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Article Info Abstract

The aim of this study is to investigate the effect of Writing To Learn (WTL) activities on

DOI: 10.14812/cufe;.867812 motivation strategies. For this purpose, a study group consisting of 9™ grade students

was employed. The students participating in the research consisted of one control

Article history:

Received  25.01.21 (n:30; 17 girls, 13 boys) and two experimental groups (EG1, n:31; 17 girls, 14 boys;
Revised 19.03.21 EG2, n: 30; 16 girls, 14 boys). The research was conducted with a nonequivalent
Accepted  08.09.21 control group pretest-posttest design which is one of the quasi-experimental designs.
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tools. Giidiilenme Stratejileri Olgegi (GSO) adapted to Turkish by Biyiikéztiirk, Akgin,
Kahveci & Demirel (2004) was used as the quantitative data collection tool. The
qualitative data tool of the study was the interview protocol asked to sample group
selected from the experimental group students (EG1, n:3; EG2, n:3). In the light of the
findings of the research, it was proved that WTL activities increase the motivation of
the students. In addition, it was found that the feedback given along with WTL enabled
students to be more motivated than the non-feedback given students. Based on the
results of the research, it was suggested that WTL activities should be used to teach
motivation strategies.
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Ogrenme Amagli Yazma Etkinliklerinin Giidiilenme (Motivasyon)

Stratejilerine Etkisi*
Makale Bilgisi 0z

Bu arastirmanin amaci Ogrenme Amagli Yazma etkinliklerinin 6grencilerin giidiilenme
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stratejileri  Uzerinde etkisini arastirmaktir. Bu amag¢ dogrultusunda 9. sinif

Makale Gegmisi: ogrencilerinden olusan bir ¢alisma grubuyla birlikte calisiimistir. Arastirmaya katilan
Gelis 25.01.21 6grenciler bir kontrol (n:30; 17 kiz, 13 erkek) ve iki deney grubu (DG1, n:31; 17 kiz, 14
Duzeltme 19.03.21 erkek; DG2, n:30; 16 kiz, 14 erkek)’'ndan meydana gelmektedir. Arastirma ontest
Kabul 08.09.21 sontest esitlenmemis kontrol gruplu yari deneysel bir yontemle gergeklestirilmistir.

Arastirmanin verileri nicel ve nitel veri toplama araglarn birlikte kullanilarak
toplanmistir. Nicel veri Toplama araci olarak Blyikoztirk, Akglin, Kahveci & Demirel
(2004) tarafindan Tirkceye uyarlanan Giidillenme Stratejileri Olgegi  (GSO)
kullanilmigtir. Arastirmanin nitel veri toplama araci deney grubu 6grencilerinden
secilen orneklemle (EG1, n:3; EG2, n:3) yapilan gorisme sorulardir. Arastirmanin
bulgular 1siginda, OAY etkinliklerinin 6grencilerin giidiilenmelerini artirdigi ispat
edilmistir. Ayrica OAY ile verilen déniitlerin dgrencilerin daha fazla giidiilenmelerini
sagladig tespit edilmistir. Arastirmanin sonuglarina dayal olarak OAY etkinliklerinin
gldiulenme stratejileri 6gretiminde kullanilmasi 6nerilmistir.

Anahtar Kelimeler:
Ogrenme amagl yazma,
Gudilenme stratejileri,
Motivasyon stratejileri,
Sinav Kaygisi.
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Introduction

Curricula are periodically updated worldwide in accordance with the needs of the age, field, and
sector. With the changes in the curriculum, differentiation in learning approaches, methods, and
techniques emerge (Caliskan and Cangal, 2013). The Ministry of National Education makes the changes
to the curriculum in Turkey in accordance with the requirements of the age. The most recent of these
changes is the change in the English course curriculum with many curricula in the 2017-2018 academic
year. With renewed foreign language curricula, English teaching in Turkey begins with 2nd and continues
to 12th grade.

The approach based on the renewed programs is determined as a communicative approach (MEB,
2018a). When leveling the programs, The Common European Framework of Reference for Languages
(CEFR) (CoE, 2011) was taken into account and the learning target of the primary English curriculum was
determined as level A2. It is seen that there is a plan to start from the Al level and continue to the A2
level. Although it was stated that all four skills in CEFR should progress at the same level at this level,
four skills do not progress at the same level in English Curriculum in Turkey (MEB, 2018a; Distinguished,
2011; Paker, 2012). The programs focus on listening and speaking skills, while limited reading and
writing skills are targeted (MEB, 2018a). Although this may seem like negativity, it is a positive situation
and the reason is to underlie the communicative approach. With this approach, students'
communication skills, especially speaking skills, are prioritized (Alis, 2008; The Sun, 2011). Considering
the age and developmental levels of the students, it can be stated that this situation is suitable for the
natural language learning process. Because when individuals come into the world, they first acquire the
skills of listening and speaking. They then learn the skills of reading and finally writing (Terrell, 1977;
Krashen and Terrell, 1983; Cameron, 2001; Young, Hazarika, Poria and Cambria, 2018).

In addition to the factors that extrinsically affect learning, such as the curriculum, there are also
important affective factors such as "motivation" that affect learning. Motivation can be defined as the
learner's belief in learning. This definition in foreign language education is the belief that the learner can
learn a foreign language. Motivation in foreign language learning and acquisition is a key concept.
Although modeling in the field of motivation helps to gain an idea of the theoretical basis of motivation,
teachers and researchers are still in the need of the applicable methods, techniques, and effectiveness
that can be used in the classroom that increase motivation (Lasagabaster, Doiz and Sierra, 2014).
Theoretically constructed research that has a direction from theory to practice is insufficient to fill the
gap between the targeted motive and the resulting motive in the real class environment. Therefore, it is
more useful to evolve research on motivation in a direction from practice to theory. In order to increase
motivation for this purpose, more experimental studies are needed in the learning-teaching
environment.

The aim of this research is to investigate the effect of WTL activities applied in English lessons on
Motivation Strategies. For this purpose, answers to the following questions are sought:

1) When the pre-test scores of the students in the experimental and control groups obtained from
the Motivational Scale (MS) are controlled, is there a statistically significant difference among the post-
test scores?

2) What are the opinions of the Experimental Group students about the effect of WTL activities on
Motivation Strategies?

Method
Study Group

The study group of the research consists of ninety-one o' grade students in a city in the west of the
Black Sea Region in the 2018-2019 academic year. There are three different student sub-groups which
are; Control Group (CG), Experimental Group 1 (EG1), and Experimental Group 2 (EG2) in the study
group. Information on the study group is presented in Table 1.
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Table 1.
Information of the Study Group
Group Gender N Age 8" Grade English
GPA
G Female 16 13.50 71.25
Male 14 13.29 70.36
EG1 Female 17 13.41 62.94
Male 14 13.14 66.07
£G2 Female 17 13.23 67.06
Male 13 13.61 63.46
Female 50 13.38 67.08
Total
Male 41 13.35 66.63

When Table 1 is examined it is stated that; the total number of students participating in the study is
91 (Female, N:50; Male, N:41), CG is 30 (Female, N:16; Male, N:14), EG1 is 31 (Female, N:17; Male,
N:14), EG2 is 30 (Female, N:17; Male, N:13). The average age of the students is 13.50 for girls and 13.29
for boys in CG; girls 13.41 and boys 13.14 in EG1; girls are 13.23, boys are 13.61 in EG2 and girls are
13.38 and boys were 13.35 at total. The grade point average of the students in the previous academic
year was 71.25 for girls and 70.36 for boys in CG; girls 62.94 and boys 66.07in EG1; 67.06 for girls, 63.46
for boys in EG2; 67.08 for girls and 66.63 for boys total. It can be stated that the distribution of students
by age and grade is almost equivalent.

Data Tools
Motivated Strategies Scale

The MSLQ was created by the National Center for Research to Improve Postsecondary Teaching and
Learning from 1982 to 1986, coordinated by the University of Michigan in the United States. The original
name of the scale is the Motivated Strategies for Learning Questionnaire (MSLQ). It was translated into
Turkish as the Giidiilenme ve Ogrenme Stratejileri Olgegi (GOSO) by ACGiin, Kahveci and Demirel (2004).
The Turkish form of the questionnaire was applied to 852 students (Female, N:600, 70.4%; Male, N:208,
24,4%) at two different universities. An explanatory and validating factor analyses were performed to
examine the structure validities of the two main dimensions of the MLSQ, the Motivation Scale (MS) and
the Learning Strategies Scale (LSS). It was determined that the questionnaire consisted of 81 substances,
the MS consisted of a six-factor structure, and the LSS consisted of a nine-factor structure.

The scale is in a 7-type Likert form. Participants were able to participate in items; (1) they mark by
stating a value between absolutely false for me and (7) absolutely true for me. A high score from any
part, sub size, or subscale of the scale indicates that the value associated with the relevant unit is high,
while the low score indicates that the value is low. In this research, the dimension of Motivation
Strategies of the scale was used as a separate scale of the MS. Information about the motivation section
is presented in Table 2.

Table 2.
Item Distribution of Motivation Subscale
Sub-Scale Sub-Factor N Items
Intrinsic Goal Orientation 4 1, 16, 22,24
Value Extrinsic Goal Orientation 4 7,11,13, 30
Task Value 6 4,10, 17, 23, 26, 27
Expectancy Self-Efficacy Perception 8 5,6,12,15, 20, 21, 29, 31
Need for Learning 4 2,9,18, 25
Affection Test Anxiety 5 3,8, 14,19, 28
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The Motivation section in Table 2 consists of three sub-scales and six sub-factors. Sub-scales of the
scale are; Value, Expectancy, and Affection. The value sub-scale consists of three sub-factors; Intrinsic
Goal Orientation, Extrinsic Goal Orientation, Task Value. There are two sub-factors in the expectancy
sub-scale; Self-Efficacy Perception and The Need for Learning Control. The Affective sub-scale consists of
the Test Anxiety sub-factor. The motivation section consists of a total of 31 items. Items 3, 8, 14, 19, 28
are reverse articles.

Interview questions

Interview questions were developed by the researcher. Six branch teachers and two curriculum
experts working in the Board of Education were consulted. The questions were prepared as three main
questions under the heading of motivation strategies, which is the dependent variable of the research.
After the interview questions were applied as a pilot study to three secondary school students, it was
determined that all the questions worked efficiently. One week after the application of the experimental
method, the 13™ week of the 2018-2019 academic year, interview questions were asked to six students
(EG1, N:3; EG2, N:3) and their answers created the data for qualitative analysis.

Data Analysis

After the evaluation of the pretests, the analyses were carried out in two stages. First of all,
quantitative data obtained from MS were analyzed. In the quantitative part; groups are ranked from
high to low success based on their scores from tests. Then, a variance analysis test (ANOVA) was applied
to determine whether the scores of the groups from the tests differed meaningfully. As a result of
variance analysis, post hoc tests were applied to determine which score the groups differed in favor.
After this analysis, Bonferroni was applied to the data which had homogeneous distribution, and the
Tamhane post hoc test was applied to the non-homogeneous data so as to determine which groups
made a difference. The most preferred parametric tests in post hoc tests are LSD and Bonferroni (Kayri,
2009). The LSD method applies standard t-tests to all possible group mean pairs. LSD testing is a post-
hoc statistic that is considered objectionable if the number of groups to determine the difference is
more than 3 (Saville, 1990) because as the number of groups increases, the number of errors per group
increases. Therefore, LSD multiple comparison statistics should not be used if the number of groups
compared is large (Williams and Abdi, 2010). LSD testing is also mathematically highly vulnerable to type
| error (Efe, et al., 2000). Therefore, the Bonferroni test is preferred. The Bonferroni test (also referred
to as the Dunn procedure) is performed at a rigorous level of importance to ensure that the false-
positive rate does not exceed the specified value. It is a widely used multiple compariPost-test and does
not require the principle of "equal number of samples" (Miller, 1977). The Tamhane test, which is used
for homogeneous non-dispersing data, is considered more appropriate than Tukey's HSD in cases where
cell sizes are unequal or the homogeneity of variances is violated. Tamhane's statistics are a test
conducted only on the basis of "student t", and stand out for making conservative and careful
comparisons (Hochberg and Tamhane, 1987).

Then, in the qualitative part, the data obtained from the interview were analyzed using the
descriptive analysis approach. When analyzing interview questions, the dimension and sub-scales in the
scale used in the quantitative dimension of the research were used as themes. In this way, quantitative
and qualitative data of the research were collected under the same headings and a more holistic
approach was obtained. Data from Interview Questions were evaluated using descriptive analysis with
pre-determined themes. Themes reached by directly quoting student opinions were supported. In this
way, internal and Extrinsic consistency work was carried out.

Implementation Process

The activities are prepared to be implemented for 10 weeks, taking into account the annual teaching
plan. The activities were implemented once a week. Each student performed this activity individually.
The teacher explained the subject each week and then gave the students the task of the WTL activity. At
the beginning of every following week, he collected these activities and gave the necessary feedback.
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The implementation schedule was prepared by taking into account the annual plan created by the
researcher and the course teacher. According to this calendar, the pre-test application was carried out
on September 19, 2018 in the first week of the academic year. After the pre-test application, the
experimental implementation was carried out in accordance with the implementation schedule. EG1
students were taught with the WTL activity, EG2 students were taught with WTL and Feedback (WTL+F),
and students were taught with the Traditional Method (TM). Information of the experimental
implementation is presented in Table 3.

Table 3.

Implementation Steps

Week Subject EG1 EG2 CG

1 MS Pre-test Pre-test Pre-test
2 Introduce yourself WTL WTL+F ™

3 Nationality WTL WTL+F ™

4 Family WTL WTL+F ™

5 Occupations WTL WTL+F ™

6 Birthday WTL WTL+F ™

7 What time is it? WTL WTL+F ™

8 Wh- Questions WTL WTL+F ™

9 Daily Routines WTL WTL+F ™

10 Simple Present Tense WTL WTL+F ™

11 Present Continuous Tense WTL WTL+F ™

12 MS Post-test Post-test Post-test
13 Interview Interview Interview -

As shown in table 3, the implementation phase of the research was thirteen weeks; pre-test, post-
test, and interview were carried out in three weeks (23.07%) of this period, and WTL activity writing
practice was carried out in ten weeks (76.93%). The course teacher taught the subjects on a weekly
basis. In the table, it is indicated which subject was taught mainly each week. The teacher taught the
lesson in accordance with the MoNE curriculum; unlike the control group, he gave the WTL activity as
homework in the experimental groups. The students who did the WTL activity as homework delivered
their homework to their teachers in the first lesson of the following week. The CG students performed
the activities and practices in the MoNE curriculum. After the students in EG1l submitted their
assignments, the teacher checked the activities and evaluated them using general statements about
how they could prepare better activities. After the students in EG2 submitted their assignments, the
teacher evaluated the assignments and gave feedbacks in accordance with the motivation strategies
specific for each student. In the first three weeks of the implementation period, the activity was carried
out as an in-class activity in the last lesson of the week in order for the students to get used to the
activity. During this period, the students asked the teacher their questions about the activity and
completed the activities, and handed them over to the teacher at the end of that lesson hour. Twenty
minutes of the forty-minute lesson was sufficient for this activity. At the end of three weeks, it was
observed that the students got used to the activity completely and it was found appropriate by the
researcher and the teacher to do it as an out-of-class activity. For the last seven weeks, WTL was
implemented at the students' homes as an out-of-class activity. In the observation made by the teacher
and the researcher, it was determined that the students made preparations for the activity while
teaching a new topic after the fourth week. At the end of the lessons, where the teacher said that she
had passed to a new topic and explained the new topic, some of the students asked the teacher
questions about the activity they planned to do during the breaks. It was observed that some of the
students designed, wrote, and drew the activities they planned to do during the breaks.
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These activities were obtained from two 9™ grade classes (N:61). Students prepared these activities
(N:610) for ten weeks. The activity was taken the following week from the students who could not
deliver the activity on time due to their excuses (illness, family reasons, etc.). Since the activities of some
students are more than one page, the total number of pages of the activities is 633.

Findings and Comment
Findings and Comments of the First Sub-Problem

The findings and comments obtained from the tests according to the post-test scores corrected by
the MS are presented below. The descriptive statistics of the post test of the motivation are presented
in Table 4.

Table 4.
Descriptive Statistics for Post-test of MS
Scale Group N X sd Adjusted Average
EG1 31 4.81 .48 4.78°
a
Motivation EG2 30 5.40 27 5.39
CG 30 4.43 .61 4.43°
Total 91 4.88 .62

In Table 4, it was determined that the order from the highest score to the least score according to
the corrected post-test scores of the Motive dimension was EG2 (X:5.39), EG1 (X:4.78), CG (X:4.43). The
ANCOVA test results applied to determine whether the difference in scores between the groups are
significant are presented in Table 5.

Table 5.

ANCOVA Test Results of MS

Source of Sum of sd Average of f P
Variance Squares Squares

Pre-test 1.24 1 1.24 6.74 .01
Group 5.04 2 2.52 13.61 .00
Error 15.74 85 .18

Total 2202.27 91

According to the ANCOVA results presented in Table 5, it was observed that there was a significant
difference between the post-test scores (F, g5y = 13.61; p<.05) adjusted according to the pretest scores
of the groups. The Bonferroni test, which was performed to determine which groups favored the
significant difference, is presented in Table 6.

Table 6.
Bonferroni Test Results of MS
Sub-scale Groups Average Difference  Standard Error P
N EG2-EG1 61 11 .00
Motivation EG2-CG 96, A1 .00
EG1-CG .35 .11 .00

Based on the results in Table 6, between EG2 and EG1 (p<.05) in favor of EG2; between EG2 and CG
(p<.05) in favor of EG2; it was observed that there was a significant difference between EG1 and CG
(p<.05) in favor of EG1. According to these results, it can be interpreted that the experimental method
applied creates a significant difference in motivation in favor of the experimental groups. The
descriptive determinations of the value sub-scale and sub-factors of MS are presented in Table 7.
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Table 7.
Descriptive Statistics related to Value Sub-scale
Sub-scale Sub-factor Group N X sd Adjusted Average
EG1 31 5.22 .57 5.20°
Value EG2 30 5.29 43 5.27°
CG 30 4.454 .78 4.32°
Total 91 4.99 71
o EG1 31 5.26 .83 5.27°
Intrinsic EG2 30 5.23 .70 5.31°
Target cG 30 4.22 .90 4.03°
Total 91 4.91 .94
o EG1 31 5.26 .834 5.16°
Extrinsic EG2 30 5.23 70 5.41°
Target cG 30 4.22 .90 4.15°
Total 91 4.91 .94
EG1 31 5.00 .74 5.04°
Task Value EG2 30 5.15 .68 5.09°
CG 30 4.36 1.20 4.11°
Total 91 4.84 .95

According to the corrected post-test scores of the Value sub-scale in Table 7, the order from the
highest score to the least score is EG2 (X:5.27), EG1 (X:5.20), CG (X:4.32); in the intrinsic target sub
factor, EG2 (X:5.27), EG1 (X:5.31), CG (X:4.03); in the Extrinsic target sub-factor EG2 (X:5.42), EG1
(X:5.16), CG (X:4.15); It was determined that the sub-factor of the task value was EG2 (X:5.09), EG1
(X:5.04), CG (X:4.11). The ANCOVA test results, which were applied to determine whether the difference
in scores between the groups was significant, are presented in Table 8.

Table 8.
ANCOVA Results of Value Sub-scale
Sub-scale  Sub-factor Sourceof  Sum of sd Averageof P
Variance Squares Squares
Pre-test 4.49 1 4,49 14.96 .00
Value Group 5.97 2 2.99 9.95 .00
Error 25.51 85 .30
Total 2314.09 91
Pre-test 15.28 1 15.28 31.52 .00
Intrinsic Group 6.40 2 3.20 6.60 .00
Target Error 41.21 85 48
Total 2275.75 91
Pre-test 5.42 1 5.42 8.81 .00
Extrinsic  Group 24.90 2 12.45 20.25 .00
Target Error 53.48 87 61
Total 2275.75 91
Pre-test 9.80 1 9.80 20.34 .00
Task Value  Group 28.84 2 14.42 29.93 .00
Error 40.95 85 A8
Total 2215.19 91

Based on the ANCOVA results in Table 8, in the Value sub-scale (F,gs) = 9.95; p<.05); In the intrinsic
target sub-factor (F(, g5) = 6.60; p<.05); in the extrinsic target sub-factor (F(,gs) = 20.25; p<.05); there is a
significant difference between the scores of the groups in the task value sub-scale (F, gs5;= 29.93; p<.05).
The Bonferroni test, which was performed to determine which groups favored the significant
differences, is presented in Table 9.
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Table 9.
Bonferroni Results of Value Sub-scale
Sub-scale Sub-factor Groups Average Standard Error P
Difference
EG2-EG1 .06 14 .95
Value EG2-CG 94* 15 .00
EG1-CG .87* .14 .00
Intrinsic EG2-EG1 .03 .18 .96
Target EG2-CG 1.27* .18 .00
EG1-CG 1.23* .18 .00
Extrinsic EG2-EG1 .26 .22 74
Target EG2-CG 1.26* .22 .00
EG1-CG 1.00* .20 .00
EG2-EG1 .05 .18 1.00
Task Value EG2-CG 98* 18 .00
EG1-CG .92* .18 .00

According to the results presented in Table 9, in the value sub-scale, between EG2 and CG in favor of
EG2 (p<.05), between EG1 and CG in favor of EG1 (p<.05); in the intrinsic target sub-factor, between EG2
and CG in favor of EG2 (p<.05), between EG1 and CG in favor of EG1 (p<.05); In the Extrinsic target sub-
factor, between EG2 and CG, in favor of EG2 (p<.05), between EG1 and CG in favor of EG1 (p<.05); in the
task value sub-factor, between EG2 and CG, in favor of EG2 (p<.05), between EG1 and CG there is a
statistically significant difference in favor of EG1 (p<.05). According to these results, it can be interpreted
that the WTL activity applied to the experimental groups enabled the students to be more effective than
the CG students in providing value, internal goal setting, Extrinsic goal setting, and task value
motivations. The analyzes of the expectation sub-scale, which is another sub-scale of MS, are presented
below. The descriptive analysis results of the expectation sub-scale are presented in Table 10.

Table 10.
Descriptive Statistics of Expectancy Sub-scale
Sub-scale Sub-factor Group N X sd Adjusted Average
EG1 31 5.02 72 5.10a
Expectancy EG2 30 5.30 .28 5.28a
CG 30 4.55 .75 4.29a
Total 91 4.96 .69
EG1 31 4.90 .80 5.03a
Self-Efficacy EG2 30 5.39 42 5.36a
Perception G 30 4.55 .80 4.26a
Total 91 4.95 .77
EG1 31 5.46 .93 5.47a
Need for
L . EG2 30 5.12 .50 5.14a
earning
Control CG 30 4.53 1.05  4.35a
Total 91 5.04 .93

Based on the corrected post-test scores of the Expectation sub-scale in Table 10, the order from the
highest score to the least score is EG2 (X:5.28), EG1 (X:5.10), CG (X:4.29); In the sub-factor of perception
of self-efficacy, EG2 (X:5.36), EG1 (X:5.03), CG (X:4.26); it was determined that the learning control need
sub-factor is EG1 (X:5.47), EG2 (X:5.14), CG (X:4.35). The ANCOVA test results, which were applied to
determine whether the difference in scores between the groups were significant, are presented in Table
11.
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Table 11.
ANCOVA Results of Expectancy Sub-scale
Sub-scale Sub-factor Sou.rce of  Sum of sd Average of P
Variance Squares Squares
Pre-test 6.90 1 6.90 26.33 .00
Expectancy Group 10.33 2 5.16 19.69 .00
Error 22.30 85 .26
Total 2286.40 91
] Pre-test 7.72 1 7.72 23.87 .00
Self-Efficacy  Group 15.78 2 7.89 24.38 .00
Perception  grror 27.50 85 .32
Total 2285.73 91
Need for Pre-test 12.36 1 12.36 21.07 .00
Learning Group 7.85 2 3.92 6.69 .00
Control Error 49.87 85 .58
Total 2397.06 91

As reported in Table 11, in the Expectation sub-scale (Fg5 = 19.69; p<.05); in the self-efficacy
perception sub-factor (F(,ss) = 24.38; p<.05); There is a significant difference between the scores of the
groups in the need for learning control sub-scale (F(,5s5 = 6.69; p<.05). The Bonferroni test, which was
performed to determine which groups favored the significant differences, is presented in Table 12.

Table 12.
Bonferroni Results of Expectancy Sub-scale
Sub-scale Sub-factor Groups Average Standard P
Difference Error
EG2-EG1 .18 .13 .55
Expectancy EG2-CG 98* 14 .00
EG1-CG .80* .14 .00
Se|f-Eff|cacy EG2-EG1 .33 .15 .09
Perception EG2-CG 1.09* 16 .00
EG1-CG .76* .16 .00
Need for EG2-EG1 -.33 .19 .30
Learning EG2-CG .78* 21 .00
Control EG1-CG 1.11* 20 .00

As stated in Table 12, in the expectation sub-scale, between EG2 and CG in favor of EG2 (p<.05),
between EG1 and CG in favor of EG1 (p<.05); In the sub-factor of perception of self-efficacy, between
EG2 and CG in favor of EG2 (p<.05), between EG1 and CG in favor of EG1 (p<.05); A statistically
significant difference was found between EG2 and CG in favor of EG2 (p<.05) and between EG1 and CG
in favor of EG1 (p<.05) in the need for learning control sub-factor. According to these results, it can be
interpreted that the WTL activity applied to the experimental groups enabled the students to be more
effective in their expectations, self-efficacy perception, and learning control needs motivations than the
CG students. The analyzes of the test anxiety sub-factor belonging to the Affective sub-scale, which is
the other sub-scale of MS, are presented below. The descriptive analysis results of the affective sub-
scale are presented in Table 13.

Table 13.
Descriptive Statistics of Affection Sub-scale
Sub-scale Sub-factor  Group N X sd Adjusted Average
EG1 31 4.84 .92 4.88a
Affection Test EG2 30 4.32 1.08 4.37a
Anxiety CG 30 4.07 77 4.00a
Total 91 4.4 .98
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According to the adjusted final test scores for the sub-factor of exam anxiety in Table 13, the ranking
from maximum to minimum score was found to be EG1 (X:4.88), EG2 (X:4.37), CG (x:4.00). The results of
the ANCOVA test, which were applied to determine whether the score differences between the groups
were significant, are presented in Table 14.

Table 14.

ANCOVA Results of Affection Sub-scale

Sou.rce of Sum of Squares Sd Average of F P
Variance Squares

Pre-test 2.24 1 2.24 2.59 A1
Group 11.21 2 5.61 6.47 .00
Error 75.32 87 .86

Total 1864.68 91

As reported in Table 14, there is a significant difference (F(,57 = 6.47; p<.05) between the groups'
post-test scores adjusted for their pre-test scores. The Bonferroni test, which was performed to
determine which groups favored the significant difference, is presented in Table 15.

Table 15.
Bonferroni Results of Affection Sub-scale
Sub-scale Sub-factor Groups AYerage Standard P
Difference Error
EG2-EG1 -.51 .23 .10
Affection Test Anxiety EG2-CG 37 75 43
EG1-CG .88* .24 .00

As stated in Table 15, there is a significant difference between EG1 and CG (p<.05) in favor of EG1.
Based on these results, it can be interpreted that the experimental method applied is ineffective in
making a significant difference in test anxiety. It can be interpreted that the activity of WTL creates a
statistically significant difference between the experimental groups and CG in motivation strategies, and
this difference is effective in favoring both experimental groups, except for the test anxiety sub-factor.

Findings and comments of the Second Sub-Problem

In this section, the sub-themes of the motivation main theme, "value, expectation and affective",
and the definitions made about the sub-themes within these three sub-themes are included. The
students were first asked how the activities affected their interest in the lesson. Five of the students
(N:5; S1, S2, S3, S5, S6: 83.33%) stated that they increased their interest. In addition, the students stated
that the lesson became easier, they could express themselves, and their situation of getting help from
the teacher increased. The definitions regarding the main theme of motivation are shown in Table 16
below.

Table 16.

Descriptive Statistics of Statements

Sub-Themes Codes N f (%)
Interesting (increasing interest, curiosity) 5 83
Importance (Value, able to use) 6 100

Value State of being better 5 83
Become meaningful 4 67
The state of being useful 6 100
The state of increasing faith 5 83
State of being better (success) 5 83

Expectancy Facilitation 6 100
Self-confidence, Self-efficacy 5 83
Self-Value (positive statements) 4 67
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Liking 6 100
Affection being enough 5 83

Anxiety (worry, excitement) 1 17

Despondency 0 0

Table 16, which shows the compatibility of the expressions used by the students related to the main
theme of Motivation, with the sub-themes, shows how frequent the expressions are used. In the
findings, it was determined that the most frequent (N:6; f:100%) expressions were valuable, useful,
facilitating, and loving. On the other hand, the expressions of low mood (N:1; f:17%) and anxiety (worry,
excitement) (N:0; f:0%) were found to be the least frequently used expressions. Direct quotations from
student opinions concerning the identified themes are given below:

... actually, | was a little strange at first. So | couldn't understand exactly how it would
happen, but while doing it, | started to understand. When | talked to my friends at other
schools, | asked them, for example, they don't do such things. It was different, the first
week was a bit confusing. Actually, the activity was easy, but how | felt was confusing.
Then, as | started doing it, | found it useful. For example, in the lesson after the activity, |
had difficulty remembering the previous lesson, but when the shapes and graphs came to
my mind, | started to remember them more easily. The lesson became easier and more
interesting... (S1)...

The expressions "different, useful, facilitating, remembering, meeting with peers, interesting" used
by the student coded S1 show that the student values the lesson and his motivation increases. The fact
that the activity is confusing at first and then finds it meaningful and likes it as he sees its benefits,
adapting to the new situation, combining this situation with positive emotions also shows that s/he uses
a critical thinking strategy. The fact that s/he remembers by analogy with figures shows that s/he
learned the information by coding and therefore used the exposition strategy. It can be commented that
the student sees the benefit as he/she does the WTL activity and that this activity increases his/her
interest in the lesson. A direct quote from the student coded S6 is as follows:

... dear teacher, my English is not very good. It wasn't very good in middle school either.
Now I'm not like | was in middle school. I've grown since | got to high school, I'll be better. |
said English would be the same again. You said, “You can also do this activity in Turkish”.
Then I said to myself "of course I could then". | drew even more different things, such as a
modified car, TOFAS. Other than that... When | don't understand, it is easier when | ask the
teacher in Turkish. | couldn't ask in English, but now that | understood it, | started asking
questions, the teacher said, so he liked it...(S6)

The expression “l will be better” used by the student coded S6 shows the belief of the student about
his/her performance. It can be stated that the student's self-efficacy perception develops. Because the
student states that he was not successful in this course in his previous school life. In addition, it can be
commented that the free use of Turkish in the activity contributed positively to this situation of the
student. The statement of the student “...now | understand...” shows that awareness has occurred in his
learning and the statement “...I started to ask questions...” shows that the student is motivated towards
the lesson and also succeeds in maintaining this motivation. It can be stated that positive changes occur
in the student's course performance, interest and belief. It can be commented that this situation
contributes positively to the motivation of the student.

Secondly, the students were asked how WTL activities affected their feelings towards the exam. All
of the students (6: S1, S2, S3, S4, S5, S6: 100%) stated that the activities had a positive effect on their
grades. It can be stated that the WTL activity reduces students' test anxiety. Four of the students (4: S1,
S2, S3; S5: 66.66%) stated that their fear of exams disappeared completely, while two (2: S4, T6 33.33%)
stated that fear was replaced by a feeling of excitement. This situation reveals the feelings developed by
the students regarding the affective dimension. In addition, it can be stated that the fact that students
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who express positive opinions determine the content by making use of their own lives and experiences
in the activities contributes to this situation. The identified themes and related student opinions are
given below:

...the contents we do in the lesson and in the activity come in the exam. Since we do the
activities according to ourselves, it stays in our mind, so the exam is easy. | can't say I'm
afraid... (S1))

The student coded S1 has learned the subjects he has done in the lesson; it can be commented that
he is interested in the lesson, that he remembers the content he learned in this lesson, and that his
exam anxiety disappears because of this remembering.

...it definitely reflected positively on my grades... (S2)

The student coded S2 gave a clear answer in his statement on this subject and used the word
"certain". It can be stated that this situation reduces anxiety and improves expectations.

... think the effect is very good because it has increased... (55)

... l used to not understand much, and | would get bored in the exam. Now, because we
wrote it before and when | think about what | asked the teacher before, | get better
grades. My grade was bad before... (S6)

The expressions “reflected positively, positively, improved, getting better grades” of the students
show that the beliefs and interest of the students in performance increased, this increase contributed to
their motivation and they developed positive emotions. It can also be understood from the expression
that test anxiety has decreased and that he is not bored in the exam. It can be commented that WTL
activities reduce students' test anxiety.

Five of the students (5: S1, S2, S3, S4, S5: 83.33%) stated that the activities had a positive effect on
their belief that they would get high grades in this course. It can be stated that the students' views on
the "expectation" theme are positive. The identified themes and related student opinions are given
below:

..l saw what | didn't understand in the class, so | thought that | would get a high
grade...(S1)

It can be commented that the student coded S1 identified his deficiencies and made up for them
while doing the activities, thus performing an efficient study, and contributing to the motivation of this
situation, which he had positive expectations thanks to this study.

“..it increased when | got five in the first exam, of course, my teacher...” (53)

The success of the student coded S3 in the exam has contributed to raising his expectation towards
the course and increasing his interest in the course.

“...if  enter now, | will get at least 90...”(54)
It can be stated that the expectation and self-efficacy belief of the student coded S4 are high.
“... my belief was always high, but | can say that it has become more secure...” (55)

It can be stated that the expectation of the student coded S5 was high before the activity, but his
self-efficacy belief increased with this activity. This situation makes his expectation more faithful. It can
be commented that this situation contributes to his motivation.

Five of the students (5: S1, S2, S3, S5, S6: 83.33%) stated that there was no need for preparation for
the exam other than these activities. The adequacy of the activity was used to gain insight into the
development of students' performance beliefs. Direct quotations from the opinions of students coded
S2 and S5 are presented below:
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... | think it's enough, our teacher said so. There are other assignments as well. It
supports them. Also, | do it before the lesson so that | can remember the homework. In
short, | think it's enough... (S2)

It can be stated that the student coded S2 performs this activity together with other assignments,
and by doing it before the lesson, he/she has the aim of repeating, thus gaining control over his/her own
learning process, making arrangements for his/her goals and seeing the activity as sufficient.

... that's enough, teacher, when we see the questions, we think of what we are doing, it
is easier. Anyone can do so, they can look at other sources, but | did not look. Also, since
these are my own writings, it is easier to understand briefly...(S5)

It can be understood from the expression of students coded S5, “Because these are my own writings,
it is easier to understand in a short time”. It can be commented that this situation, which transforms
these activities into an effective tool on the way to the course and his own goals, enables him to use the
metacognitive strategies of goal setting and analysis effectively.

In the light of the themes and sub-themes provided from the data obtained from the opinions of the
students, their views on the themes of "internal-Extrinsic goal setting, task value, self-efficacy
perceptions, learning control beliefs, test anxiety" and "value, expectation and affection" sub-themes
changed positively, It can be commented that this situation has a positive contribution to their
motivation.

Conclusion and Discussion

The use of WTL activities in the English lesson positively affects the motivation of the students
towards the lesson. Some studies on WTL and motivation in the literature (Iran-Nejad, Watts,
Venugopalan, Xu, 2006; Iran-Nejad and Stewart, 2011; Morozov, 2011; Allan and Driscoll, 2014; Lang,
2018a; 2018b; Tate and Warschauer, 2018; Qian, 2019; Wright, HoEGes, Zimmer, & McTigue, 2019)
have similar as this study's result. However, according to research on learning and motivation, it is not
possible to talk about a single factor affecting motivation towards learning. Harrington and Zakrajsek
(2017) stated that making sense of the taught concepts and identifying them with the concepts
increases the motivation necessary for students to learn the content. They stated that students'
understanding new concepts together with the real world helps them to keep them in their minds
longer and this is one of the most important factors to increase motivation. They suggested that this
was because motivated students were ready to pay more attention to the lesson and put more effort
into learning. These statements support the results of this research.

Another result that emerged within the scope of the research is related to test anxiety. According to
the pre-tests, the result in favor of EG2 was in favor of CG between EG1 and CG according to the post-
tests. This can be interpreted as the experimental method applied to EG2 was successful in reducing test
anxiety, but the experimental method applied to EG1 was unsuccessful. It can be stated that this
difference is due to the effect of "feedback" on reducing test anxiety, but this difference is not
statistically significant.

Although the word anxiety is used in a negative sense, it does not always cause a negative result. In
fact, not having any anxiety is not a preferred situation in terms of language learning. Excessive anxiety
causes students to fail. There are students who turn back from the door of the classroom without taking
the exam due to excessive anxiety, and these students are considered unsuccessful in the foreign
language course because they do not take the exam. Such students should be taught techniques to cope
with the feeling of test anxiety (Beklenen, 2015). The results of the studies on how test anxiety affects
language teaching in the classroom can be expressed in three categories (Ellis, 2008):

¢ Anxiety is beneficial for language learning.
e Anxiety has a negative impact on language learning.
¢ Anxiety is the result, not the cause, of language learning difficulties.
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Considering these three results obtained from academic studies; it is seen that the first
determination about anxiety is positive, the second one is negative, and the third one is the result, not
the cause. Exam anxiety, which is an academic assessment, is one of the components of foreign
language anxiety. However, there is no consensus among researchers that anxiety is a cause or an
effect. In this study, the result is that the students who are more successful in terms of motivation
strategies have high test anxiety. This situation is a common situation in perfectionist classrooms. What
is meant by the expression perfectionist is the teaching-learning environment in which students or
teachers are always concerned about keeping the level of success at the top (Walsh & Ugumba-
Agwunobi, 2002). Students in such classes can also influence other students. Another value factor
affecting this situation is the attitude of the teacher. However, test anxiety; can be affected by the
physical conditions of the exam environment, course load, the anxiety of previous exams, gender, exam
invigilator, exam duration, whether there are other exams on the same exam day. Therefore, test
anxiety is a difficult motivation strategy and it is a type of anxiety that is difficult to reduce for students
learning English in Turkey unless the variables are defined and controlled according to their effect
values. Among the recommended methods for coping with test anxiety are learning positive thinking
techniques, listing anxiety-causing situations/causes and discussing measures, rewarding this behavior
when anxiety is coped with, analyzing emotions after the exam, etc. (Oxford, 2002). WTL activities can
be used as a tool to implement these measures. First of all, it can be used to reveal the causes of test
anxiety, then to design different activities according to the identified causes, or to give feedback to
students on this subject by using the WTL activity.

Based on the fact that motivation is an important factor in the success of the students (Gottfried,
1985; Pintrich and de Groot, 1990; Zimmerman and Pons, 1990; Acat and Kosgeroglu, 2006; Livingston,
2017; Dornyei, 2019; Hart, 2019; Ozhan ve Kocadere, 2020; Stupnisky, Hall and Pekrun, 2019), it can be
stated that WTL activities are important activities for the accomplishment of the student. It was
concluded that WTL activities are an effective tool for ensuring the motivation of students in English
class when used in harmony with other factors affecting motivation.

Suggestions
Suggestions for Teachers
Teachers,
¢ should detect the mistakes of the students before the exams by using the WTL activities.
¢ should forward the feedbacks about the detected errors to the students via WTL.
e can observe whether students have corrected their mistakes by using WTL activities.
¢ can motivate their students towards the lesson with the activities of WTL.
Suggestions for Researchers
Researchers,

e can conduct research with students with a higher level of foreign language, in which the entire
activity is done in the target foreign language.

e can conduct research on the effects of WTL activities at different educational levels.

In this study, all the rules specified to be followed within the scope of the "Higher Education
Institutions Scientific Research and Publication Ethics Directive" were complied with. None of the
actions specified under the title of "Actions Contrary to Scientific Research and Publication Ethics",
which is under the second part of the directive, have been taken.
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Tiirkge Siirimui

Giris

Dinya genelinde 6gretim programlari belirli araliklarla ¢agin, alanin ve sektoriin ihtiyaglarina uygun
olarak gilincellenmektedir. Programdaki degisimlerle birlikte 6grenme vyaklasimlari, yontem ve
tekniklerde farklilasmalar ortaya ¢ikmaktadir (Caliskan ve Cangal, 2013). Turkiye’de 6gretim programi
degisikliklerini Millt Egitim Bakanligi, cagin gerekliliklerine uygun olarak yapmaktadir. Bu degisikliklerden
en giincel olani, 2017-2018 egitim 6gretim yilinda bircok programla birlikte ingilizce dersi égretim
programinda yapilan degisikliktir. Yenilenen yabanci dil 6gretim programlariyla birlikte Turkiye'de
ingilizce 6gretimi 2. sinifta baslayarak 12. sinifa kadar devam etmektedir.

Yenilenen programlarin temel adligi yaklasim, iletisimsel yaklasim olarak belirlenmistir (MEB, 2018a).
Programlar seviyelendirilirken Avrupa Birligi Ortak Dil Cerceve Programi (ABODCP) (CoE, 2011) dikkate
alinmis ve ilkdgretim ingilizce 6gretim programinin égrenme hedefi A2 seviyesi olarak belirlenmistir. Al
seviyesinden baslayan ve A2 seviyesine kadar devam eden bir planlama yapildig1 goériilmektedir. Her ne
kadar bu seviyede ABODCP’de dort becerinin de ayni seviyede ilerlemesi gerektigi ifade edilmis olsa da
Tiirkiye’de ingilizce dgretim programlarinda dért beceri ayni diizeyde ilerlememektedir (MEB, 2018a;
Seckin, 2011; Paker, 2012). Programlarda dinleme ve konusma becerilerine agirlik verilirken okuma ve
yazma becerilerinin sinirli olarak hedeflenmistir (MEB, 2018a). Bu bir olumsuzluk gibi gorilse de olumlu
bir durumdur ve sebebi temele alinan iletisimsel yaklasimdir. Bu yaklasimla 6grencilerin iletisim
becerileri, 6zellikle konusma becerileri 6n planda tutulmaktadir (Alis, 2008; Giines, 2011). Ogrencilerin
yas ve gelisim seviyeleri g6z 6niinde bulunduruldugunda bu durumun dogal dil 6grenme siirecine uygun
oldugu ifade edilebilir. Clinki bireyler diinyaya geldiklerinde ilk olarak dinleme ve konusma becerisini
edinirler. Daha sonra okuma ve en son olarak da yazma becerisini 6grenirler (Terrell, 1977; Krashen ve
Terrell, 1983; Cameron, 2001; Young, Hazarika, Poria ve Cambria, 2018).

Egitim programi gibi 6grenmeyi digsal olarak etkileyen faktorlerin yaninda 6grenmeyi etkileyen
“glidi”lenme gibi 6nemli duyussal faktorler de bulunmaktadir. Gidilenme, 6grenenin 6grenmeye dair
inanci olarak tanimlanabilir. Yabanci dil egitiminde bu tanim 6grenenin yabanci dil 6grenebilecegine dair
inancidir. Yabanci dil 6greniminde ve ediniminde gidilenme anahtar bir kavramdir. Gidilenme
alaninda yapilan modellemeler giidiiniin teorik temeli hakkinda fikir sahibi olmaya yardimci olsa da
O0gretmenler ve arastirmacilar; giidiilenmeyi artiran, sinif icerisinde kullanilabilen uygulanabilir yontem,
teknik ve etkinlilere ihtiya¢ duyulmaktadir (Lasagabaster, Doiz ve Sierra, 2014). Teorik olarak kurgulanan
ve kuramdan uygulamaya dogru bir yone sahip olan arastirmalar gergek sinif ortaminda hedeflenen
gudiyle elde edilen glidi arasindaki boslugu doldurmak igin yetersiz kalmaktadir. Bu yilizden
giudilenmeyle ilgili arastirmalarin uygulamadan kurama dogru bir yone evirilmesi daha isevuruk bir
yaklasimdir. Bu amag dogrultusunda glidilenmeyi artirmak icin 6grenme 6gretme ortaminda daha fazla
deneysel calismaya ihtiya¢c duyulmaktadir. Bu arastirmanin amaci ingilizce dersinde uygulanan OAY
etkinliklerinin Glidiilenme Stratejilerine etkisini arastirmaktir. Bu amag dogrultusunda asagidaki sorulara
cevap aranmaktadir:

1) Deney ve kontrol gruplarinda yer alan 6grencilerinin Glidiilenme Stratejilerinden (GS) aldiklari 6n
test puanlari kontrol altina alindiginda, son test puanlari arasinda istatistiki olarak anlamli bir fark var
midir?

2) Deney Grubu o&grencilerinin OAY etkinliklerinin Giidiilenme Stratejilerine etkisi hakkindaki
gorisleri nasildir?
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Yontem
Calisma Grubu

Arastirmanin ¢alisma gurubunu 2018-2019 egitim-6gretim yilinda Karadeniz Bolgesinin batisindaki bir
ilcede bulunan 91 tane 9. sinif 6grencisi olusturmaktadir. Calisma gurubunda Ug ayri 6grenci grubu (KG,
DG1, DG2) bulunmaktadir. Calisma grubuna iliskin bilgiler Tablo 1’de sunulmustur.

Tablo 1.
Calisma Grubuna Ait Bilgiler

8. Sinif ingilizce Not

Gruplar Cinsiyet N Yas
Ortalamasi

KG Kiz 16 13.50 71.25

Erkek 14 13.29 70.36

Kiz 17 13.41 62.94
DG1

Erkek 14 13.14 66.07

Kiz 17 13.23 67.06
DG2

Erkek 13 13.61 63.46

Kiz 50 13.38 67.08
Toplam

Erkek 41 13.35 66.63

Tablo 1 incelendiginde arastirmaya katilan toplam 6grenci sayisinin 91 (Kiz, N:50; Erkek, N:41),
Kontrol Grubunun (KG) 30 (Kiz, N:16; Erkek, N:14), Birinci Deney Grubunun (DG1) 31 (Kiz, N:17; Erkek,
N:14), ikinci Deney Grubunun (DG2) ise 30 (Kiz, N:17; Erkek, N:13) oldugu gériilmektedir. Ogrenci yas
ortalamalari KG’de kizlarin 13.50, erkeklerin 13.29; DG1’de kizlarin 13.41, erkeklerin 13.14; DG2'de
kizlarin 13.23, erkeklerin 13.61 ve toplamda kizlarin 13.38, erkeklerin 13.35’dir. Ogrencilerin ingilizce
dersinden bir 6nceki egitim 6gretim yilinda aldiklari not ortalamasi KG’'de kizlarin 71.25, erkeklerin
70.36; DG1'de kizlarin 62.94, erkeklerin 66.07; DG2’de kizlarin 67.06, erkelerin 63.46 ve toplamda
kizlarin 67.08, erkeklerin 66.63’tiir. Ogrencilerin yasa ve nota gére dagiliminin birbirine denk oldugu
ifade edilebilir.

Veri Toplama Araglari
Giidiilenme Stratejileri Olgegi

Gudilenme Stratejileri Olcegi GSO, Amerika Birlesik Devletleri’/nde bulunan Michigan Universitesi
koordinatorliigiindeki Yiiksek Ogretimi ve Ogrenmeyi Gelistirme Ulusal Arastirma Merkezi (National
Center for Research to Improve Postsecondary Teaching and Learning) tarafindan 1982 yilindan 1986
yilina kadar siiren bir ¢alisma sonucunda olusturulmustur. Olcegin orijinal ismi Motivated Strategies for
Learning Questionnaire (MLSQ)’dir. Blyikozturk, Akgln, Kahveci ve Demirel (2004) tarafindan Tirkgeye
Gudilenme ve Ogrenme Stratejileri Olgegi (GOSO) olarak gevrilmistir. Olcegin Tirkce formu iki farkl
tiniversitede 852 (Kadin, N:600, %70,4; Erkek, N:208, %24,4) 6grenciyle uygulanmistir. GOSO’niin iki ana
boyutu olan Gudillenme Stratejileri Olcegi (GSO) ve Ogrenme Stratejileri Olgcegi (OSO)'nin yapi
gecerliklerini incelemek icin acimlayici ve dogrulayici faktdr analizi yapilmistir. Olgegin 81 madde,
GSO’niin alti faktoérli, OSO’niin ise dokuz faktérli bir yapidan olustugu tespit edilmistir.

Olgek 7’li likert tipi bir formdadir. Katiimcilar maddelere iliskin katilma diizeylerini; (1) benim igin
kesinlikle yanlis ile (7) benim icin kesinlikle dogru arasinda bir deger belirterek isaretlemektedirler.
Olgegin herhangi bir bdliim, alt boyut ya da alt dlgeginden alinan yiiksek puan ilgili birimle alakali
ozelligin yiksek oldugunu, disiik puan ise 6zelligin distk oldugunu ifade etmektedir. Bu arastirmada
dlcegin Gudillenme Stratejileri Bolimii GSO ayri bir dlgek olarak kullaniimistir. Giidiilenme béliimiyle
ilgili bilgiler Tablo 2’de verilmistir.
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Tablo 2.
Glidilenme Alt Boyutu Madde Dagilimi
Alt Boyut Alt faktor Md Sayisi Maddeler
icsel Hedef Diizenleme 4 1,16, 22,24
Deger Dissal Hedef Diizenleme 4 7,11, 13,30
Gorev Degeri 6 4,10, 17, 23, 26, 27
Beklenti (:3:2 Yeterlik Algisi ' 8 5,6,12,15,20,21,29,31
Ogrenme Kontroll Inanci 4 2,9,18, 25

Duyussal Sinav Kaygisi 5 3,8,14,19,28

Tablo 2’de yer alan Giidiilenme bélimi g alt boyut ve alti alt faktérden meydana gelmektedir.
Olgegin alt boyutlari; Deger, Beklenti ve Duyussaldir. Deger alt boyutu ii¢ alt faktérden meydana
gelmektedir; igsel Hedef Diizenleme, Dissal Hedef Diizenleme, Gérev Degeri. Beklenti alt boyutunda iki
alt faktér bulunmaktadir; Oz Yeterlilik Algisi ve Ogrenme Kontrolii ihtiyaci. Duyussal alt boyutu ise Sinav
Kaygisi alt faktorinden meydana gelmektedir. Gudilenme bolimi toplamda 31 maddeden
olusmaktadir. Bu maddelerden 3, 8, 14, 19, 28. maddeler ters kodlanan maddelerdir.

Goriisme sorulari

GoOrisme sorulari arastirmaci tarafindan ilgili literatlr taranarak meydana getirilmistir. Talim ve
Terbiye Kurulu Baskanhgi’'nda ¢alisan alti alan 6gretmeni ve iki program uzmanindan gorus alinmigstir.
Sorular arastirmanin bagimli degiskeni olan gidilenme stratejileri basligl altinda tg¢ ana soru olarak
hazirlanmistir. Gérliisme sorular Ui¢ adet ortadgretim Ogrencisiyle pilot ¢alisma olarak uygulandiktan
sonra tim sorularin verimli bir bicimde calistigi tespit edilmistir. Deneysel yontemin uygulamasindan bir
hafta sonra yani 2018-2019 egitim 6gretim yili 13. haftasi gériisme sorulari 6 6grenciye (DG1, N:3; DG2,
N:3) sorularak veriler toplanmistir.

Veri Analizi

Oncelikle GSO’den elde edilen nicel veriler analiz edilmistir. Nicel kisimda; gruplar, testlerden
aldiklari puanlara gore yiksek basaridan disik basariya dogru siralanmistir. Daha sonra gruplarin
testlerden almis olduklari puanlarin farkhlasip farklilasmadigini tespit etmek icin varyans analizi testi
(ANOVA) uygulanmustir. Varyans analizi sonucunda aralarinda fark olan gruplarin hangi grup puan lehine
farkhlastigini tespit etmek icin post hoc testleri uygulanmistir. Bu analizin ardindan homojen dagilim
sergileyen verilere Bonferroni, homojen dagilmayan verilere ise Tamhane post hoc testi uygulanarak
hangi gruplar arasinda fark meydana geldigi tespit edilmistir. Post hoc testlerinde en cok tercih edilen
paratmetrik testler LSD ve Bonferronidir (Kayri, 2009). LSD y6ntemi, standart t testlerini miimkin olan
tiim grup ortalamasi giftlerine uygular. LSD testi, farklili§in belirlenecegi grup sayisinin 3’ten fazla olmasi
durumunda tercihi sakincali gérilen bir post hoc istatistigidir (Saville, 1990) ¢linkii grup sayisi arttikca
grup basina hata miktari da artmaktadir. Bundan dolayi, karsilastirmasi yapilan grup sayisinin ¢ok olmasi
durumunda LSD ¢oklu karsilastirma istatistiginin kullanilmamasi gerekmektedir (Williams ve Abdi, 2010).
LSD testi, matematiksel olarak da I. tip hataya karsi olduk¢a korunmasiz bir 6zellik tasimaktadir (Efe, vd.,
2000). Bu ylizden Bonferroni testi tercih edilmistir. Bonferroni testi (Dunn yordami olarak da anilir) ve
yanlis pozitif oraninin belirtilen degeri ge¢mediginden emin olmak igin siki bir énem dizeyinde
gerceklestirilir. Yaygin kullanilan ¢oklu bir karsilastirma testi olup, “esit 6rneklem sayisi” ilkesini
gerektirmemektedir (Miller, 1977). Homojen dagilmayan veriler igin kullanilan Tamhane testinin hiicre
boyutlarinin esit olmadigi veya varyanslarin homojenliginin ihlal edildigi durumlarda, Tukey'in
HSD'sinden daha uygun oldugu duslintliir. Tamhane’s istatistikleri, sadece “student t” tabaninda
ylriatalen bir test olup, tutucu ve dikkatli karsilastirmalar yapmasi ile gbze ¢arpmaktadir (Hochberg ve
Tamhane, 1987).

Daha sonra nitel kisimda; goérismeden elde edilen veriler betimsel analiz yaklasimi kullanilarak analiz
edilmistir. Gorlisme sorulari analiz edilirken arastirmanin nicel boyutunda kullanilan 6lgekteki boyut ve
alt boyutlar tema olarak kullanilimistir. Nitel kisimdaki verilerin analizine baslanmadan &nce
arastirmacinin temalari ne kadar dogru ve tutarh kodladigini tespit etmek amaciyla kodlama
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givenirligine iliskin ¢alisma yapilmistir (Jackson, 2004; Einstein, 2005; Sloan, 2014; Syed ve Nelson,
2015). Bu amag dogrultusunda gorismeden elde edilen veriler arasinda 6rneklem secilmis ve bir hafta
arayla arastirmaci tarafindan kodlama-tekrar kodlama yapilmistir. Gériisme incelemesinde bir hafta
arayla yapilan iki kodlama arasindaki tutarlilik %95 olarak tespit edilmistir. Arastirmacinin kendi kodlama
tutarhhginin glvenirlik kat sayisinin yiiksek oldugu (Sencan, 2005; Li, Deng, Cai, Franks ve Yao, 2018)
tespit edilmis ve kodlama guvenilir oldugu belirlenmistir. Bu sayede arastirmanin nicel ve nitel
boyutundaki veriler ayni basliklar altinda toplanarak daha bitiincil bir yaklasim elde edilmistir. Gériisme
sorularindan elde edilen veriler 6nceden belirlenen temalar kullanilarak betimsel analize tabi
tutulmustur. Ogrenci gérislerinden dogrudan alintilar yapilarak ulasilan temalar desteklenmistir. Bu
sekilde i¢ ve dig tutarhihk galismasi gergeklestirilmistir.

Uygulama Siireci

Etkinlikler yilhk 6gretim plani g6z 6niinde bulundurularak 10 hafta boyunca uygulanmak Uzere
hazirlanmistir. Etkinlikler her hafta bir adet uygulanmistir. Her 6grenci bireysel olarak bu etkinligi
gerceklestirmistir. Ogretmen her hafta konuyu anlatmistir ve ardindan égrencilere OAY etkinligi gérevini
vermistir. Ertesi hafta basinda ise bu etkinlikleri toplamis ve gerekli donitleri vermistir. Arastirmaci ve
ders 6gretmeni tarafindan meydana getirilen yillik plan gbéz 6niinde bulundurularak uygulama takvimi
hazirlanmistir. Bu takvime gore ders yilinin bagladig ilk haftada 19.09.2018 tarihinde 6n test uygulamasi
gerceklestirilmistir. On test uygulamasinin ardindan hazirlanan uygulama takvimine uygun olarak
deneysel uygulama gerceklestirilmistir. DG1 dgrencilerine OAY etkinligi, DG2 6grencilerine OAY ve Déniit
(OAY+D), o6grencilerine ise Geleneksel Yontem (GY) ile 6gretim gerceklestirilmistir. Uygulanan deneysel
uygulamaya iliskin bilgiler Tablo 3’te sunulmustur.

Tablo 3.
Uygulama Basamaklari
Hafta Konu DG1 DG2 KG
1 MsO On Test On Test On Test
2 Introduce yourself OAY OAY +D GY
3 Nationality OAY OAY + D GY
4 Family OAY OAY +D GY
5 Occupations OAY OAY +D GY
6 Birthday OAY OAY +D GY
7 What time is it? OAY OAY +D GY
8 Wh- Questions OAY OAY +D GY
9 Daily Routines OAY OAY + D GY
10 Simple Present Tense OAY OAY +D GY
11 Present Continuous Tense OAY OAY +D GY
12 MsO Son Test Son Test Son Test
13 Gorisme Goérigsme Gorisme -

Tablo 3’te gosterildigi gibi arastirmanin uygulama safhasinin on Ug¢ hafta siirdigli, bu sirenin Gg
haftasinin (%23,07) 6n test, son test ve gdriisme uygulamalarina on haftasinin (%76,93) ise OAY etkinlik
yazma uygulamasina ayrilmistir. Ders 6gretmeni konulari haftalik olarak islemektedir. Tabloda her hafta
hangi konunun agirlikli olarak 6gretildigi belirtilmistir. Ogretmen MEB miifredatina uygun olarak dersi
islemistir, kontrol grubundan farkl olarak deney gruplarinda OAY etkinligini 6dev olarak vermektedir.
Odev olarak OAY etkinligini yapan égrenciler bir sonraki haftanin ilk dersi bu ddevlerini 6gretmenlerine
teslim etmislerdir. Kontrol grubu 6grencileri ise MEB miifredatinda yer alan etkinlik ve uygulamalari
yapmislardir. DG1’de yer alan Ogrenciler 6devlerini teslim ettikten sonra 6gretmen etkinlikleri kontrol
etmis ve sinifa hitaben daha iyi nasil hazirlayabileceklerine dair genel ifadeler kullanarak
degerlendirmede bulunmustur. DG2’de yer alan 6grenciler 6devlerini teslim ettikten sonra 6gretmen
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odevleri degerlendirip her bir 6grenciye 6zgi glidilenme ve 6grenme stratejilerine uygun donutler
vermistir. Arastirmanin ilk tg¢ haftasinda 6grencilerin etkinlige alisabilmeleri icin etkinlik haftanin son
ders saatinde sinif igi etkinlik olarak yapilmisken son yedi haftasi sinif disi etkinlik olarak 6grencilerin
evlerinde vyapilmistir. ilk ¢ haftada 6grenciler etkinlikle ilgili sorularini 6gretmene sormus ve
etkinliklerini tamamlayarak o ders saatinin sonunda 6gretmene teslim etmislerdir. Bu etkinlik igin kirk
dakikalik dersin yirmi dakikasi yeterli olmustur. Ug¢ hafta sonunda 6grencilerin etkinlige tamamen
ahstiklari gézlemlenmis ve sinif digi etkinlik olarak yapmalari arastirmaci ve 6gretmen tarafindan uygun
gorilmistir. Ogretmen ve arastirmaci tarafindan yapilan gézlemde &grencilerin dérdiincii haftadan
sonra yeni konu anlatimi yapilirken etkinlik icin hazirlhk yaptiklar tespit edilmistir. Ogretmen yeni bir
konuya gectigini soyleyip yeni konuyu anlattigi derslerin sonunda 6grencilerin bir kismi ders aralarinda
dgretmene yapmayi planladiklari etkinlik hakkinda sorular sormustur. Ogrencilerden bazilarinin ise
yapmayi planladiklari etkinlikleri ders aralarinda tasarladiklari, yazip, gizdikleri gozlenmistir.

Bu etkinlikler iki adet 9. siniftan (N:61) elde edilmistir. Ogrenciler on hafta boyunca bu etkinlikleri
hazirlamislardir (N:610). Mazeretleri sebebiyle (hastalik, ailevi sebepler vb.) etkinligi zamaninda teslim
edemeyen ogrencilerden geldikleri hafta etkinlik alinmigtir. Bazi 6grencilerin etkinlikleri bir sayfadan
fazla oldugu igin etkinliklerin toplam sayfa sayisi 633’tdr.

Bulgular ve Yorum
Birinci Alt Probleme iliskin Bulgular ve Yorum

GS diizeltilmis son test puanlarina gore yapilan testlerden elde edilen bulgular ve yorumlar asagida
sunulmustur. GUdu son testine ait betimsel istatistikler Tablo 4’te sunulmustur.

Tablo 4.

GS Son-testine Ait Betimsel Istatistikler

Olgek Grup N X sd Diizeltilmis
DG1 31 4.81 48 4.78°

Gudii DG2 30 5.40 .27 5.39°
KG 30 4.43 .61 4.43°
Toplam 91 4.88 .62

Tablo 4’te Gidi boyutuna ait diizeltilmis son test puanlarina gore en fazla puandan en az puana
dogru siralamanin DG2 (X:5.39), DG1 (X:4.78), KG (X:4.43) seklinde oldugu tespit edilmistir. Gruplar
arasindaki puan farkliliklarinin anlamh olup olmadigini tespit etmek amaciyla uygulanan ANCOVA testi
sonuglari Tablo 5’te sunulmustur.

Tablo 5.

GS Son-test ANCOVA Sonuglari

Varyansin Kareler sd Kareler f P
Kaynagi toplami ortalamasi

On test 1.24 1 1.24 6.74 .01
Grup 5.04 2 2.52 13.61 .00
Hata 15.74 85 .18

Toplam 2202.27 91

Tablo 5’te elde edilen ANCOVA sonuglarina gore, gruplarin 6n test puanlarina gore diizeltilmis son
test puanlan arasinda (Fg5) = 13.61; p<.05) anlamh bir farkin olustugu gorilmistlr. Ortaya gikan
anlamli farklihgin hangi gruplar lehine oldugunu tespit etmek icin yapilan Bonferroni testi Tablo 6’da
sunulmustur.
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Tablo 6.
Glidi Boyutuna Ait Bonferroni Testi Sonuglari
Boyut Gruplar Ortalama Farki Standart Hata P
o DG2-DG1 61 11 .00
Gldi DG2-KG 96’ 11 00
DG1-KG .35 .11 .00

Tablo 6’daki sonuglara gére DG2 ve DG1 arasinda (p<.05) DG2 lehine; DG2 ve KG arasinda (p<.05)
DG2 lehine; DG1 ve KG arasinda (p<.05) DG1 lehine anlamli bir farkin olustugu goérilmistir. Bu
sonuglara gore uygulanan deneysel yontemin deney gruplari lehine glidiilenme (zerinde anlamli bir
farklihk meydana getirdigi yorumu yapilabilir. GSO’ye ait deger alt boyutu ve alt faktdrlerine iliskin
betimsel tespitler Tablo 7’de sunulmustur.

Tablo 7.
Deger Alt Boyutuna Ait Betimsel Analiz Sonuglari
Alt Boyut Alt Faktor Grup N X sd Diizeltilmis Ortalama
DG1 31 5.22 .57 5.20°
Deger DG2 30 5.29 43 5.27°
KG 30 4.454 .78 4.32°
Toplam 91 4.99 71
DG1 31 5.26 .83 5.27°
icsel Hedef ~ DG2 30 5.23 .70 5.31°
KG 30 4.22 .90 4.03°
Toplam 91 491 .94
DG1 31 5.26 .834 5.16°
Dissal Hedef ~ DG2 30 5.23 .70 5.41°
KG 30 4.22 .90 4.15°
Toplam 91 491 .94
DG1 31 5.00 74 5.04°
Gorev Degeri DG2 30 5.15 .68 5.09°
KG 30 4.36 1.20 4.11°
Toplam 91 4.84 .95

Tablo 7’deki Deger alt boyutuna ait diizeltilmis son test puanlarina gore en fazla puandan en az
puana dogru siralamanin DG2 (X:5.27), DG1 (X:5.20), KG (X:4.32); icsel hedef alt faktérinde DG2
(X:5.27), DG1 (X:5.31), KG (X:4.03); dissal hedef alt faktériinde DG2 (X:5.42), DG1 (X:5.16), KG (X:4.15);
gorev degeri alt faktoriinde DG2 (X:5.09), DG1 (X:5.04), KG (X:4.11) seklinde oldugu tespit edilmistir.
Gruplar arasindaki puan farkliliklarinin anlamli olup olmadigini tespit etmek amaciyla uygulanan
ANCOVA testi sonuglari Tablo 8'de sunulmustur.
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Tablo 8.
Deger Alt Boyutu ANCOVA Sonuglari
Alt boyut  Alt Faktdr Varyansin Kareler sd Kareler F P
Kaynagi toplami ortalamasi
On test 4.49 1 4.49 14.96 .00
Deger Grup 5.97 2 2.99 9.95 .00
Hata 25.51 85 .30
Toplam 2314.09 91
) On test 15.28 1 15.28 31.52 .00
Igsel Grup 6.40 2 3.20 6.60 .00
hedef Hata 41.21 85 48
Toplam 2275.75 91
On test 5.42 1 5.42 8.81 .00
Digsal Grup 24.90 2 12.45 20.25 .00
hedef Hata 53.48 87 61
Toplam 2275.75 91
On test 9.80 1 9.80 20.34 .00
Gorev Grup 28.84 2 14.42 29.93 .00
degeri Hata 40.95 85 48
Toplam 2215.19 91

Tablo 8deki ANCOVA sonuglarina gore, gruplarin 6n test puanlarina gore dizeltilmis son test
puanlari arasinda Deger alt boyutunda (F(,gs = 9.95; p<.05); i¢sel hedef alt faktériinde (F(,s5) = 6.60;
p<.05); Digsal hedef alt faktoriinde (F(ps5) = 20.25; p<.05); gbrev degeri alt boyutunda (F(s5 = 29.93;
p<.05) gruplarin almis oldugu puanlar arasinda anlamh farklilik vardir. Ortaya ¢ikan anlaml farkhiliklarin
hangi gruplar lehine oldugunu tespit etmek icin yapilan Bonferroni testi Tablo 9’da sunulmustur.

Tablo 9.
Deger Alt Boyutuna Ait Bonferroni Sonuglari
Alt Boyut Alt faktor Gruplar Ortalama Farki  StandartHata P
] DG2-DG1 .06 14 95
Deger DG2-KG 94* 15 .00
DG1-KG 87* 14 .00
. DG2-DG1 .03 18 96
Icsel hedef DG2-KG 1.27* 18 .00
DG1-KG 1.23* 18 .00
DG2-DG1 26 22 74
Digsal hedef  pgyg 1.26* 22 .00
DG1-KG 1.00* 20 .00
DG2-DG1 .05 18 1.00
Gorevdegeri  pGy kG 98* 18 .00
DG1-KG 92* 18 .00

Tablo 9’daki sonuclara goére, deger alt boyutunda DG2 ile KG arasinda DG2 (p<.05) lehine, DG1 ile KG
arasinda DG1 (p<.05) lehine; icsel hedef alt faktériinde DG2 ile KG arasinda DG2 (p<.05) lehine, DG1 ile
KG arasinda DG1 (p<.05) lehine; Dissal hedef alt faktériinde DG2 ile KG arasinda DG2 (p<.05) lehine,
DG1 ile KG arasinda DG1 (p<.05) lehine Goérev degeri alt faktoriinde DG2 ile KG arasinda DG2 (p<.05)
lehine, DG1 ile KG arasinda DG1 (p<.05) lehine istatistiki olarak anlamli farklilik vardir. Bu sonuglara gore
deney gruplarina uygulanan OAY etkinliginin dgrencilerin deger, icsel hedef belirleme, dissal hedef
belirleme ve gorev degeri glidilerini saglamada kontrol grubu 6grencilerine gére daha etkili olmalarini
sagladigi yorumu vyapilabilir. GSO’niin bir diger alt boyutu olan beklenti alt boyutuna dair yapilan
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analizler asagida sunulmustur. Beklenti alt boyutuna ait betimsel analiz sonuglari Tablo 10’da
sunulmusgtur.

Tablo 10.
Beklenti Alt Boyutuna Ait Betimsel Analiz Sonuglari
Alt Boyut Alt Faktor Grup N X sd Diizeltilmis Ortalama
DG1 31 5.02 72 5.10a
Beklenti DG2 30 5.30 .28 5.28a
KG 30 4.55 .75 4.29a
Toplam 91 4.96 .69
DG1 31 4.90 .80 5.03a
0Oz Yeterlilik DG2 30 5.39 42 5.36a
Algrs! KG 30 4.55 .80 4.26a
Toplam 91 495 77
. DG1 31 5.46 .93 5.47a
Ogrenme
. DG2 30 5.12 .50 5.14a
Kontroll
ihtiyaci KG 30 4.53 1.05 4.35a
Toplam 91 5.04 .93

Tablo 10’daki Beklenti alt boyutuna ait diizeltilmis son test puanlarina gore en fazla puandan en az
puana dogru siralamanin DG2 (X:5.28), DG1 (X:5.10), KG (X:4.29); Oz yeterlilik algisi alt faktériinde DG2
(X:5.36), DG1 (X:5.03), KG (X:4.26); Ogrenme kontrolii ihtiyaci alt faktériinde DG1 (X:5.47), DG2 (X:5.14),
KG (X:4.35) seklinde oldugu tespit edilmistir. Gruplar arasindaki puan farkliliklarinin anlamli olup
olmadigini tespit etmek amaciyla uygulanan ANCOVA testi sonuglari Tablo 11’de sunulmustur.

Tablo 11.
Beklenti Alt Boyutu ANCOVA Sonuclari
Alt boyut Alt Faktor Varyarlsm Kareler sd Kareler F p
Kaynagi toplami ortalamasi
On test 6.90 1 6.90 26.33 .00
Beklenti Grup 10.33 2 5.16 19.69 .00
Hata 22.30 85 .26
Toplam 2286.40 91
Oz On test 7.72 1 7.72 23.87 .00
Yeterlilik Grup 15.78 2 7.89 24.38 .00
Algisi Hata 27.50 85 .32
Toplam 2285.73 91
Ogrenme On test 12.36 1 12.36 21.07 .00
Kontrolii Grup 7.85 2 3.92 6.69 .00
ihtiyaci Hata 49.87 85 .58
Toplam 2397.06 91

Tablo 11’deki sonuglara gore gruplarin 6n test puanlarina gére diizeltilmis son test puanlari arasinda
Beklenti alt boyutunda (F(;s5) = 19.69; p<.05); Oz yeterlilik algisi alt faktériinde (F2.85) = 24.38; p<.05);
Ogrenme kontrolii ihtiyaci alt boyutunda (F(ygs = 6.69; p<.05) gruplarin almig oldugu puanlar arasinda
anlaml farkhlik vardir. Ortaya ¢ikan anlamli farkliliklarin hangi gruplar lehine oldugunu tespit etmek icin
yapilan Bonferroni testi Tablo 12’de sunulmustur.
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Tablo 12.
Beklenti Alt Boyutuna Ait Bonferroni Sonuglari
.. Ortalama Standart
Alt Boyut Alt faktoér Gruplar Farkt Hata P
) DG2-DG1 .18 13 .55
Beklenti DG2-KG 98* 14 .00
DG1-KG .80* .14 .00
Oz yeterlilik DG2-DG1 .33 .15 .09
algisi DG2-KG 1.09* .16 .00
DG1-KG .76* .16 .00
Ogrenme DG2-DG1 -.33 .19 .30
kontrol DG2-KG .78* 21 .00
ihtiyac DG1-KG 1.11* .20 .00

Tablo 12’deki sonuglara gore beklenti alt boyutunda DG2 ile KG arasinda DG2 (p<.05) lehine, DG1 ile
KG arasinda DG1 (p<.05) lehine; Oz yeterlilik algisi alt faktériinde DG2 ile KG arasinda DG2 (p<.05) lehine,
DG1 ile KG arasinda DG1 (p<.05) lehine; Ogrenme kontrolii ihtiyaci alt faktériinde DG2 ile KG arasinda
DG2 (p<.05) lehine, DG1 ile KG arasinda DG1 (p<.05) lehine istatistiki olarak anlamh farklilik tespit
edilmistir. Bu sonuclara gére deney gruplarina uygulanan OAY etkinliginin 6grencilerin beklenti, 6z
yeterlilik algisi ve 6grenme kontrolil ihtiyaci gidilerinde kontrol grubu 6grencilerine gore daha etkili
olmalarini sagladigl yorumu yapilabilir. GSO’niin diger alt boyutu olan Duyussal alt boyutuna ait sinav
kaygisi alt faktortne iliskin yapilan analizler asagida sunulmustur. Duyussal alt boyuta ait betimsel analiz
sonuglari Tablo 13’te verilmistir.

Tablo 13.
Duyussal Alt Boyuta Ait Betimsel Istatistikler
Alt - Diizeltilmis
Alt Boyut Faktoér Grup N X sd Ortalama
DG1 31 4.84 .92 4.88a
Duyussal Sinav DG2 30 4.32 1.08 4.37a
Kaygisi KG 30 4.07 77 4.00a
Toplam 91 4.4 .98

Tablo 13’teki Sinav Kaygisi alt faktérine ait diizeltilmis son test puanlarina gore en fazla puandan en
az puana dogru siralamanin DG1 (X:4.88), DG2 (X:4.37), KG (X:4.00) seklinde oldugu tespit edilmistir.
Gruplar arasindaki puan farkliliklarinin anlamli olup olmadigini tespit etmek amaciyla uygulanan
ANCOVA testi sonuglari Tablo 14’te sunulmustur.

Tablo 14.
Duyussal Alt Boyut ANCOVA Sonuglari
Varyansin Kareler Kareler

« Sd F P
Kaynagi toplami ortalamasi
On test 2.24 1 2.24 2.59 11
Grup 11.21 2 5.61 6.47 .00
Hata 75.32 87 .86
Toplam 1864.68 91

Tablo 14’teki sonuglara gore gruplarin 6n test puanlarina gore diizeltilmis son test puanlari arasinda
(F(2,87) = 6.47; p<.05) anlamli farklilk vardir. Ortaya ¢ikan anlamli farklihgin hangi gruplar lehine oldugunu
tespit etmek icin yapilan Bonferroni testi Tablo 15'te sunulmustur.
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Tablo 15.
Duyussal Alt Boyutuna Ait Bonferroni Testi Sonuglari
Alt Boyut Alt faktor Gruplar Ortalama Standart Hata P
Farki
DG2-DG1 -51 .23 .10
Duyugsal Sinav kaygisi DG2-KG 37 25 43
DG1-KG .88* .24 .00

Tablo 15’teki sonuglara gore DG1 ve KG arasinda (p<.05) DG1 lehine anlamli farklilik vardir. Bu
sonuglara gore uygulanan deneysel yontemin Sinav kaygisi (zerinde anlamh bir farkhlik meydana
getirmede etkisiz oldugu yorumu yapilabilir. OAY etkinliginin giidiilenme stratejilerinde deney gruplari
ve KG arasinda istatistiki olarak anlamli bir farkhlik meydana getirdigi ve bu farkliligin sinav kaygisi alt
faktoru disinda her iki deney grubu lehine olmasinda etkili oldugu yorumu yapilabilir.

ikinci Alt Probleme iligkin Bulgular ve Yorum
Giidiilenmeye iliskin 6grenci gériisleri

Bu kisimda gilidii ana temasinin alt temalari olan “deger, beklenti ve duyugsal”a ve bu ug alt temanin
icinde yer alan alt temalara iliskin yapilan tespitlere yer verilmistir. Ogrencilere ilk olarak yapilan
etkinliklerin derse karsi olan ilgilerini nasil etkiledigi sorulmustur. Ogrencilerden besi (N:5; 01, 02, 03,
05, 06: %83.33) ilgilerini artirdigini ifade etmistir. Ayrica grenciler dersin kolaylastigini, kendilerini ifade
edebildiklerini, dersin 6gretmeninden yardim alma durumlarinin arttigini ifade etmislerdir. Glidiilenme
ana temasina iliskin yapilan tespitler asagidaki Tablo 16’da gosterilmektedir.

Tablo 16.

Giidiilenmeye lliskin Betimsel Sonuglar

Alt temalar Kodlar N f (%)
ilgi cekici (ilginin artmasi, merak) 5 83
Onem (degerli, kullanabilme) 6 100

Deger Daha iyi olma durumu 5 83
Anlamli hale gelme 4 67
Faydali olma durumu 6 100
inancin artma durumu 5 83
Daha iyi olma durumu (basari) 5 83

Beklenti Kolaylasma 6 100
0Oz giiven-0z yeterlilik 5 83
Oz degerlendirme (olumlu ifadeler) 4 67
Sevme 6 100

Duyussal Yeterli olma 5 83
Kaygi (endise, heyecan) 1 17
Moral bozuklugu 0 0

Ogrencilerin Giidiilenme ana temasina iliskin kullandiklari ifadelerin alt temalara uyumunu gésteren
tablo 16’da ifadelerin ne siklikta kullanildiklar belirtilmistir. Elde edilen bulgularda en sik (N:6; f:%100)
degerli, faydali, kolaylasma ve sevme ifadelerinin yer aldigi tespit edilmistir. Bununla birlikte moral
bozuklugu (N:1; f:%17) ve kaygi (endise, heyecan) (N:0; f:%0) ifadelerinin en az sikhkta kullanilan
ifadeler oldugu saptanmistir. Tespit edilen temalara iliskin 6grenci gorislerinden yapilan dogrudan
alintilar asagida yer almaktadir:

...aslinda en basta biraz garipsemistim. Yani tam olarak nasil olacagini
anlayamamistim ama yaptik¢a anlamaya basladim. Diger okullardaki arkadaslarimla
goriistiigiimde onlara sordum mesela onlar béyle seyler yapmiyorlarmis. Farkli geldi, ilk
hafta biraz karisikti. Aslinda etkinlik kolaydi ama benim ne hissettigim konusu karisikti.
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Sonra yapmaya basladik¢a faydali oldugunu gérdiim. Mesela etkinlikten sonraki derste
daha o6nceki dersi hatirlamakta zorlanirdim ama sekiller falan géziimiin éniine gelince
daha kolay hatirlamaya basladim. Ders daha kolay ve ilgi cekici hale geldi... (01)

01 kodlu 6grencinin kullanmis oldugu ifadelerde gecen “farkl, faydali, kolaylastirma, hatirlama,
akranlarla gorisme, ilgi cekici” ifadeleri 6grencinin derse deger verdigi ve glidiilenmesinin arttigini
gostermektedir. Etkinligin onceleri karisik gelmesi ve daha sonra faydasini gérdikge anlamli bulmasi ve
sevmesi 6grencinin yeni duruma uyum saglamasi, bu durumu olumlu duygularla birlestirmesi ayni
zamanda onun elestirel disinme stratejisi kullandigini géstermektedir. Sekillere benzeterek hatirlamasi,
bilgileri kodlama yaparak 6grenme gerceklestirdigi ve dolayisiyla agimlama stratejisini kullandigini
gostermektedir. Ogrencinin OAY etkinligini yaptikca faydasini gordiigii ve bu etkinligin derse kars ilgisini
artirdig1 yorumu yapilabilir. 06 kodlu dgrenciden yapilan dogrudan alinti séyledir:

..hocam benim ingilizcem pek iyi degil. Ortaokulda da ¢ok iyi dedildi. Simdi biraz
ortaokuldaki gibi dedilim. Liseye geldigim icin biiyiidiim, daha iyi olacadim. Ingilizce yine
ayni olur demistim. Bu etkinligi Tiirkge olarak da yapabilirsiniz dedi hoca. O zaman tabi
yaparim dedim (dediydim). Daha da degisik seyler ¢izdim yani modifiyeli araba gibi mesela,
TOFAS. Bundan baska... Anlamadigim olunca hocaya Tiirk¢e de sorunca daha kolay oluyor.
ingilizce soramiyordum ama simdi anlayinca soru sormaya basladim, hoca da dedi,
bedendi yani...(06)

06 kodlu &grencinin kullanmis oldugu ifadelerde gecen “daha iyi olacagim” ifadesi &grencinin
performansina dair inancini géstermektedir. Ogrencinin 6z yeterlilik alginsin gelistigi ifade edilebilir.
Clinkli 6grenci daha 6nceki 6grenme yasantisinda bu dersten basarili olmadigini ifade etmektedir. Ayrica
etkinlikte Turkge kullanmanin serbest olmasinin 6grencinin bu durumuna olumlu bir katki yaptigi
yorumu yapilabilir. Ogrencinin “...simdi anlayinca..” ifadesi onun 6grenmesinde bir farkindalik meydana
geldigi ve “..soru sormaya basladim...” ifadesi ise Ogrencinin derse karsi gidilendigi, ayrica bu
gidilenmeyi sirdiirmeyi basardigini géstermektedir. Ogrencinin ders performansinda, ilgisinde ve
inancinda olumlu degisiklikler meydana geldigi ifade edilebilir. Bu durumun 6grencinin gidilenmesine
olumlu katki yaptigi yorumu yapilabilir.

J

Ogrencilere ikinci olarak OAY etkinliklerinin onlarin sinava karsi olan duygularini nasil etkiledigi
sorulmustur. Ogrencilerin tamami (6: 01, 02, 03, 04, 05, 06: %100) etkinliklerin notlarina olumlu etkisi
oldugunu ifade etmistir. OAY etkinliginin 6grencilerin sinav kaygilarini azalttigi ifade edilebilir.
Ogrencilerin dordi (4: 01, 02,03;05: %66,66) sinav korkusunun tamamen ortadan kalktigini ifade
ederken ikisi (2: 04,06 %33,33) korkunun yerini heyecan duygusunun aldigini ifade etmislerdir. Bu
durum ogrencilerin duyussal boyuta ait gelistirdigi duygulari ortaya koymaktadir. Ayrica olumlu goéris
belirten 06grencilerin etkinliklerde kendi yasamlarindan, tecribelerinden istifade ederek icerigi
belirlemelerinin bu duruma katkisi oldugu ifade edilebilir. Tespit edilen temalar ve ilgili 6grenci gorisleri
asagida yer almaktadir:

...derste ve etkinlikte yaptigimiz konular ¢ikiyor. Etkinlikleri kendimize gére yaptigimiz
icin akilda kaliyor bu sekilde sinav da kolay gegiyor. Korkuyorum diyemem... (01)

01 kodlu 6grencinin derste yaptigi konularin ¢iktigini ifade etmesi; derse ilgisinin oldugu, bu derste
ogrendigi, 6grendigi bilgileri hatirladigl ve bu hatirlamadan dolayl sinav kaygisinin ortadan kalktig
seklinde yorumlanabilir.

...notlarima kesinlikle olumlu yansid... (02)

02 kodlu 8grenci bu konudaki ifadesinde net bir cevap vererek “kesin” kelimesini kullanmistir. Bu
durumun kaygiyr azalttig1 ve beklentiyi gelistirdigi ifade edilebilir.

...etkisi bence cok giizel, ¢ciinkii yiikseldi... (O5)
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...eskiden ¢ok anlamazdim sinavda da sikilirdim. Simdi daha éncesinde yazdik diye ve
6ncesinde hocaya sorduklarim aklima gelince daha iyi not aliyorum. Kétiiydii zaten daha
énce notum... (06)

Ogrencilerin ifadelerinde yer alan “olumlu yansidi, olumlu, yiikseldi, daha iyi not alma” ifadeleri,
ogrencilerin performansa dair inanglarinin ve ilgilerinin arttigi, bu artisin onlarin giidiilenmelerine katki
sagladigi ve duyussal olarak da olumlu duygular gelistirdiklerini gostermektedir. Sinav kaygisinin azaldigi,
sinavda sikilmadigi ifadesinden de anlagilabilir. OAY etkinliklerinin 6grencilerin sinav kaygilarini azalttig
yorumu yapilabilir.

Ogrencilerin besi (5: 01, 02, 03, 04, 05: %83,33) etkinliklerin bu dersten yiiksek not alacagina dair
inanclarina olumlu etkisi oldugunu ifade etmistir. Ogrencilerin “beklenti” temasina dair gérislerinin
olumlu oldugu ifade edilebilir. Tespit edilen temalar ve ilgili 6grenci goérisleri asagida yer almaktadir:

...derste zaten anlamadiklarimi gérmiis oldum, béyle olunca da yiiksek not alacagimi
diisiindiim... (01)

01 kodlu égrencinin etkinlikleri yaparken eksiklerini tespit edip onlari giderdigi ve bu sayede verimli
bir calisma gercgeklestirdigi, bu calisma sayesinde olumlu beklenti icerine girdigi bu durumun
gudilenmesine katki sagladig yorumu yapilabilir.

“...ilk sinavdan bes alinca artti tabi hocam...” (03)

03 kodlu &grencinin sinavda basarili olmasi onun derse karsi beklentisini yiikseltmesine ve derse
ilgisinin artmasina katki saglamistir.

“..suan girsem en az 90 alirm...”(04)
04 kodlu 6grencinin beklentisinin ve 6z yeterlilik inancinin yiiksek oldugu ifade edilebilir.
“..inancim hep yiiksekti ama sanki daha garanti gibi oldu diyebilirim...” (O5)

05 kodlu 6grencinin beklentisinin etkinlikten 6nce de yiiksek oldugu fakat bu etkinlikle birlikte 6z
yeterlilik inancinin da arttigl ifade edilebilir. Bu durumun onun beklentisini daha inangl bir hale
getirmektedir. Bu durum onun gidilenmesine katki saglamaktadir yorumu yapilabilir.

Ogrencilerin besi (5: 01, 02, 03, 05, 06: %83,33) sinav icin bu etkinliklerden baska hazirlik
gerekmedigini belirtmistir. Etkinligin yeterliligi 6grencilerin performans inanglarinin gelisimiyle ilgili fikir
elde etmek kullanilmistir. 02 ve 05 kodlu &grencilerin gériislerinden yapilan dogrudan alinti asagida
sunulmustur:

...bence yeterli zaten hocamiz da 6yle dedi. Diger édevler de var. Onlara destek oluyor.
Bir de zaten dersten énce yapiyorum édevi aklimda kalsin diye. Kisaca yeterli bence... (02)

02 kodlu &grenci bu etkinligi diger 6devlerle birlikte gerceklestirdigini ve dersten &nce yaparak bir
tekrar amaci gidigiini bu sekilde kendi 6grenme sireci tzerinde kontrol sagladigl, hedeflerine yonelik
diizenleme yaptigi ve etkinligi yeterli gordiigi ifade edilebilir.

..yeter hocam, sorulari da gériince bu yaptigimiz aklimiza geliyor daha kolay oluyor.
isteyen yapabilir yani bakabilir baska kaynaklara da ama ben bakmadim. Bir de bunlar
kendi yazdiklarim oldugu igin kisa daha kolay anlamak...(O5)

05 kodlu dgrencinin kendi dgrenmesini analiz ettigi ve ihtiyacina gére verilen etkinligi diizenledigi
“Bir de bunlar kendi yazdiklarim oldugu icin kisa daha kolay anlamak” ifadesinden anlasiimaktadir. Bu
etkinlikleri ders ve kendi hedeflerine giden yolda etkin bir arag haline donlstlirdiigii bu durumun hedef
belirleme ve analiz yapma (Ustbilis stratejilerini etkin bir bigimde kullanmasini sagladigi seklinde
yorumlanabilir.

Ogrencilerin goériislerinden elde edilen verilerden ulasilan temalar ve alt temalar 1si§inda “igsel-dissal
hedef dizenleme, gorev degeri, 6z yeterlilik algilari, 6grenme kontroll inanglari, sinav kaygilan”
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temalarina ve “deger, beklenti ve duyussal” alt temalarina iliskin goruslerinin olumlu bir bicimde
degistigi, bu durumun da giidiilenmelerine olumlu bir katkisi oldugu yorumu yapilabilir.

Sonug ve Tartisma

OAY etkinliklerinin ingilizce dersinde kullanilmasi 6grencilerin derse karsi olan giidiilerini olumlu bir
bicimde etkilemektedir. Literatiirde yer alan OAY ve giidiilenmeyle ilgili bazi arastirmalarin (Iran-Nejad,
Watts, Venugopalan, Xu, 2006; Iran-Nejad ve Stewart, 2011; Morozov, 2011; Allan ve Driscoll, 2014;
Lang, 2018a; 2018b; Tate ve Warschauer, 2018; Qian, 2019; Wright, Hodges, Zimmer ve McTigue, 2019)
sonuglari bu sonugla benzerlik gostermektedir. Bununla birlikte 6grenme ve gidi (zerine yapilan
arastirmalara gore 6grenmeye donlk gidilenmeyi etkileyen tek bir faktérden s6z etmenin mimkin
degildir. Harrington ve Zakrajsek (2017) Ogretilen kavramlarin anlamlandiriimasi ve kavramlarla
ozdeslestirilmesinin 6grencilerin igerigi 6grenmeleri igin gerekli olan glidly yikselttigini belirtmislerdir.
Ogrencilerin yeni kavramlari gercek diinyayla birlikte anlamlandirmalarinin onlarin onlari zihinlerinde
daha fazla tutmalarina yardimci oldugunu ve bunun gidlyl artirmak icin en énemli etmenlerden biri
oldugunu ifade etmislerdir. Bunun sebebinin ise glidiilenmis 6grencilerin dikkatlerini daha fazla ve uzun
bir bicimde derse vermeye ve Ogrenmek icin daha fazla c¢aba sarf etmeye hazir olduklarindan
kaynaklandigini 6ne siirmiglerdir. Bu ifadeler yapilan bu arastirmayi desteklemektedir.

Arastirma kapsaminda ortaya ¢ikan bir diger sonug sinav kaygisiyla ilgilidir. On testlere gére DG2
lehine olan sonug son testlere gore DG1 ile KG arasinda KG lehine olmustur. Bu durum DG2’ye
uygulanan deneysel yontemin sinav kaygisini azaltmada basarili oldugu fakat DG1’e uygulanan deneysel
yontemin basarisiz oldugu seklinde yorumlanabilir. Bu farkhihgin “dénit”in sinav kaygisini azaltmadaki
etkisinden kaynaklandigi ifade edilebilir fakat bu farklilik istatistiki olarak bir anlamlilk ifade
etmemektedir.

Kaygi kelimesi her ne kadar olumsuz bir anlamda kullanilsa da her zaman olumsuz bir sonuca sebep
olmaz. Aslinda hi¢ kaygl duymamak dil 6grenimi agisindan pek tercih edilen bir durum degildir. Asiri
kaygi ise 6grencilerin basarisiz olmalarina sebep olmaktadir. Asiri kaygi ylziinden sinava girmeden sinifin
kapisinda donen 6grenciler bulunmaktadir ve bu 6grenciler sinava girmedikleri icin yabanci dil dersinden
basarisiz sayilmaktadirlar. Bu tir 6grencilere sinav kaygisi duygusuyla basa c¢ikmak icin teknikler
ogretilmesi gerekmektedir (Bekleyen, 2015). Sinav kaygisinin sinif icerisinde dil 6gretimini nasil
etkiledigiyle ilgili yapilan calismalardan ortaya ¢ikan sonuglar Ug farkli sekilde ifade edilebilir (Ellis, 2008):

o Kaygi dil 6grenimi igin faydalidir.
e Kayginin dil 6grenimi tzerinde olumsuz bir etkisi vardir.
e Kaygi dil 6grenimiyle ilgili gliliiklerin nedeni degil sonucudur.

Akademik calismalarda elde edilen bu ¢ sonuca bakildiginda; kaygiyla ilgili ilk tespitin olumlu, ikinci
siradaki tespitin olumsuz oldugu, t¢lnci tespitin ise neden degil sonug oldugu goriilmektedir. Akademik
degerlendirme olan sinavla ilgili kaygi, yabanci dil kaygisinin bilesenlerinden biridir. Bununla birlikte
kayginin sebep ya da sonug olduguna dair arastirmacilar arasinda bir uzlasma bulunmamaktadir. Bu
arastirmada elde sonug gldiilenme stratejileri bakamindan daha basarili olan 6grencilerin sinav
kaygilarinin yiksek oldugu yonlndedir. Tespit edilen bu durum miikemmeliyet¢i siniflarda sik¢a
rastlanan bir durumdur. Mikemmeliyetci ifadesinden kasit basari seviyesini hep en Ustte tutma endisesi
taslyan Ogrencilerin ya da 6gretmenlerin bulundugu 6gretim 6grenme ortamidir (Walsh ve Ugumba-
Agwunobi, 2002). Bu tir siniflarda bulunan 6grenciler diger arkadaslarini da etkileyebilmektedirler. Bu
durumu etkileyen bir deger etken de 6gretmen tutumudur. Bununla birlikte sinav kaygisi; sinav yapilan
ortamin fiziki kosullari, ders yiikli, 6nceki sinavlarin kaygilari, cinsiyet, sinav gézetmeni, sinav siresi,
sinav gunu diger sinavlarin olup olmamasi gibi degiskenler tarafindan etkilenebilmektedir. Dolayisiyla
sinav kaygisi kontrolii zor bir glidi stratejisidir ve degiskenler etki degerlerine gére tanimlanarak kontrol
altina alinmadigi siirece Tiirkiye’de ingilizce 6grenen dgrenciler icin azaltiimasi zor bir kayg cesididir.
Sinav kaygisiyla basa ¢ikmak icin tavsiye edilen yontemler arasinda olumlu diisinme teknikleri
6grenmek, kaygi olusturan durumlari/sebepleri listelemek ve tedbirleri tartismak, kaygi ile basa
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cikildiginda bu davranisi 6dillendirmek, sinav sonrasindaki duygulari analiz etmek vb.dir (Oxford, 2002).
BU tedbirleri gerceklestirmek icin OAY etkinlikleri bir arag olarak kullanilabilir. Oncelikle sinav kaygisinin
sebeplerini ortaya ¢ikarmak i¢in daha sonra tespit edilen nedenlere gore farkli etkinlik tasarlamak ya da
yine OAY etkinligi kullanarak égrencilere bu konuda déniit vermek icin kullanilabilir.

Gudunun 6grenciyi basariya gotiren dnemli bir faktér oldugu (Gottfried, 1985; Pintrich ve De Groot,
1990; Zimmerman ve Pons, 1990; Acat ve Kdsgeroglu, 2006; Livingston, 2017; Dornyei, 2019; Hart, 2019;
Ozhan ve Kocadere, 2020; Stupnisky, Hall ve Pekrun, 2019) disinildigiinde OAY etkinliklerinin
ogrenciyi basariya gotliren onemli bir etkinlik tlrt oldugu ifade edilebilir. Gidilenmeyi etkileyen diger
faktorle birlikte uyum icerisinde kullanildiginda OAY etkinlikleri ingilizce dersinde 6grencilerin
gudilenmesini saglamada etkili bir arag oldugu sonucuna ulagiimistir.

Oneriler
Ogretmenlere Yonelik Oneriler
Ogretmenler,
o OAY etkinliklerini kullanarak &grencilerin hatalarini sinavlardan énce tespit edebilirler.
e Tespit edilen hatalara ydnelik déniitleri OAY ile 6grencilere iletebilirler.

e OAY etkinliklerini  kullanarak  &grencilerin  hatalanini  dizeltip  diizeltmediklerini
gozlemleyebilirler.

e OAY etkinlikleriyle 6grencilerini derse karsi giidiileyebilirler.

Arastirmacilara Yonelik Oneriler
Arastirmacilar,

e Yabanci dil seviyesi daha yuksek olan 6grencilerle etkinligin tamaminin hedef yabanci dilde
yapildig1 arastirmalar yapabilir.

e  Farkl egitim kademelerinde OAY etkinliklerinin etkileri izerinde arastirma yapabilirler.

Yapilan bu calismada “Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda uyulmasi belirtilen tim kurallara uyulmustur. Yénergenin ikinci boélimi olan “Bilimsel
Arastirma ve Yayin Etigine Aykiri Eylemler” bashgl altinda belirtilen eylemlerden higbiri
gerceklestirilmemistir.
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