. A similar result has been obtained by Lesley
(2022) in that there is a demand for a greater variety of texts to cater to different student
preferences. Ilerten and Efeoglu (2021) also identify a lack of individualized learning
opportunities in an ELT preparatory program, which calls for more personalized and tailored
learning opportunities for students. Finally, the participants of the current study emphasize
the importance of focusing on reading strategies more and suggest increasing the weekly
hours dedicated to the Reading Course. Fathi and Afzali (2020) aptly suggest that EFL
practitioners should integrate reading strategy instruction into their regular classrooms to
enhance students’ reading performance, ensuring that they
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have received proper training on how to teach these strategies effectively. Par (2020) also
highlights the importance of teaching students to employ reading strategies as the findings
indicate that there is a significant relationship between overall reading strategy use and
students’ reading achievement.

Conclusion

The primary objective of this study is to assess the effectiveness of an EAP Reading
Course offered within the English Language Preparatory Program at a stateuniversity in
Tiirkiye. Additionally, the study aims to assess the degree to which students’ needs are
addressed and to gather student feedback on the content and implementation of the program
curriculum. The findings from this study will provide valuable insights for revising and
improving the curriculum and instructional approaches employed in the program.

First, regarding the impact of the course, the participants express predominantly
positive views on various aspects of the Reading Course. The findings indicate that the EAP
Reading Course is effective in achieving its intended goals, with participants recognizing its
strengths and benefits, such as the potential of the course to prepare the students for their
academic work in their majors, to foster their critical thinking abilities, improve reading
skills, and transfer those skills to writing and speaking. In addition, the integration of
technology into the learning process is well-received. Finally, the reading instructor is
evaluated as being open to professional growth and being accessible to studentinquiries and
questions.

In addition to identifying the satisfying aspects of the course on the part of the
students, they provide valuable suggestions for course improvement. To exemplify, they
emphasize the importance of incorporating supplementary materials and resources beyond
the course book and the addition of more literary works into the syllabus to make the readings
more engaging. They also need a more increased focus on reading strategies and being
assigned more extensive reading activities. Finally, they indicate a preference for more
personalized learning, giving them a choice for learning methods and selectingreading
topics. These suggestions can be seen as a form of needs analysis, highlighting areas that
require attention when redesigning future iterations of the EAP Reading Course.
Additionally, such learner insights are crucial to be examined as they reflect the potential
impact of local, cultural, and educational practices on students' expectations and their overall
experiences within the EAP course. Incorporating the participants’ feedback will contribute
to a more tailored and impactful learning experience in the future.

Based on these results, a couple of recommendations might be provided for future
instruction and research. Practitioners teaching EAP reading courses in this research site or
elsewhere can benefit from the findings of this study when designing courses and revising
curricula and instructional methods. For instance, as inferred from these results the
participants believe that a reading class without a book can be effective as long as the
materials are selected with care to improve language skills. This calls for teacher training on
curriculum and course design so that practitioners can make more informed choices when
designing the content, specifying course objectives, selecting or adapting materials and
resources, deciding on assessment procedures and instructional methods, integrating
technological tools, etc. Likewise, Brown (1995) emphasizes the significance of actively
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engaging teachers in the process of curriculum design, as well as the crucial role played by
continuous program evaluation that involves both summative and formative assessments.
Furthermore, the significance of incorporating training for teaching EAP skills becomes
evident. Indeed, Bruce (2017) suggests that while practitioners engage with EAP in higher
education, it appears essential to support them through ongoing teacher education both in
pre-service and in-service contexts. Instructors are also recommended to be more responsive
to learner needs, expectations, and preferences in the learning and teaching process to
enhance their learning experiences. Another recommendation might be to integrate
technology into the curriculum more comprehensively as it is clearly shown that the current
generation is not keen on traditional teaching methods and resources that have been utilized
for decades in education and as technology is comparatively more accessible to them and an
indispensable part of today’s world. As Anjaniputra and Salsabila (2018) put forward,
integrating technology into teaching provides an engaging and innovative learning approach
that enhances students’ overall learning experience and meets the needs of 21st-century
learners. Furthermore, practitioners ought to focus on creating an engaging and supportive
learning environment, using a variety of pedagogical approaches and tools of educational
technology. Finally, yet importantly, they need to make course evaluationan integral and
continuous part of their teaching and be willing to take action for improvement.

While this research provides valuable insights into the field of EAP, particularly
academic reading, it also possesses certain limitations. Firstly, the qualitative approach taken
in the design and implementation of the study and the small sample size typical in case
studies hinder the generalizability of the findings. In addition, it would have been beneficial
to employ an additional data collection technique, such as observation or learner journals, to
complement the existing findings. Next, while the findings of this study might contribute to
the growth of course evaluation research regarding EAP reading courses and serve as a
model for the design and implementation of similar courses, it is important to note that the
results are specific to the institution where the research was conducted. Furthermore,
although it might be thought that the researcher's active involvement at the research site may
have influenced the results, efforts were made to mitigate this influence by ensuring
interrater reliability and being meticulous with the analysis and the discussion of the
findings. On a positive note, practitioner research becomes particularly valuable when
recognizing the significance of EAP practitioner development (Bruce, 2021).

Future research has the potential to examine the influence of technology-enhanced
learning on various dimensions of EAP reading courses, including reading comprehension,
reading fluency, critical thinking skills, and academic vocabulary development. In addition,
there is a notable lack of course evaluation studies specifically targeting EAP reading skills;
hence, more studies investigating EAP reading courses need to be undertaken to fill this gap.
Additionally, the research design may encompass multiple sources of data collection and
involve various participants. Finally, by conducting regular evaluation studies with diverse
methodologies, future researchers can contribute to a more comprehensive understanding of
EAP reading courses and inform various aspects of program implementation.

In conclusion, course evaluation studies focusing on insiders as primary stakeholders
in the learning process might provide valuable benefits and insights as the
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findings from similar studies point to a range of student needs, course strengths, and areas
of improvement in EAP courses. Freeman and Dobbins (2013) aptly argue that, as educators,
we have a responsibility to prioritize the enhancement of the learning experience for
students, our own professional development, and the continuous improvement of our
courses. To achieve these goals, it is crucial that the evaluation process foster active
collaboration between students and educators.
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