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FOREWORD

3rd International Conference on Language, Education and Culture (ICLEC) is organized by
Yarmouk University, Cyprus Science University, Euro-Balkan University and Governors State
University. ICLEC aimed at presenting contemporary research on three basic themes:
Language, Education and Culture.
We would like to express our gratitude to all partners (journals, universities, participants and
speakers) who helped us realize the online event between 28-29 December 2020.
Hope to meet at the 4th ICLEC in İstanbul !

Prof. Dr. Michael Purdy
on behalf of the organization committee
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Harnessing Peace Journalism as a Viable Complement for Peacebuilding
Silas Oghenemaro Emovwodo1
Laurent Andriamalala2
Rani Sukma Ayu Suteja3
Journalism is not just about “reporting facts”. It is about “what” to report and “how” to report, which implies
selection and responsibility hence, high standards of ethics and principles, especially when reporting on conflicts.
Information is power and insight can impact on public discourse. Lack of information can, at any stage of a
conflict, make people desperate, restless and easy to manipulate. The ability to make informed decisions
strengthens societies and fosters economic growth, democratic structures and positive outlook on the future. For
this reason, the United Nations Millennium Declaration stressed the need “to ensure the freedom of the media to
perform their essential role and the right of the public to have access to information.” How the concept of peace
journalism has taken advantage of what this new field of research is offering about understanding conflicts and
securing world peace, by using conflict analysis and transformation to update the concepts of balance, fairness
and accuracy in traditional news reporting is the aim of this paper. It was discovered that peace journalism can
break the cycle of violence and help build a local culture of peace in conflicting communities. Conclusions include
the fact that since journalist live, work and stay rooted to their communities, they understand the people, dynamics
and history of local conflicts most times more than outsiders. By their knowledge and expertise, they have what it
takes to bring people together from all religious and political divides. As neutral umpires, journalists are able to
build mutual understanding and challenge violent or extremist narratives. This is critical to peace building in
violently divided societies.
Keywords: Peace journalism; Journalists; Media; Peacebuilding; Conflict.

Introduction
Lynch and McGoldrick (2005) explain that journalism is beyond just reporting “facts”.
It is about “what” to report and “how” to report, which implies selection and responsibility and
hence, high standards of ethics and principles, especially when reporting on conflicts. Peace
Journalism (PJ) as a concept is exploiting what this new field of research has to offer about
understanding conflicts and working towards world peace, employing conflict analysis and
transformation to update the concepts of balance, fairness and accuracy in the traditional news
reporting. An understanding of Peace Journalism coupled with how it is being practiced by
various mass media, especially in areas where wars and crises abound, unveils to an extent
media influence during crises and wars (Adelakun, 2014).
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The concept of peace journalism was originally conceived by Johan Galtung, who
contrasted it with ‘war journalism’ (WJ). Galtung defines WJ as war/violence-oriented,
propaganda oriented, elite-oriented and victory-oriented, while PJ is peace/conflict-oriented,
truth-oriented, people-oriented and solution-oriented (Galtung and Fischer, 2013 in Demarest
and Langer, 2018).

Changing the narrative of armed conflict to align with conflict

transformation by emphasizing potential solutions and peacebuilding efforts, unequivocally
stating the root causes of the conflict, and not seeing conflict in black and white terms as
opposed to focusing on violence, military strategy, and winners and losers are the intents of
peace journalism (Demarest and Langer, 2018).
A good number of journalists and other media stakeholders who do not look favourably
on peace journalism are those whose practice is still based on the popular notion that “bad news
makes good news” because in their estimation, horrible scenes, fatal accidents, crises, wars,
among others are news that not only interest the public but also sell. It is worthy of note that
the debate either for or against peace journalism are rooted in media theories, ethics and laws
(Adelakun, 2014).
Peace-building on the other hand is the employment of measures to consolidate peaceful
relations and create an environment which deters the emergence or escalation of tensions which
may lead to conflict (International Alert, 1995). Ensuring durable peace is what the
peacebuilding process is concerned with. As much as possible, peace-building process works
to prevent violence recurrence by addressing root causes of conflict as well as its effect through
reconciliation, building of strong institutions, as well as transformation of the political and
economic landscape (Boutros-Ghali, 1995 cited in Maiese, 2003). To achieve this, physical,
social and structural initiatives must be put in place, as these are vital components of post
conflict reconstruction
(Maiese, 2003).
When conflict is discussed today, the mass media is often touted as playing a key role.
Basically, their role can take two different and opposed forms. Either the media takes an active
part in the conflict and has responsibility for increased violence, or stays independent and out
of the conflict, thereby contributing to conflict management and peace building. Emphasis has
been placed on the use of media for crisis promotion or war propaganda. The media to a large
extent play a major role in ensuring that any particular conflict receives wide public attention,
4

it should not only magnify its exploitation for crisis promotion. Cases of the positive use of the
media in the reconciliation of post-conflict societies remain largely unknown. The purpose of
this study is to make a case for peace journalism as a viable complement to be deployed by
peace workers and other stakeholders in the peacebuilding process, a term that involves a wide
range of activities that both precede and follow formal peace accords by trying to highlight
some cases of the positive use of the media and creative ways in which peace journalism can
complement the conventional peace building process.
The research work is based on the information gathered from secondary sources. These
sources include published books, journals, newspapers and magazines. The key findings of this
study are quite consistent with the existing peace journalism scholarship that since journalist
live, work and are rooted to their communities, they understand the people, dynamics and
history of local conflicts as compared to outsiders. By virtue of their knowledge and expertise
when deployed, they have what it takes to bring people together from all divides- be it religious,
political, or economic. As neutral third parties, journalists are able to build mutual
understanding and challenge violent or extremist narratives. This is germane to peace building
efforts in conflicting societies.

Peace Journalism and Peace building: The Nexus
Peace Journalism defined by Lynch and McGoldrick, (2005) is when editors and reporters
make choices of what stories to report and about how to report them. This form of journalism
bothers about looking into root causes of conflict so as to “create opportunities for society at
large to consider and value non-violent responses to conflict”. In what is seen as a bold attempt
to redefine and reconstruct the role of journalists who cover conflicts (Peleg, 2006), the peace
journalism approach provides a new road map tracing the connections between journalists, their
sources, the stories they cover and the consequences of their reporting. It opens up a literacy of
non-violence and creativity as applied to the practical job of everyday reporting. Peleg (ibid)
suggests that peace journalism assumes the role of the third party to a conflict in its facilitation
capacity. In this capacity, PJ makes room for the opposing sides to get to know themselves,
uphold understanding and empathy, to focus on creativity and human ingenuity to resolve
conflicts and to emphasize truth -oriented, people-oriented and solution-oriented journalism
resulting to peace in the end.
5

Peace Journalism is characterized by four main principles:
1) Exploration of the backgrounds and contexts of conflict formation of all the sides involved
in the conflict, not just two sides as the mainstream media usually portrays,
2) Giving voice to the views of all rival parties from all levels,
3) Offering creative ideas for conflict resolution, development, peacemaking and peacekeeping,
exposing lies, covering-up attempts and culprits on all sides, and revealing excesses committed
by, and suffering inflicted on peoples of all parties, and
4) Paying attention to peace stories and post-war developments.
Shedding more light on the PJ model, Peleg (2006) situates the PJ model into the conflict
triangle of situation-attitude-behavior (Mitchell, 1981) or the ABC triangle of Attitude,
Behavior and Contradiction (Galtung, 1969). The situation of conflict is the initial state of the
controversy, i.e. factors that led to confrontation. The attitude refers to the psychological aspect
of conflict. This includes stigmatization, prejudice, labeling, name calling or demonizing. This
is the peak of the conflict and a major source of escalation. While, behavior is how parties act
and what they do with regard to the situation they are in.
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Figure 1.
Source: Peleg (2006).
McGoldrick (2000), describes peace journalism as a new form of journalism “which looks
at how journalists could be part of the solution rather than the problem.”
The peace journalism model differentiates between what is violence-war/victory
journalism and what is conflict-sensitive or peace journalism. What is called war journalism is
oriented towards violence in reporting, propaganda, elite and victory. On the other side, peace
journalism is conflict, truth, people and solution-oriented journalism (Lynch and Galtung,
2010).
Peace Building
While peace on the one hand is all about cultivating attitudes and values that are germane
to democratic culture of making people work together, share together, help one another by
respecting the rights of others, obey the rule of law and promote social justice. It is a
7

conscientizing process that helps to eliminate prejudices, stereotypes and hatred among people
of diverse nationality by encouraging harmonious coexistence. Peace building on the other hand
is the learning and internationalization of values antithetical to violence (Ezeoba, 2012).
The term "peace building" came into widespread use after 1992 when Boutros BoutrosGhali, then United Nations Secretary-General, announced his Agenda for Peace (BoutrosGhali, 1992). The term "peace building" according to Morris (2000) has since then become a
broadly used… term connoting activities that go beyond crisis intervention such as longer-term
development, and building of governance structures and institutions. It includes building the
capacity of non-governmental organizations (including religious institutions) for peacemaking
and peace building.
The United Nations Development Program, UNDP, defines Peace building “to involve a
range of measures targeted to reduce the risk of lapsing or relapsing into conflict by
strengthening national capacities at all levels for conflict management, and laying the
foundations for sustainable peace and development.” According to the UNDP, Peace building
strategies must be coherent and tailored to the specific needs of the country concerned, based
on national ownership, and should comprise a carefully prioritized, sequenced, and therefore
relatively

narrow

set

of

activities

aimed

at

achieving

the

above

objectives

(www.allianceforpeacebuilding org).
The central task of peace building is to create positive peace - a stable social equilibrium
in which the surfacing of new disputes does not escalate into violence and war. According to
Haugerudbraaten (1998), Sustainable peace is characterized by the absence of physical and
structural violence, the elimination of discrimination, and self-sustainability. Reychler, (2001)
posits that moving towards this sort of environment goes beyond problem solving or conflict
management. Peace building initiatives try to fix the core problems that underlie the conflict
and change the patterns of interaction of the involved parties. This fact is corroborated by
Lederach. (1997) who noted that peace building aim to move a given population from a
condition of extreme vulnerability and dependency to one of self-sufficiency and well-being.
Maiese (2003) notes that peace building measures also aim to prevent conflict from
reemerging through the creation of mechanisms that enhance cooperation and dialogue among
different identity groups. These measures can help parties manage their conflict of interests
through peaceful means. He points out the fact that “parties must replace the spiral of violence
8

and destruction with a spiral of peace and development, and create an environment conducive
to self-sustaining and durable peace.” The creation of such an environment according to Maiese
(2003) has three central dimensions: addressing the underlying causes of conflict, repairing
damaged relationships and dealing with psychological trauma at the individual level. Each of
these dimensions relies on different strategies and techniques.
Albert (2001) corroborates this by noting that peace building is aimed at putting in place
the necessary social, economic, political and environmental mechanisms necessary for making
lasting peace possible. Peacebuilding, therefore, requires the promotion of: economic equity
and sufficiency (development); popular political participation (democracy); respect for the
rights of and integrity of others (human rights); healthy environment (environmental rights);
and strict limits on the means of destruction, along with the development of peaceful means of
resolving disputes (de-militarization).

Peace Journalism and Peace-building: The Nexus
Mutasa (2015) listed three points worth noting about the UNDP definition. First, he sees
the media (journalists) as a privileged partner in peace building, conflict resolution and
reconciliation, it is therefore apparent that media does not work in isolation for peace. Secondly,
the definition acknowledges that peace building does not start and end with attaining a cessation
of fire but also targets measures to reduce the risk of relapsing into conflict. Thirdly, the UN
acknowledges the importance of peace for the development process by explicitly stating that
peace building measures lay the foundation for sustainable peace and development.
Peace building in other words is a process that facilitates the establishment of durable
peace and tries to prevent the recurrence of violence by addressing root causes and effects of
conflict through reconciliation, institution building, and political as well as economic
transformation.
It is instructive to note that reference cannot be made to post conflict peace building if
conflict had not taken place at a time or the other. Junne and Verokren (2005) explain the term
post conflict to mean a “conflict situation in which open warfare has come to an end and such
situations remain tense for years or decades and can easily relapse into large-scale violence.”
Morris (2000) asserts that a great deal of human suffering is linked to violent conflicts, political
instability, or unjust policies and practice. Short-term humanitarian relief and crisis
9

intervention, while important, are not enough in conflicted or post-armed-conflict (often called
post-conflict) societies. There is increasing awareness of the need for post-armed-conflict
reconciliation, development of capacity for conflict resolution and management, and the
building of sustainable peace.

Peace Building Through Peace Journalism: Exploring Through Powerful-Effect
Model and Developmental Journalism Theory
The Powerful-Effect Model of communication developed by Elizabeth Noelle-Neumann
in 1973 is a model guiding this study and it is hinged on the perception that the mass media has
a significant effect on a large number of people. This Model can therefore be used to spur
audience of the mass media including conflicting parties, peace and humanitarian workers and
government officials to embrace harmony and tolerance in order to build peace in conflicting
societies.
Elizabeth Noelle-Neuumann (1973) was the first to present this model (Anaeto et al.,
2008). The basic tenets of the Powerful-Effect Model according to Mendelsohn (1973) as cited
by Anaeto et al (2008) include the following:





The media spell out clearly the objectives of the campaign.
The media pinpoint the target audience.
The media work to overcome indifference of the audience towards the particular issue
The media find relevant themes to stress its messages.
The Powerful-Effect Model is given priority in this study because it elucidates how the

journalists using the mass media through the instrumentality of specially designed programs
can help in building and sustaining peace by exploring the backgrounds and contexts of conflict
formation of all the sides involved, give voice to the views of all rival parties from all levels,
offer creative ideas for conflict resolution, expose lies, cover-up attempts and culprits on all
sides and pay attention to peace stories and post-war developments.
Developmental Journalism in the media, print and broadcast, is part of the larger notion
of using mass media as tools of national development. This theory sees the press as an
instrument of social justice and a tool for achieving beneficial social change. In other words,
the media should carry out positive development tasks in line with nationally established policy.
Development journalists bring attention to issues that are overlooked or under- represented by
other media and by the international political community. Ogan (1980) believes that the
10

development journalist's job is three-fold: mainly, to inform; secondly, to interpret and thirdly;
to promote. As investigative reporters, they uncover the stories within the stories.
The developmental journalism theory is used in this study because development is
sacrosanct to peace and vice versa as Adelakun (2014) noted, one of the fundamental objectives
of the media emphasized in the developmental media theory is that, mass media should work
towards development. Since peace is one of the foundations upon which development reclines,
it implies that mass media should promote peace – not glamorizing crises and wars– to ensure
development.

Interpeace International Organization for Peace-building: Positive Use of the
Media in the Reconciliation of Conflict Societies
Interpeace was established in 1994 by the United Nations to develop innovative solutions
to build peace. As an international organization for peacebuilding, it supports locally led
initiatives around the world tailoring its approach to each society and ensuring that the work is
locally owned and driven. Together with local partners and local teams, interpeace jointly
develops peacebuilding programmes and helps establish processes of change that connect local
communities, civil society, government and the international community.
From their works over the years, they present some strategies to build peace through
journalism (https://www.interpeace.org/2017/05/strategies-through-journalism/)
Honduras
In Honduras, young men and women that are members of youth groups called barras,
have become victims of stigmatization and criminalization. Barras have been compared to
street gangs in Central America, when essentially, they are sports clubs supporting a local
football team. However, because of weak institutions to manage conflicts, the natural rivalry
that begins amongst fans of opposite teams, has transcended stadiums and has become a serious
social problem. This is aggravated by the fact that football (soccer) is one of the activities in
Honduras that is given considerable media attention. In this way, the young members
of barras are permanently in the public eye, associated less with the sport and more with the
general violence perpetrated in the streets.
As part of the efforts to deepen the work that started with “Sports Clubs for Peace,” on
November 2016, Interpeace launched the project “Journalism, youth and sports for peace in
11

Honduras” in alliance with Free Press Unlimited and the Central American digital newspapers
El Faro, Nómada, and Plaza Pública. The objective is to contribute to the non-violent
transformation of conflicts by changing perceptions and reducing the stigmatization of young
people in Honduras.
The project provides training and technical support to the young members of the barras.
This helps them develop their own digital media, and become producers and protagonists of
alternative narratives that have a positive impact on the media, opinion leaders, politicians, civil
society and the private sector. The project aims at establishing channels of communication
between the different levels of society to better understand the phenomenon of violence, its
causes and contribute to the transformation of the perceptions that the public has about
marginalized youth. Listening to the voice, the human dimension and the story of young people
immersed in cycles of violence, is an essential step for building peace in Honduras.
Somalia
Providing women with tools to improve their capacities as story tellers in contexts where
women’s voices are repressed and underrepresented, has proven to be a source of empowerment
and resilience. In 2013, our local partner, the Puntland Development Research Center (PDRC)
worked with the Nugal Women Journalists (NUWOJO) in the Somali region. The NUWOJO is
a group of young women who have completed their training as journalists and formed the
organization to advocate for a better female representation in the media sector. Although
Puntland has undergone important changes in the past two decades, developing several radio
stations, newspapers and television channels, the media sector is the most male-dominated
business in Puntland with more than 87% male staff.
Through workshops with NUWOJO, PDRC provided this group of young women with a
unique opportunity to get hands-on experience on media production, since most of them had
received only theoretical training. The workshop highlighted the role that journalists can play
in conflict resolution and the potential to contribute to peacebuilding, emphasizing the
importance of providing accurate and unbiased information, building confidence and correcting
misconceptions. Moreover, a major component of the workshop was devoted to gender
mainstreaming, providing them with an understanding of the media’s crucial role in defining
how women are perceived in society.
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This workshop was part of Interpeace’s effort to support the development of the media in
the Somali region, highlighting the important role of women in peacebuilding, bearing in mind
the significance of female presence in mass media.
Malawi
During the 2013 Malian crisis, Interpeace and Fondation Hirondelle, a Swiss organization
of journalists and humanitarian aid professionals, joined forces to promote the development of
a national scale citizen dialogue. Through the radio programme, Studio Tamani, created by
Fondation Hirondelle, a culture of democratic debate began to gradually emerge, where Malians
were able to identify the obstacles and priorities for peace. Our local partner Malian Institute of
Action Research for Peace (IMRAP), regularly contributes to Studio Tamani’s programming.
Studio Tamani provides a type of journalism that is far more credible in the eyes of the
public, because it gives a voice to all Malians. Each day over 1.6 million listeners tune in, to
hear the dialogues about conflict resolution, and the results of field research and population
analysis on the root causes of conflicts, and opportunities for peace in the country. Therefore,
journalists, researchers and communities are working together to expose and inform the major
causes of crisis in the region.
Due to the success of this collaboration, Interpeace and Fondation Hirondelle are
strengthening their partnership, in order to foster new bridges between journalists,
peacebuilders and local actors in other parts of the world.

Creative Ways Peace Journalism Can Complement Peace Building

Nora (2010) opines that in any culture of prevention, effective and democratic media are
an essential part and indispensable for societies trying to make a transition towards peace and
democracy. She adds that “not giving people the possibility of political participation and not
allowing them to express themselves freely is a significant cause of conflict. On the one hand
free, independent and pluralistic media provide a platform for debate and different opinions.”
By creating an environment of balanced opinions, and information equilibrium, Peace
Journalism can not only help to distribute information but also counter hate-speech which is a
major cause of conflicts. Nora (2010) corroborates this point by explaining that responsible
journalism does not just re-publish press releases but is truly concerned with a truthful, balanced
13

and fair account of events. In order to achieve this journalists, have to stay clear of judgmental
representations and describe reality without embellishment.
Peace Journalism can also complement peace building by imbibing communitarian values
that privilege stories that make society to consider and value non-violent responses to conflict.
Under the communitarian media ethic as proposed by Christians et al (1993), the press has the
cardinal obligation to be involved as engaged members of the community and to use their
resources, privileges and expertise to stimulate discussions that can lead to peaceful coexistence. A communitarian system explicitly draws on the fundamental premise that the media
is socially embedded in the community and has similar yearnings with the community within
which it lives and derives its stories from. This creates a community-shared or communal space
for fairness, balance and accuracy.
Also, peace journalism can complement peace building efforts by finding room for
perspectives from beyond the usual ‘official sources’ as well as seeks out peace initiatives and
opportunities to report on them (Jacob. 2016).
Conclusion
Internal conflicts do not just happen suddenly; they have a history. Local media usually
have a deeper understanding of the existing political structures, the participants of the conflict
as well as the changes preceding the outbreak of violence. Peace journalism can therefore not
only influence society before the conflict by recognizing and properly addressing the issue but
also afterwards. Unlike international media covering conflicts, local media are a recognized
part of society with the ability to accelerate and magnify fears or reduce them.
Therefore, local journalist who live, work and stay rooted to their communities,
understand the people, dynamics and history of local conflicts most times more than outsiders.
By their knowledge and expertise, they have what it takes to bring people together from all
religious and political divides. As neutral umpires, journalists are able to build mutual
understanding and challenge violent or extremist narratives. This is critical to peace building in
violently divided societies.
With their experience and expertise, journalists are well plugged into the community and
channel
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Strategies to Meet Students’ Needs to Write for Academic Purposes
Benketaf, Hafid1

Abstract
Throughout their graduation and post-graduation studies, the students of English are required to write
exposés, reports, dissertations, and articles in partial fulfilment of the requirements for the degree of Masters or
Doctorate. Today, within the LMD (Licence-Master-Doctorate) system in Algeria, the students are required to be
more involved in research activities and academic writings. Therefore, the purpose of this Article is to provide
practical and efficient strategies for the students to be able to write their aforementioned academic assignments.
It also aims at initiating debate on the teaching of written expression, preparing the students to write for academic
purposes, and initiating and encouraging them to step in the vast domain of creative writing. The study is based
on the evaluation of the students’ essays and dissertations that they elaborated in their semestral exams and Master
studies. The research methodology in this study is constructed on gathering quantitative data in the form of
dissertations and exam scripts to add qualitative dimensions, and personal records of teaching written expression
and academic writing at Tahri Mohamed University in Bechar, Algeria. The findings highlight the importance and
the effectiveness of implementing the adequate strategies especially: paragraph structuring - paragraph outlining
- paragraph summarising - paragraph expanding, that the students must master in order to produce quality
researches. The main implication of applying writing strategies is to enable the students to write without resorting
to plagiarism.
Keywords: Academic Writing – Writing Strategies – Academic Research – Text Summarising – Notes Expanding
– Plagiarism.

Introduction
University students of English are required to produce researches within the LMD system
in Algeria, which creates an embarrassing situation for both the supervisors and the students.
The lack of reading and writing strategies pushes the students to resort to plagiarism in order to
finish their dissertation and get their diplomas. The teachers complain about their students’
incapacity to produce quality pieces of writing without “Copy-Paste” technique obliging them
to do more efforts to orient and correct, and even participate in the elaboration of their students’
academic works they supervise. The students should not be the only ones to be blamed for such
situation because we can expect battlefield exploits from badly trained and poorly equipped
soldiers. Therefore, it is primordial to teach and train the students to write academic researches
and abandon the trial and error method that consumes the efforts and time vainly during research
process writing. This article proposes writing strategies that proved to be effective for Master’s
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students of Language and Culture specialty at Tahri Mohamed University in Bechar, Algeria,
which the author developed throughout his career in teaching English. It focuses essentially on
the summarising techniques that the students must master before starting their researches in
order to face the huge amount of information that they will find in books, articles, and on the
net.
Summarising Techniques to Write for Academic Purposes
A summary is an important skill in academic writing that must be mastered because it
enables the researches to extract the most important points and ideas in a text and then write
them in their own words. A good summary is always a condensed and shortened version of the
original text, and is a proof that the student understood the text clearly. Therefore, training the
students to write summaries develops in them the capacity to decipher a text as regards its form
and content. The basic training to summarise a text includes: changing a verb into a noun,
changing adverbs to adjectives, breaking up long sentences into shorter sentences, and joining
short sentences together with linking words. This involves the selection of the main ideas from
the original text, the rejection of unnecessary information, and the substitution of text sentences
by other produced by the students.
In written expression module, the students learn the procedures whether mental or
technical to control their written production. These procedures are known as writing strategies
that are intentional focused ways of thinking about writing to take different forms. Writing
combines many complex activities including among others: “categorizing, building key terms
and concepts for a subject, measuring one's reaction to a subject, making new connections,
abstracting, figuring out significance, and developing arguments...”(Bean John C. 2001. P.17)
Therefore, the writing phase is mostly devoted to summarising strategies with a brief note on
text expanding technique. These strategies enable the students to summarise a text by adopting
one of the following techniques: summarising using the topic sentences or summarising using
the keywords in all text sentences.
Summarising using just the topic sentences of a long text enables the students to get
straightforward and in a short time to the main ideas debated. The students can spot the
relationship between the ideas, their order, and emphasis. They practice this technique in class
by writing down the topic sentences of a text to combine them into one paragraph that
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encompasses the main ideas of the text. Then, it becomes easy to construct a paragraph using
just the topic sentences by adding connectors where necessary, eliminating any repetition, and
checking grammar and punctuation.
The evaluation of this technique was undertaken by collecting notes from the students in
which they express their opinions. At the beginning, the technique was found easy as regards
the procedure, but 95% found it difficult when constructing the paragraph using the topic
sentences. This is evident because they needed much practice through text study in class and at
home under the supervision of the teacher.
Using instructional scaffolding methods in the teaching of writing for academic purposes
means that the teacher supplies his students with the needed assistance and support through
cues, targeted and pertinent information, guided activities, and questions. This helps the teacher
to bridge a learning gap between what the students know and what they can do (Gillies and
Boyle, 2005, p.252). Scaffolding the students for the purpose of writing for academic purposes
requires from the teacher to select simple text related to the specialty, and simplify the language
and the activities. Then, gradually, the scaffold is removed to leave the students do the work
independently. In this way, the students are given a clear direction to avoid confusion
concerning the steps to follow to solve the problems that they would face while writing for
academic purposes.
Teaching writing for academic purposes follows clear and determined stages that the
students go through before starting the elaboration of their dissertations and research works,
which can be enumerated as follows:




Study the form and content of a text
Summarizing a text using the topic sentences
Summarising a text using the keywords

Form and Content Study of a text
The purpose of teaching the students how to study the form and content of a text is to
spare them the confusion that the ideas debated in a text would create in their minds. Dealing
with the form of a text is a step intended to change the students’ reading habits of scientific
texts. The students read without interruptions or pauses to process what has been read, which
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is possible in reading stories but not in reading political, economic, or historical texts.
Therefore, the key is to make them change this habit by teaching them to read sentence by
sentence i.e., they move to the next sentence only when the first is analysed and understood
clearly. Studying the form of a text, which contains a number of paragraph, starts with spotting
the topic sentence in each paragraph, the supporting sentences, the linking sentences, and the
concluding sentences. This makes the students aware of the structure of the paragraphs and that
everything is written with a purpose.
The next stage after dealing with the form of a text is to teach the students how to analyse
its content. In the first session of each promotion a test is given to the students in the form of
text analysis, and it revealed that 100% of the students have the habit to read the whole text
then through their understanding they attempt to write a summary, which is impossible to do.
It was found that 60% of the 24 students under study gave just scraps of the ideas developed
mainly those in the last paragraph because it was the last to be read, and when they realised
their mistake they asked to read the text again. 28% of the students were very far from what
was developed in the text, and 12 % declared that they could not write a summary. The aim of
this test is to draw the students’ attention on the difficulty of scientific texts, and on the fact that
it is difficult to decipher the message that a text conveys without the appropriate strategies that
enable them to find the ingredients necessary for writing the summary of the text. The strategies
advocated in this perspective are:
1. Concentrating on the topic sentences to find the main ideas developed in the text.
2. Studying each sentence by highlighting the keywords that hold the meaning.
3. Determining the link between the sentences through the keywords.
To undertake this task effectively, the students are trained to answer the following questions:
1. What are the ideas developed in the topic sentences of the text?
2. What are the keywords in the topic sentences that hold the ideas?
3. How does the writer support or oppose such ideas in the next sentences. Through the
keywords?
4. How does the writer move from one paragraph to the next through the linking
sentences?
5. How does the writer conclude his text?
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Answering these questions helps the students greatly since it provides a plan of study to
follow, which spares them time, efforts, and confusion. Answering the first question provides
for the students the shortest way to get to the general and main ideas that a text develops. The
next step is to spot the keywords in the topic sentence of each paragraph that the writer supports
or opposes in the supporting sentences. Determining the keywords in the topic sentence and in
the supporting sentences helps answering the second and third questions, which enables the
students draw a scheme to link up the ideas in the paragraph. Unfortunately, 100% of the
students under study did not know the role of the last sentence in the paragraphs, which means
that no one could answer the fourth question. The task of the teacher is to train the students to
read the last sentence as a linking sentence that the writer uses to move to the next paragraph
and create a chain of ideas in his text. The construction of the linking sentence is very important
since it is composed of two parts: the first is related to the paragraph it belong to, and the second
to the next paragraph. The students are trained to determine this through the spotting of the
keywords in the linking sentences in reference to those in the topic sentences in the following
paragraphs.
The mastering of the aforementioned strategies enables the students to find the essential
ingredients to write the summary of the text. It was found that 90 % of the students under study
could not write a summary directly after their reading of the text. They were obliged to go
frequently back to the text to read and take ideas to be used in their summaries, which were just
a repetition of the text, and in cases a massacre of the text. 7% of the students used the readthink-write technique which was risky since they produced unfaithful summaries of the text.
The last 3% of the students abandoned and could not write a summary. Therefore, it was
necessary to lead and show the students the right strategies to do a summary of a text.
Understanding and Summarising Using the Topic Sentences and Text Keywords
It is evident that the scientific nature of the text, the ideas debated, the concepts and terms
used, and the style of the writer pose serious challenges for the students that they cannot take
up. The solution is to oblige the students to summarise using text keywords that they have to
write down from each sentence so as not to return back to the text. Dealing with words that hold
the meaning of the sentences helps them greatly to construct their own sentences, which they
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can combine and shorten at will to reach final and satisfactory sentences. The study of the
following text1 demonstrates what has been advocated so far.

Higher Education
Both France and Germany have systems of higher education that are basically
administered by state agencies. Entrance requirements for students are also similar in both
countries. In France, an examination called the baccalauréat is given at the end of
secondary education. Higher education in France is free and open to all students who have
passed this examination. A passing mark admits students to a preparatory first year at a
university, which terminates in another, more rigorous examination. Success in this
examination allows students to attend universities for another three or four years until they
have attained the first university degree, called a licence in France.
Basic differences, however, distinguish these two countries’ systems. French
educational districts, called académies, are under the direction of a rector, an appointee of
the national government who also is in charge of the university in each district. The
uniformity in curriculum throughout the country leaves each university with little to
distinguish itself. Hence, many students prefer to go to Paris, where there are better
accommodations and more cultural amenities for students. Another difference is the
existence in France of higher-educational institutions known as grandes écoles, which
provide advanced professional and technical training. Most of these schools are
not affiliated with the universities, although they too recruit their students by giving
competitive examinations to candidates who possess a baccalauréat. The various grandes
écoles provide a rigorous training in all branches of applied science and technology, and
their diplomas have a somewhat higher standing than that of the ordinary licence.
In Germany, a country made up of what were once strong principalities, the regional
universities have autonomy in determining their curriculum under the direction of rectors
elected from within. Students in Germany change universities according to their interests
and the strengths of each university. In fact, it is a custom for students to attend two, three,
1
or even
different
universities
in the
course
of their undergraduate
studies,Britannica,
and the inc.
Thefour
Editors
of Encyclopaedia
Britannica.
“Higher
Education.”
Publisher: Encyclopædia
Access Date: July 16, 2019. URL:https://www.britannica.com/topic/higher-education

majority of professors at a particular university may
22 have taught in four or five others. This

marked degree of mobility means that schemes of study and examination are marked by a
freedom and individuality unknown in France.

Understanding and Summarising the Text Using the Topic Sentences
When putting the topic sentences of the three paragraphs together, it becomes clear that
the writer deals with the topic of higher education in France and Germany. It is possible to state
in other words that the writer deals with higher education in France and Germany highlighting
the similarities and differences especially in the administration of both systems. This strategy
enables the students to understand the general idea of the text through the topic sentences easily
and in a very short time.
TS1: Both France and Germany have systems of higher education that are basically
administered by state agencies.
TS2. Basic differences, however, distinguish these two countries’ systems. French
educational districts, called académies, are under the direction of a rector, an
appointee of the national government who also is in charge of the university in
each district.
TS3. In Germany, a country made up of what were once strong principalities, the
regional universities have autonomy in determining their curriculum under the
direction of rectors elected from within.
The purpose of listing the keywords of the topic sentences is the solution to the problem
of reading without understanding that the students complain about. This technique helps them
to construct their own sentences using words without resorting to the text. The following is a
listing of the keywords in each topic sentence and an attempt to combine them into one sentence.
TS1: France – Germany – systems of higher education – administered – state agencies
 The French and German systems of higher education are administered by state
agencies
TS2: Differences- French – educational districts - academies – rector – appointed – national
government
 The French educational districts or academies are administered by a government
appointed rector.
TS3: Germany – regional universities – autonomy – curriculum – rectors elected
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 The German regional universities have the autonomy to design the curriculum, and
are managed by an elected rector.

Combining the Three Topic Sentences
Although the French and German systems of higher education are both
administered by state agencies, they differ in many respects especially that the
French academies are managed by government appointed rectors, which is not found
in Germany since the rectors are elected and the regional universities are
autonomous in curriculum design.
Summarising Using Text Keywords
Spotting the Keywords in the three topic sentences helps greatly to determine further ideas
and aspects of each system of higher education in the supporting sentences. For further study
of the paragraphs, the students move to the supporting sentences (SS) to pick out the keywords
that support those of the topic sentences.
 Study of Paragraph One
Keywords in the First Paragraph
Topic Sentence (TS)

France - Germany - higher education - administered - state
agencies

Supporting Sentence 1

Entrance requirements - similar

Supporting Sentence 2

France – baccalauréat

Supporting Sentence 3

Higher education - France - free and open

Supporting Sentence 4

Students - preparatory first year - terminates - rigorous
examination.

Supporting Sentence 5

Success – students - universities - three or four years – licence
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At this stage of text analysis, 83% of the students could write their own sentences with
certain deficiencies related to grammar, sentence structure, and style. 11% declared that they
had to go back to the text for further reading and guidance. The first attempt to rewrite the
keywords into personal sentences is as follows:
T S: In France and Germany, higher education is administered by state agencies.
SS1: Entrance requirements to higher education are the same in both countries.
SS2: In France, the baccalaureate is a requirement to access higher education.
SS3: Higher education in France is free and open to all baccalaureate holders.
SS4: The students undergo a preparatory first year that ends with rigorous examination.
SS5: The successful students continue their studies for three or four years to obtain their licence
degree.

The advantage in going through these stages is to enable the students to become
independent from the source text. It is also primordial for the students to get pleasure and self
confidence by manipulating the text and formulating their own sentences and combining them
in their own words. The first version of combining the sentences of the first paragraph would
be as follows:
Combining the Sentences
TS+SS1: The similarity between the French and German systems of higher education
lies in their administration by the government, and that they impose the same
entrance requirements.
SS2+SS3+SS4+SS5: The French higher education system is free and open to all
baccalaureate holders, who have to succeed in their preparatory first year as
a condition to continue their studies to get their licence after three or four
academic years.
 Study of Paragraph Two
Keywords in the Second Paragraph
Topic Sentence (TS)

Differences - two countries’ systems

Supporting Sentence 1

French – districts : Academies – Rector – appointed – government

Supporting Sentence 2

France : uniformity in curriculum

Supporting Sentence 3

students – prefer- Paris - better accommodations - more cultural
amenities
25

Supporting Sentence 4

Paris : higher-educational institutions (grandes écoles) - advanced
professional and technical training

Supporting Sentence 5

schools - not affiliated with the universities

Supporting Sentence 6

The grandes écoles - rigorous training - applied science and
technology, - diplomas - higher standing than licence.

TS: However, there are still differences between the French and the German systems of higher
education.
SS1: The French academies are administered by a rector appointed by the government.
SS2: The uniformity of curriculum is one of the major characteristics of the French higher
education.
SS3: Therefore, the students prefer studying in Paris because it provides better accommodations
and cultural amenities.
SS4: In addition, Paris provides higher-educational institutions (grandes écoles) that enable the
students to follow advanced professional and technical training.
SS5: Such institutions or schools are not affiliated with the universities.
SS6: The schools impose on the students a rigorous training in applied science and technology
to obtain diplomas considered to be of higher standing than the licence.

Combining the Sentences
TS+SS1+SS2: Unlike the German system, the French government appoints the
rectors of the universities and designs a uniform curriculum.
SS3+SS4: Therefore, the students prefer to study in Paris because it provides
accommodations and cultural amenities, and enables them to follow advanced
professional and technical training in the existing educational institutions (grandes
écoles), which are not affiliated with the universities.
SS5+S6: Such educational institutions impose on the students a rigorous training in
applied science and technology to obtain diplomas considered to be of higher
standing than the licence.

 Study of Paragraph Three
Keywords in the Third Paragraph
Topic Sentence (TS)

Germany - regional universities - autonomy : curriculum - the
direction of rectors - elected
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Combining the Sentences
TS+SS1: Since the German universities are administered by elected rectors and
have autonomy in the design of the curriculum the students are free to
follow their studies in the universities of their choice.
SS2+SS3: The autonomy and freedom in the German higher education system
enables the teachers to teach in different universities, and the students to
study in more than one, which gives them the possibility to individualise
their studies and examinations.
Supporting Sentence 1

Students - change universities - interests - strengths of each
university

Supporting Sentence 2

Students - attend - different universities - professors - taught in four
or five others

Supporting Sentence 3

mobility - study and examination - freedom and individuality

TS: On the other hand, the German system gives more curriculum autonomy to the universities
that are administered by elected rectors.
SS1: Therefore, the students have the freedom to follow their studies in the universities of their
choice (based on their interests and the educational level.)
SS2: The students study in more than one university, which is the same with the teachers that
can teach in different universities.
SS3: The mobility of the students means that their studies and examinations are characterised
by freedom and individuality
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Summarising the Text Using the Combined Sentences
Further summarisation of the text in the form of paraphrasing or combing ideas can be
realised until a satisfactory version is attained. When summarising is undertaken successfully,
footnotes are added for the sake of the writer’s intellectual property. On the other hand,
information that are pertinent to the research may require more details. In this case, expanding
text data is used to deepen the analysis of the subject of study. The summary of the text is as
follows:

Conclusion
The advanced ideas in this article grew out of the authors’ experience in the teaching of
English to university students, and supervising Master’s dissertations whether in civilisation,
history, and didactics. The writing strategies provided in this article are destined to the students

The similarity between the French and German systems of higher education lies
in their administration by the government, and that they impose the same entrance
requirements. The French higher education system is free and open to all holders
of the baccalaureate that have to succeed in their preparatory first year as a
condition to continue their studies to get their licence after three or four years.
Unlike the German system, the French government appoints the rectors of the
universities and designs a uniform curriculum. Therefore, the students prefer to
study in Paris because it provides accommodations and cultural amenities, and
enables them to follow advanced professional and technical training in the existing
educational institutions (grandes écoles) that are not affiliated with the
universities. Such educational institutions impose on the students a rigorous
training in applied science and technology to obtain diplomas considered to be of
higher standing than the licence. On the other hand, the German universities are
administered by elected rectors and have autonomy in the design of the curriculum
enabling the teachers to teach in different universities, and the students to study in
more than one, which provides them with the possibility to individualise their
studies and examinations.
that write research papers for the first time whether graduates or post-graduates. The mastery
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of the writing techniques such as summarising, expanding, and paraphrasing are more than
necessary to write for academic purposes, and at the same time avoid plagiarism. The task here
is to push the students to think about the different steps that they go through while writing to
produce quality researches. In short, this implies that the level and quality of the academic
researches and dissertations reveals our success or failure.
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Factors Causing Language Teaching Anxiety and Coping Strategies: A Turkish Private
School Case
Turgay Han1
Arife Öksüz2
ABSTRACT
The aim of this study is to investigate the factors causing language teaching anxiety and reveal their coping
strategies. The participants were seven Turkish teachers working at a private school in Turkey. Data were
collected through self-report forms, background questionnaires, structured interview forms, Foreign Language
Classroom Anxiety Scale (FLCAS) and Teacher Foreign Language Anxiety Scale (TFLAS) to ensure triangulation.
The results showed that there were significant relationships between Foreign Language Teaching Anxiety (FLTA)
and the educational level, and between FLTA and teaching experience. Another result was that FLTA had a
positive correlation with FLLA. The findings showed participants suffered from having difficulty in teaching
certain skills, lack of vocabulary and knowledge of English culture, fear of speaking English, lack of proficiency
in English, class management and expectations of private school managers and parents.
Key words: foreign language teaching anxiety, teaching experience, foreign language learning anxiety,
overcoming strategies, coping with teaching anxiety

Factors Causing Teaching Anxiety and Coping Strategies: A Turkish Private
School Case
In the situations that anxiety is localized only in language learning, it can be defined in
the framework of a specific anxiety reaction; foreign language anxiety, FLA (Horwitz, Horwitz
& Cope, 1986). As it is a particular type of anxiety, FLA has become a separate research field
and several studies have investigated language learners’ FLA. Horwitz investigated FLA in her
studies in 1986, 1996, 2001, and 2010 to attract attention to the relationship between language
teachers’ emotions and language teaching practices. The studies by Akinmulegun in 2015,
Onwuegbuzie, Bailey, and Daley in 1999, Saito and Samimy in 1996, Tüm in 2015, Von Worde
in 2003, Young in 1992, Gürsoy and Korkmaz (2018), Hammad and Ghali (2015), Muslem and
Inayatullah (2019), Nurasia (2019) and Tum and Kunt (2013) also researched FLA, especially
concerning speaking anxiety. However, the fact that today's communicative and interactionist
language teaching methods and techniques require teachers to act like a native speaker of the
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target language in the classrooms has placed increasing pressure on EFL teachers; therefore,
this pressure has gradually led to an increase in the research field of teaching anxiety in
nonnative EFL teachers (Dişli, 2020; Kralova & Mala, 2018; Zheng, 2008).
Teaching Anxiety in Nonnative EFL Teachers
Since education in the class can be based on teachers, teachers’ emotional situation
should be considered in favor of the learners (Frenzel et al., 2015; Song & Park, 2019). In this
respect, several studies have been carried out on Foreign Language Teaching Anxiety (FLTA)
in recent decades. Pre-service EFL teachers have been the focus group of attention in FLTA
research for many years. Research in the field revealed that teaching certain skills (Agustiana,
2015; Can, 2018; Gadri, 2019; Kyriacou & Stephens, 1999; Merç, 2011; Pavićević, 2013),
classroom management (Aydın, 2016; Agustiana, 2019; Azmi, Nazri & Latiff, 2012; Can, 2018;
Han and Tulgar 2019; Kyriacou & Stephen, 1999; Merç, 2011; Türkmen, 2019), fear of
speaking English (Agustiana, 2015; Aydın, 2016; Merç, 2014; Türkmen, 2019; Yoon, 2012)
and lack of teaching experience (Agustiana, 2015; Aydın, 2016; Han and Tulgar, 2019;
Kyriacou & Stephens, 1999; Üstünel, 2017) have been the main concerns of the pre-service
EFL teachers.
However, FLTA has been affecting both pre-service EFL teachers and in-service
nonnative EFL teachers. Nonnative language teachers, who must teach a language they are
foreign to, face more difficulties while practicing their job since their obligations differ from
those of natives (Merç, 2011; Yoon, 2012). Therefore, the issue of FLTA in nonnative EFL
teachers have started to be studied increasingly due to the significance of qualified language
teaching to attain successful language learning. Here, it would be suitable to examine the related
research in two categories: The studies on FLTA of nonnative in-service teachers in the world
and the studies on FLTA of nonnative in-service teachers in Turkey.
Studies on FLTA of Nonnative In-Service EFL Teachers in the World
Nonnative foreign language teachers’ feelings of anxiety and low self-confidence have
been considered to affect the class performance of both teachers and learners as an obstacle to
the learning milieu unfavorably. Therefore, several studies have been conducted to improve the
teaching atmospheres (Aslrasouli & Vahid, 2014; Frenzel, Becker-Kurz, Pekrun & Goetz,
2015; Kim & Kim, 2004; Kralova & Mala, 2018; Kralova & Tırpakova, 2019; Machida, 2016;
Song & Park, 2019).
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Kim and Kim (2004) investigated the elements causing anxiety, symptoms of teaching
anxiety, and strategies used to cope with that anxiety in Korea with the participation of 147
nonnative in-service EFL teachers who had at least 3 years of teaching experience. Data were
collected using FLTAS they developed themselves and background questionnaires. The results
indicated that there was no significant relation between FLTA and background features such as
age and gender. The findings attained from the open-ended questions in the background
questionnaire demonstrated that fear of speaking English because of their lack of proficiency
in using English was the first rank factor of all. The symptoms teachers showed when they got
anxious while teaching was stuttering, rapid heartbeat, sweating. Teachers prepared lessons in
detail and used songs, games, and other activities to overcome these symptoms and anxiety.
Frenzel et al. (2015) examined the relationship between FLTA and the learners’
behaviors. The participants working at primary and secondary schools in Germany were asked
to keep an emotion self-report daily to collect data. Teachers were supposed to transfer their
fresh feelings about newly finished lectures since the teachers would be still under the effect of
their emotions that emerged in the lessons. Findings indicated that nonnative English-Speaking
Teachers (NNESTs) were affected adversely by the attitudes of the target group especially if
the students who studied abroad before had higher levels of language competency and
performance. The lectures under the control of the anxious and low self-confident teachers
failed eventually.
Machida conducted a study to reveal the anxiety-provoking elements with 133 Japanese
elementary class teachers who had to teach English in 2016. The data were collected via TFLAS
by Horwitz (2008) and a background questionnaire. The Japanese teachers seemed to have the
fear of lacking proficiency in speaking English, lacking preparation for the course, making
mistakes, and teaching experience and training defects to be a language teacher were other
effective factors for Japanese participants.
Aslrasoulia & Vahid (2017) investigated the factors leading to anxiety and the link
between FLTA and gender in Iran among 114 nonnative EFL teachers. Data were collected
with the help of self-report questionnaires. The findings showed that teachers felt anxiety
because of communication problems, lack of proficiency in English, and working conditions.
The researchers reported that there was no significant relationship between gender and FLTA.
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Kralova and Mala (2018) investigated the relationship between age and pronunciation
anxiety and pronunciation quality among 100 Slovak EFL teachers. Data were gathered through
scale, test, questionnaire, and interview. The researchers revealed that there was a positive
correlation between age and pronunciation anxiety and a negative correlation between age and
pronunciation quality, which means that the older EFL teachers did not have a high-quality
pronunciation skill and they had more anxiety than younger teachers.This outcome of the study
contradicts the conventional belief that the more experienced teachers have less teaching
anxiety. The researchers also reported fear of speaking and fear of being ridiculed due to their
pronunciation and lack of overseas experience as the anxiety-leading factors.
One year later, Kralova and Tirpakova (2019) investigated nonnative EFL teachers'
speaking anxiety in Slovakia. The investigation focused on the connection between five
independent variables (age, English teaching experience, stay in English speaking countries,
the length of English language study, and the prevalence of interaction with English native
speakers) and their English Speaking Anxiety (ESA) in addition to English Speaking Quality
(ESQ). Data were gathered by an English language background questionnaire, semi-structured
interview, ESA scale, and ESQ test. ESQ test which was managed by an English native speaker
was the challenging part of the evaluation since the evaluation of speaking skill analytically
required a mixture of several tasks such as discussion, presentation, description, role-play,
interview, and telling a story. Results indicated that oral production problems either as
hesitation because of forgetting the right word was the most frequent trouble of teachers. The
results also demonstrated that there is a negative correlation between anxiety and the length of
English language study, teaching experience, stay in English-speaking countries, frequency of
interaction with native speakers while there is a positive correlation between age and anxiety.
Song and Park (2019) investigated the relationship between nonnative EFL teachers’
sociocultural surroundings and their teaching behaviors in the classroom. Data were collected
through semi-structured interviews with 14 Korean EFL teachers suffering from cultural
differences between their language and the foreign language they had to teach in the classrooms.
The interviews lasted approximately 5 years. Participants who felt insecure, incompetent, and
anxious while teaching in their own country had a transformation process into self-confident,
secure, relieved, and relaxed teachers after they worked in the USA as a second language
teacher for about five years. Findings showed that the reasons for the anxiety problem of
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NNESTs had different resources such as low self-confidence which could be overcome when
the foreign language mastery was achieved, the environment in which the teacher was born,
and the socio-cultural and political conditions surrounding and shaping the teachers' characters,
behaviors and attitudes. This experience proved that enough mastery of the foreign language
and its culture helped the NNESTs leave the social and psychological boundaries that their
society imposed behind and become more self-confident and more effective teachers of English.
Studies on FLTA of Nonnative In-Service EFL Teachers in Turkey
The second group includes the studies on in-service teachers’ concern of FLTA. In
Turkey, main studies in this field have been carried out by Dişli (2020), İpek (2016), Kesen and
Aydın (2014), and Öztürk (2016).
Kesen and Aydın (2014) investigated the anxiety beliefs of 35 Turkish EFL teachers
using FLTAS by İpek (2006). The results displayed that there was no significant relationship
between gender and FLTA while there was a significant relationship between the teaching
experience and FLTA. According to the results, the more experienced teachers had a lower
level of anxiety than novice teachers.
Öztürk (2016) employed both interviews and FLTAS by İpek (2006) to collect data to
investigate the factors causing FLTA among nonnative EFL teachers. The study was held with
the participation of 103 EFL teachers in Turkey. The results showed no meaningful effect of
gender on teachers’ anxiety. However, teaching experience was an effective factor in decreasing
anxiety in certain situations. The researcher identified three main anxiety-provoker factors
through interviews: Lack of proficiency in speaking English, learners' unplanned questions
during the lesson, and the teachers' unfamiliarity to English culture were stated as the triggers
to get anxious while teaching a foreign language.
İpek (2016) investigated the factors leading to anxiety in nonnative EFL teachers. A
qualitative research design was adopted, and data were collected by diaries and semi-structured
interviews from 32 Turkish teachers. The teachers were asked to write their feelings answering
the pre-prepared questions which prevented teachers from giving unnecessary and redundant
information. Totally 1040 self-report entries were collected, and 36 interviews were held.
Anxiety increasing situations during the lessons were reported in the diaries. The findings
indicated that Turkish EFL teachers experienced FLTA under 5 categories as using native
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language during the lecture, feeling insufficient in teaching certain skills, lecturing students at
a specific language level, and atychiphobia (fear of making a mistake).
In her thesis study, Dişli (2020) investigated whether nonnative EFL teachers
experience anxiety in the classroom and the factors as to the anxiety. The participants were 151
high school EFL teachers in Turkey. The researcher applied FLTAS by İpek (2006) and
conducted structured interviews including ten open-ended questions. The results of the FLTAS
showed that the gender effect was not a meaningful variable in teachers' anxiety while teaching
experience was found to have a significant effect. The findings of the interviews revealed that
teachers felt themselves uneasy while teaching English due to their lack of proficiency in
speaking English, in using educational technology, in teaching a specific language skill, in
teaching students who have a high level of English. The participants also explained their fear
of making mistakes in the classroom and the students' negative behaviors towards them
increased their anxiety in the classroom.
Purpose of the Present Study
Outside the simple fact that this vein of research has not been conducted with multiple
tools, I do believe that a stronger argument for the necessity of such research should be made
particularly in Turkey since there is already a fairly substantial body of research related to FLTA
worldwide. When the relevant literature is reviewed, very few studies can be seen on the topic
in Turkey: Kesen and Aydın (2014) researched the beliefs about FLTA using FLTAS by İpek
(2006). Two years later, Öztürk (2016) investigated the anxiety-causing factors by interviews
in addition to FLTAS by İpek (2006). The same year, İpek (2016) searched for the anxietyprovoking factors through interviews and diaries. Finally, Dişli (2020) investigated the factors
through FLTAS by İpek (2006) in her thesis. As can be explicitly seen, no study investigating
nonnative in-service EFL teachers’ FLTA in Turkey has ever employed TFLAS by Horwitz
(2008) and FLCAS by Horwitz (2008) together to make an investigation of the relationship
between FLLA and FLTA. Additionally, no study has ever investigated the reasons for FLTA
in nonnative in-service EFL teachers and the strategies to cope with them together. Further, no
study has ever investigated the relationship between FLTA and the educational level of EFL
teachers among the demographic factors. Finally, none of the previous research has investigated
private school teachers. Taking these gaps into consideration, this study will be the first to be
specific to the nonnative in-service EFL teachers working at private schools. Therefore, this
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study aims to investigate the factors leading to FLTA in Turkish EFL teachers working at
private schools and their coping strategies. The research questions below were chosen to be
answered to achieve the targets of this study:
Questions 1, 2, and 3 were asked to be answered through qualitative methods:
1. What are the factors leading to teaching anxiety in Turkish EFL teachers working at
private schools?
2. What strategies do they employ to cope with their anxiety before, during, and after
the lecture?
3. Which language does skill cause anxiety most while teaching?
Questions 4, 5, and 6 were asked to be answered through quantitative methods:
4. Do the demographic features of EFL teachers have an impact on EFL teachers’ level
of FLTA?
5. Is there a significant relationship between FLTA and FLLA?
Methodology
This study used a mixed research approach. To find out the elements leading to anxiety,
qualitative and quantitative methods were used together since the use of them together allows
the researcher to identify the problems, define and describe them more elaborately (Tanrıöğen,
2014). Data were collected in a triangulating attitude via structured interview forms with openended questions, background questionnaire; further, each participant kept a self-report daily for
a week. Also, participants filled TFLAS by Horwitz (2008) to evaluate their level of FLTA and
FLCAS by Horwitz to reveal their FLLA. On the surface, FLCAS seems to be applied to
learners of a foreign language. However, learning is a life-long process and Horwitz calls nonnative language teachers to be assumed as the advanced level learners of language (Horwitz,
1996).
Sample
This study is specific to the nonnative EFL teachers working at a private secondary
school in Turkey. At the beginning of the study, sixteen EFL teachers working at a private
school were invited to participate in the study. However, nine teachers changed their decision
and quit the study later. They confessed that they were afraid to be fired in case their employers
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learn about the information they share about their profession. Consequently, seven EFL teachers
(five females and two males) participated in this study.
Instruments
TFLAS and FLCAS were applied together to get more detailed information about
teachers' anxiety to reveal the relationship between the two types of anxiety. TFLAS and
FLCAS seem to evaluate the overall foreign language anxiety in common; however, both
highlight the proficiency in English by giving precedence to speaking and listening (Pizarro,
2019). Therefore, it should be noted that the level of anxiety in both scales display the teachers'
anxiety particularly on speaking and listening.
Background questionnaire needed the general background information of the
participants about age, gender, education degrees of either bachelor’s or postdoctoral, length of
teaching experience, in-service pieces of training participation. Even though gender and age
factors took place in the background questionnaire, they were not included in the tests because
previous research has already proved that FLTA has no significant relationship with gender
(Aslrasouli & Vahid, 2014; Dişli, 2020; Kesen & Aydın, 2014; Kim & Kim, 2004; Öztürk,
2016) and age (Kim & Kim, 2004). The final question required the teachers to order language
skills from (1) easy to (5) difficult to teach.
Structured interview forms with open-ended questions included questions to give
information on their teaching behaviors. Anxiety-provoking situations, their coping strategies,
and feelings were expected to be described by teachers while answering the questions. The
questions were asked in Turkish to relieve the participants and help them understand the
questions easier and respond in more detail.
Another instrument was a self-report written daily on their teaching experiences, the
results of their actions to relieve their anxiety during the lesson, and their overcoming strategies
and feelings for one week. They were asked to write any details which caught their attention
before, during, and after the lesson just finishing that day's lecture before forgetting the fresh
feelings.
Self-reports and structured interview questions may have also provided a self-reflection
to the teachers since they could have the opportunity to evaluate their teaching performances.
Data Analysis
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TFLAS by Horwitz (2008) and is a five-point Likert scale with 18 items. Reliability was
computed via Cronbach's Alpha Coefficient as 0.898, which meant high reliability. FLCAS by
Horwitz (2008) is a five-point Likert type scale with 33 items. Cronbach's Alpha Coefficient
proved to be significantly reliable as it was 0.867. A series of independent samples t-test was
employed to find answers to the research question "Do the demographic features of EFL
teachers have an impact on EFL teachers’ level of FLTA?” by displaying the relationship
between FLTA and the teachers' background information of teaching experience, in-service
training participation and educational levels of bachelor's and postdoctoral degrees. Next, the
relationship between FLTA and FLLA was examined by correlation analysis to find an answer
to the research question "Is there a significant relationship between FLTA and FLLA?” Finally,
regression analysis helped to decide to what extent FLLA had an impact on FLTA.
As for the qualitative analysis, self-report forms and interview forms were analyzed
descriptively and in content to find an answer to the research questions "What are the factors
leading to teaching anxiety in Turkish EFL teachers working at private schools?” and “What
strategies do Turkish EFL teachers employ to cope with their anxiety before, during and after
the lecture?”, and “Which language skill causes anxiety most while teaching?”.
Results
Quantitative Data Analysis
Since data were distributed normally (p>.05), independent samples t-test was employed
to examine the relationship between FLTA and background features of in-service training,
education levels, and teaching experience.
Table 1. Independent Samples t-test result for the relationship between FLTA and inservice pieces of training participation

Groups

n

Mean

SD

Participating

4

2.3889

.65263

Not Participating

3

3.1667

t
-1.848

df
5

p
.124

.34694

As Table 1 shows, there is no significant difference between the teachers who participate
in the in-service training and those who do not in their FLTA levels although the mean ranks
differ from each other (p=.124; p>.05).
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Table 2. Independent Samples t-test result for the relationship between FLTA and
education level
Table 2 shows that there is a significant difference statistically between the teachers
FLTA

n

Bachelor’s degree

mean
3

Postgraduate degree

4

SD
3.2778

t
.16667

2.3056

d
2.943

p
5

.032

.54149

who have a bachelor’s degree and the ones who have a postdoctoral degree regarding FLTA.
(p=.032; p<.05)
Table 3. Independent Samples t-test for the relationship between the teaching experience
and FLTA
Table 3 shows that there is a significant difference statistically between the teachers
FLTA

n

mean

SD

t

1-10 years

2

3.3611

.11785

3.226

10+ years

5

2.4667

.59135

d

p
4.650

.026

who have up to 10 years of experience and more than 10 years of experience regarding FLTA
(p=.26; p<.05).
Next, the mean values of TFLA (Teacher Foreign Language Anxiety) and FLLA
(Foreign Language Learning Anxiety) were computed for each participant to be compared
descriptively.
Table 4. Comparison of mean values of FLTA and FLLA
Participant

Mean value of FLTA

Mean value of FLLA

1

3.44

2.70

2

2.61

3.18

3

1.56

2.09

4

2.28

2.73

5

2.78

3.03

6

3.28

3.36

7

3.11

2.27
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In Table 4, it should be noted that participant 3 who has the lowest mean value of FLTA
has the lowest mean value of FLLA, too.
Table 5. Correlation between FLTA and FLLA
F
LTA
FL

Pearson Correlation

TA

FLA
1

Sig. (2-tailed)

FL

.473
.284

N

7

7

Pearson Correlation

.

1

LA

473
Sig. (2-tailed)

.
284

N

7

7

Correlation between FLTA and FLLA was tested to find an answer to “Is there a
significant relationship between FLTA and FLLA?". As can be seen in Table 5, there is a
positive relationship (r=.473) between FLTA and FLLA, which means when FLTA increases
FLLA increases, too. When FLLA decreases FLTA decreases. However, none of the variables
have a relationship with each other. (p=.284; p>.05).
Table 6. Regression analysis to examine the relationship between FLTA and FLLA
Model Summary
Std.
M

R

odel

R
1

.47

Square

Adjusted
R Square

.224

Error

of

the

Estimate

.068

.62994

3a
a. Predictors: (Constant). FLLA_
As can be seen in Table 6, 22.4% of FLTA can be explained by FLLA, which means
that 22.4% of FLTA is comprised of FLLA. This result supports the correlation coefficients in
Table 5.
Qualitative Data Analysis
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Data collected through background questionnaires, self-reports, and interviews were
analyzed regarding recurring themes. First, self-reports were given to the participants as it
required a longer period of five days to be completed. Next, a background questionnaire was
applied. Finally, structured interviews were organized.
Background questionnaire
Background questionnaire required to identify age, gender, teaching experience,
education level, in-service training participation and to order the skills from difficult to easy.
Table 7. The order of skills in terms of teaching difficulty
Descriptive Statistics
Mini
Difficulty in
Grammar

N
mum
7

Maxi
mum

1.00

5.00

Mean

Std. Deviation

3.714

1.70434

3.142

1.57359

3.000

1.41421

2.428

.97590

2.000

1.73205

3
Writing

7

1,00

5,00
9

Listening

7

1.00

5.00
0

Reading

7

1.00

4.00
6

Speaking

7

1.00

5.00
0

N

7

Table 7 shows the mean difficulty values of teaching skills as an answer to the research
question: “Which language skill causes anxiety most while teaching?”. As can be seen,
participants find grammar teaching the most difficult to teach with a significant mean value of
3.7143. Next, writing skill appears to be the second in the difficulty ranking with the mean
value of 3.1429. As the table shows, teachers seem to find speaking skills the easiest to teach
with the mean value of 2.0000.
Self-Report Forms
The answers for the interview questions were analyzed and classified into themes and
categories depending on the recurring themes.
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Table 8. FLTA factors and coping strategies from self-report forms



Factors leading to anxiety

Strategies to cope with anxiety

Teaching certain skills 6 %85

Organizing word-writing competitions in the classroom (2)

Not knowing how to teach writing to
young learners (4) 71%

Using dictation technique (2)
Organizing spelling-bee competitions (3)
Reading scripts using intonation slowly (3)





Not knowing how to teach listening (3)

Using songs and stories (3)

42%

Explaining rules in Turkish (2)

Not knowing how to teach grammar (6)

Teaching grammar implicitly (2)
Teaching grammar comparing with Turkish grammar (3)

85%

Roleplay (3)
Dramatization (3)
Playing linguistic games (3)

Lack of proficiency in English


Fear of speaking (6) 85%

Directing questions to students and making them speak (5)
Reading books about FLSA but do not think it works (1)
Doing lesson plan so knowing what to say and where (4)
Trying to relieve anxiety through self-calming to increase selfconfidence but do not think it works (1)
Practicing pronunciation before lessons (2)



Fear of doing wrong pronunciation (6)

Organizing spelling-bee competitions (2)

85%
Technological disorders during lessons
(6) 85%

Having a state of art mobile phone and an internet connection
personally (2)
Bringing extra materials to teach English other than
technological in case of emergency (5)

Student behaviors (6) 85%


Less participation in courses (4) 71%



Naughty behaviors (6) 85%

Preparing intriguing materials (5)
Role-play, Dramatization (6)
Playing linguistic games (6)
Simulation technique (3)
Cooperative learning, Question answer technique (6)
Giving responsibilities to students showing inconvenient
behaviors (5)
Talking to students outside the class in private (5)
Talking to the parents (4)
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Trying to raise students' awareness of the importance of English
by bringing students and persons who speak English while doing their
professions and making use of audio-visual aids on the subject (2)
Lack of vocabulary (5) 71%

Using the synonyms (3)
Asking the word forgotten to the students (4)

Teachers appeared to have some problems provoking their FLTA such as having
difficulty in how to teach certain skills, lack of proficiency in English, student behaviors, lack
of vocabulary, and technological disorders during lessons. Teachers expressed their coping
strategies in detail, shown in the table.
Interview Findings
The answers for the interview questions were analyzed and classified into themes and
categories depending on their frequency of repetition below:
Table 9. FLTA factors and coping strategies from structured interview questions



Factors leading to anxiety

Strategies to cope with anxiety

Teaching certain skills

Organizing word-writing competitions in the classroom (2)

Not knowing how to teach writing to young
learners

Using dictation technique (2)
Organizing spelling-bee competitions (3)
Reading the scripts using intonation slowly (3)



Not knowing how to teach listening

Using songs and stories (3)
Explaining rules in Turkish (2)



Not knowing how to teach grammar (6) 85%

Teaching grammar implicitly (2)
Teaching grammar comparing with Turkish grammar (3)
Roleplay (3)
Dramatization (3)
Playing linguistic games (3)

Lack of proficiency in English


Fear of speaking (6) 85 %

Directing questions to students and making them speak (5)
Reading books about FLSA but do not think it works (1)
Doing lesson plan so knowing what to say and where (4)
Trying to relieve anxiety through self-calming to increase
self-confidence but do not think it works (1)
Practicing pronunciation before the lesson (2)



Fear of doing wrong pronunciation English

Organizing spelling-bee competitions (2)

(6) 85%
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Technological disorders occurring during
the lesson (6) 85%

Having a state of art mobile phone and an internet
connection personally (2)
Using extra materials to teach English other than
technological (5)

Student behaviors

Preparing intriguing materials (5)



Less participation in courses (3) 42%



Naughty behaviors) (6) 85%

Role-play, Dramatization (6)
Playing linguistic games (6)
Simulation technique (3)
Cooperative learning, Question answer technique (6)
Giving

responsibilities

to

the

students

showing

inconvenient behaviors (5)
Talking to the student outside the class in private (5)
Talking to the parents (4)
Trying to raise students’ awareness of the importance of
English by bringing students and persons who speak English doing
their professions and making use of audio-visual aids on the subject
(2)
Lack of vocabulary (5) 71%

Using the synonyms (3)
Asking the word forgotten to the students (4)
Watching films, series, documentaries, and different videos

Lack of sufficient knowledge of English
culture (4) 71%

on the internet (6)
Listening to podcasts (3)
Reading magazines and newspapers about the target
language culture (2)
Talking to native speakers if possible (4)

Teaching certain levels

Trying to prepare materials in line with multiple intelligence

Difficulty in managing the class due to the

teaching (3)

heterogeneous distribution of students in terms of

Role-play (5), Dramatization (5)

success in the same class (6)

Playing linguistic games (5)

Strict

and

85%

demanding

school

Giving briefs as often as possible (6)

owners/managers (6) 85%
Excessive expectations of parents (6) 85%

Meeting parents frequently (6)

Insufficient teacher education at the

Watching teaching methods on the internet (7)

undergraduate degree (7)

Reading books about teacher training (4)
Reading books about how to teach skills (5)
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Insufficient foreign language learning
education at an undergraduate degree (7)

Watching videos in English (7)
Reading books in English (7)

As indicated in Tables 8 and 9, having difficulty in teaching certain skills, lack of
proficiency in English, student behaviors, lack of vocabulary, technological disorders occurring
during the lesson were the common anxiety-increasing factors to both interview and self-report
findings. Interview results displayed that participants suffered from teaching specific levels,
lack of sufficient knowledge of English culture, excessive expectations of private school parents
and school owners in addition to the findings of the self-report. Another prominent finding was
about teachers’ undergraduate education, which is an issue for program developers to consider.
None of the participants considered undergraduate teacher training programs to be efficient
enough to be a language teacher regarding both language learning and learning how to teach
language. They attributed their fear of speaking English to not taking efficient language
education at the university. The reason for teachers to have difficulty in teaching certain skills,
teaching specific levels, and dealing with negatives student behaviors were the consequences
of inadequate and inefficient language teacher training programs.
Discussion and Conclusion
As expected, teaching experience had a significant role in reducing occupational anxiety
similar to the results of studies by Aslrasoulia and Vahid (2014), Dişli (2020), Kesen and Aydın
(2014), Kralova and Tirpakova (2019), Machida (2006) and by Öztürk (2016).
Not having been investigated before, education level proved to have a significant role
in alleviating teachers’ anxiety. This is a new issue this study presents to the relevant literature.
The teachers having postgraduate degrees have lower levels of teaching anxiety than the ones
having a bachelor’s degree. This claim may cause teacher training program developers to raise
the minimum education requirement from undergraduate education to postgraduate education
to be a language teacher, which is a current issue of the Ministry of Education in Turkey
(MEB,2020)
In-service training participation was another factor that has not been examined before.
The results proved no significant relationship with FLTA in contrast to a general understanding
that in-service programs contribute to teachers positively to improve their teaching quality and
increase the success rates. It is being meaningless may arise from inadequately and carelessly
organized programs. The institutions may revise their targets to implement in-service training
programs effectively and get a significant success rate in language teaching.
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The relationship between FLTA and FLLA was proved to exist as Horwitz (1996)
claimed that teachers are also lifelong foreign language learners themselves and their FLLA
should be considered while preparing language teacher training programs. The results displayed
that there is a positive relationship between FLTA and FLLA, which means when FLTA
increases FLLA increases and when FLLA decreases FLTA decreases, too. The next step was
about to what extent FLLA can explain FLTA. Regression analysis results illustrated that 22,4%
of FLTA can be explained by the existence of FLLA. Thus, while preparing a teacher training
program, necessary corrections should be made to alleviate the candidates’ FLLA to guarantee
lower levels of FLTA in the future.
The qualitative data analysis provided a good amount of information as to the research
questions establishing the basis of the study. The findings from interviews and self-reports
showed that participants suffered from lack of proficiency in English (Kralova & Tırpakova;
2019; Machida, 2016), fear of speaking English (Kim & Kim, 2004; Kralova & Mala, 2018;
Machida, 2016), having difficulty in how to teach certain skills (Agustiana, 2015), teaching
specific levels (Frenzel et al, 2015; İpek, 2016; Kim & Kim, 2004; Öztürk, 2016, technological
disorders occurring during the lesson (Aydın, 2016), student behaviors (Dişli, 2020; Frenzel et
al, 2015; Horwitz, 1996; Kyriacou & Stephens, 2019), lack of vocabulary (Kralova &
Tırpakova, 2019; Öztürk, 2016), lack of knowledge of English culture (Aslrasoulia & Vahid,
2017; Öztürk, 2016), expectations of parents (Aslrasoulia & Vahid, 2017) and expectations of
private school managers and owners. The expectations of private school owners and managers
issue have not been examined before, so it is also new to the literature. The most frequently
applied method to control anxiety in the classroom appeared to be playing games,
dramatization, and role play. Fear of speaking in English seems to be the leading factor just as
it has been the most frequently mentioned one in the previous research. Another finding from
the analysis of background questionnaires, interviews, and self-report was that grammar was
the most difficult skill to teach.
Even though this study had triangulation in methods and instruments, the sampling was
limited to seven participants. Most of the candidates did not want to take part in such research
since they were afraid to give their professional secrets although they were promised not to be
revealed. Additionally, the length of the study had to be relatively short. Thanks to the methods,
triangulation, and instruments it carries, this study deserves to be taken into consideration and
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repeated in an enhanced version in the future. The suggestion for further research would be to
choose the sample from as many institutions as possible regardless of their being private or
public school and extend the research duration to a longer period. This type of selection would
allow the future researcher to have more variables and get more information on the issue.
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The Effect of Teacher’s Direct Corrective Feedback on EFL Learners’ Writing
Accuracy in English Language Classes
Nadia Zerrouki1
Imen Amiar2
Abstract
This research work investigated the role of direct less focused feedback on students’ writing accuracy. Indeed,
writing has always been one of the most important skills that is needed in all the modules of EFL learners and
may be the most difficult one to master by EFL learners. As a matter of fact, the primary goal of this study is to
bring insight to the issue of feedback and its relation to writing development by investigating more specifically the
relationship between direct less focused feedback and writing accuracy. Two main research questions have been
raised and two main research instruments were used in order to gather data to help us answer the aforementioned
research questions. The data consisted of pre-post tests scores used to display the relationship between direct
feedback and writing accuracy in terms of articles, spelling, tenses, prepositions, and punctuation. Additionally,
the second research tool consisted of students’ paragraphs written in three weeks of the experiment about different
topics. These paragraphs were designed and used as supporting tools to the quantitative procedure (pre-post tests
means and scores), in order to elicit qualitative data and have a more accurate view concerning the relationship
between direct focused feedback and writing accuracy. Eventually, the findings obtained from the pre-post tests
showed a slight relationship between direct focused feedback and writing accuracy as there was no big difference
between the mean score of the experimental group before and after the treatment, on the one hand, and the results
gained from the qualitative analysis of students’ paragraphs during three weeks of the treatment, on the other
hand. Moreover, the study findings demonstrated that direct less focused feedback enhances students’ writing
accuracy in terms of articles and tenses, while it did not improve their writing skill in terms of punctuation,
spelling, and prepositions. Henceforth, the findings justified the reason why the relationship between the two
variables was weak.
Keywords : Direct less focused Feedback, Writing Accuracy.

Introduction
Teaching is a process by which teachers provide learners with a given knowledge and
help enhance skills. On the face of evidence, this process is not an easy task since it needs a lot
of efforts and strategies from both teachers and learners. As far as foreign languages teaching
is concerned, the process becomes more difficult because teachers have to enable their students
to master the language skills of foreign languages that are totally different from their native
ones. As a matter of fact, teachers’ first task is to improve the way students use the language in
terms of the four skills, i.e. writing and speaking which are productive skills, reading and
listening which are receptive skills. Writing skill is one of the most pivotal skills that has crucial
position in EFL teaching as it allows individuals from different cultures to communicate.
However, teaching and learning writing skill is not an easy enterprise and this fact triggered
1
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many investigations in the field of EFL. Among the topics covered, teachers’ feedback on
students’ writings is one of the most debated. In fact, the dispute led by many scholars (Ferris,
1999) set the importance of feedback in the achievement of writing accuracy, without reaching
an agreement concerning the way feedback should be conducted in foreign language learning
context. Besides, investigating teachers’ feedback types with special reference to direct and
indirect feedback on writing accuracy has been an additional subject of intense fascination for
many scholars in the field of L2 writing (Bitchener, 2008; Ferris, 1995; Ferris and Hedgcock,
1998; and Lalande,1982). The question of which type of feedback is more effective in
enhancing writing accuracy is a subject of a great challenge and contention among researchers
who last agree that there are no straightforward conclusions concerning the right type to use in
EFL classes. Broadly, the term feedback is described as any kind of information given either
by teachers or parents about features of one’s comprehension or performance (accurate
linguistic patterns). Many investigations were carried out to explore the effectiveness of
different kinds of feedback on writing. For example, teachers’ feedback, peer feedback, etc.
Indeed, a renewed interest in feedback shifted to the written teacher corrective feedback and its
effectiveness in EFL classrooms. Teachers’ corrective feedback is the written comments or
information given by the teachers regarding students’ success or failure in their writing task
with the aim of developing learners writing accuracy. In the light of what has been mentioned
previously, our research study will delve this issue by examining teachers corrective feedback
in an Algerian university context, by investigating the issue among students of English ,
belonging to the Department of Foreign Languages and Literature of the University of
Boumerdes, in order to account for the application of different strategies of corrective feedback,
namely Direct type of feedback , in improving English foreign language writing in terms of
grammatical accuracy and writing quality in general. At this point, it is worth mentioning that
Writing represents a unique and crucial mode of learning among students because it is the skill
that is required in all the modules of EFL classes. More importantly, it is a skill that is demanded
in the majority of exams conducted at the Department as most of the evaluations are given in
written forms. However, through our experience as English language learners, we have noticed
that students have difficulties to write appropriately, particularly in terms of grammatical
accuracy, as very few opportunities to write in the classrooms are provided. Indeed, the big
number of students and time constraints are very much felt especially when we know that
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writing skill requires primarily time availability and practice activities to achieve high writing
performances. Teachers’ feedback in this case becomes an element of paramount importance
in developing writing accuracy by guiding students first steps in writing and correcting their
possible and eventual writing mistakes or errors(used interchangeably in this work to mean the
same).In this work, one type of teachers’ corrective feedback which is the direct one is selected.
It is a kind of feedback that occurs when the teachers identify and point to the mistakes and
correct them, or supply students with the correct form of linguistic aspects (grammar,
punctuation, etc). Again, the question of whether direct corrective feedback is effective in
enhancing students ‘ grammatical accuracy has been a subject of great contention among
scholars (Ferris ,1999;Truscott,1996). However, many of them sustained the positive effect of
direct feedback on enhancing writing skill as it is demonstrated in the works dealt with the
topic, mentioned in the review of the literature of the present work. In sum, when reviewing
direct feedback research in the field, one has to conclude that no agreement among researchers
about the effectiveness of direct feedback in writing accuracy in EFL classrooms is reached and
no conclusive findings about its effectiveness can be firmly stated as Ferris (2004) declares.
Therefore, studies on direct feedback are highly needed to confirm or disconfirm the role of this
type of feedback in developing the writing skill.

1.1 Aims of the study
The present study aims first at understanding whether direct teachers’ corrective
feedback affects students’ writing accuracy. Second, exploring writing classes of the
Department will help us to understand how writing sessions are carried out and
eventually have a clearer picture concerning the different corrective strategies used by
teachers when teaching writing. By doing so, this work aims at providing an authentic
account about what happens really in language classes by shedding light on the use of
direct feedback to better understand the feedback process and answer the research
questions of our research topic.

1.2 Significance of the Study
The significance of the present study lies on providing a clear understanding about
the role of direct feedback in enhancing students writing accuracy. In fact, we believe
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that our research work will be beneficial to teachers to examine the effectiveness of
direct corrective feedback in students’ writing accuracy. Providing that direct feedback
has a positive influence on students’ writing accuracy may lead teachers to pay more
attention to the use of this type of feedback as a teaching strategy in the language classes
that may reduce students’ mistakes when writing any kind of composition and thus
enhance their writing skill.
Besides, this work comes as a tentative contribution to disclose the very important
topic of teachers’ corrective feedback in language classes and its role in developing
students writing skill, and hence fill the gap in corrective feedback research field. In
fact, when reviewing direct feedback research in Algeria in general, and at the
University of Boumerdes in particular, very little was done in the field. Therefore,
studies on the topic are highly needed to confirm or disconfirm the positive or negative
impact of this type of feedback on students writing accuracy.

1.3 Research Questions Statement

To achieve the aims of the present study, two questions are raised:
1. Does teachers’ direct less focused corrective feedback affect writing accuracy?
If Yes;
2. How does direct less focused feedback enhance writing accuracy?

2. Review of Related Studies
Writing has a great importance in English language classes. Indeed, the need of mastering
writing skill is highly demanded from the part of EFL students because it plays a great role in
their academic success. Besides, dissertations, proposals and nearly all the exams at the
Department of Foreign Languages of the University of Boumerdes require written production.
In other words, students’ knowledge and understanding are mostly presented via writing.
However, many EFL learners find difficulties when they write, because of the limited number
of opportunities to write in the classroom because of the time scheduled to teach writing which
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consists of one hour and a half per week, with large classes that comprise up to 40 students in
every group. In this particular case, teachers strive hard to control, evaluate, read and correct
students’ written compositions by providing at the same time feedback on students’ written
works. To many scholars (Hyland, 1990; Richard and Lockhart, 1994; Ferris, 1996) feedback
plays a great role in improving students’ writing accuracy since it encourages students to
develop their writing skill. Writing accuracy refers to the correct use of grammar and freedom
from errors as claimed by Foster and Skehan (1996). In addition, it gives students the
opportunity to revise their writings several times for the aim of producing a much improved
piece of written compositions. As mentioned earlier, there are many types of feedback among
which we can distinguish direct and indirect corrective feedback in teaching English as a foreign
language.
However, for a long time, these two types have fuelled a heated debate concerning the
supremacy of one type over the other, without reaching conclusive results concerning the
effectiveness of both. In what follows, an attempt to set the scene of the research works
conducted on writing and feedback are made necessary to understand the issue of the topic
under scrutiny. In fact, by giving definitions of the terminology related to the topic and
explaining the different researchers standing points, this will undoubtedly help us to understand
and build a better knowledge which is documented by all the works that fuelled the heated
debate concerning the efficiency of feedback types in general, and Direct feedback more
specifically.
2. 1.Definitions of Writing
Because of the cognitive process that presents the stages such as thinking, making
decisions in which students go through in their written compositions, writing is considered as a
complex process. To Hedge (2000): Writing is the result of employing strategies to manage the
composing process, which is one of the gradually developing a text. It involves a number of
activities: setting goals, generating ideas, organizing information, selecting appropriate
language, making a draft, reading and reviewing it, then revising and editing. It is a complex
process which is neither easy nor spontaneous for many language writers. (Hedge, 2000, cited
in: Setrallah, 8).
White and Arndt (1991) also view writing as a complex process by stating that:
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Writing is far from being a simple matter of transcribing language into written symbols:
it is a thinking process in its own right. It demands conscious intellectual Effort which usually
has to be sustained over a considerable effort of time. (cited in:Maha, 9). To White and
Arndt(1991), writing is not just a use and a combination of symbols and graphs to produce
written compositions, rather, it is a process which demanded mental efforts ( thinking , drafting
and adding new ideas) to produce a meaningful piece of writing.
Providing feedback in teaching writing is one of the most important teachers’ tasks in
EFL classes. Thus, Teacher written feedback (hereafter, TWF) has been a subject that enjoyed
prosperity in the writing research literature. Most studies (Ferris, 1999; Ferris and Roberts,
2001) that have been carried out in this field stress the importance of TWF effect on students’
writing accuracy, when learners receive written feedback by showing, indicating and signaling
the points of strength and shedding light on the weaknesses and deficiencies that need correction
in their writings. Correspondingly, what follows explains the definitions provided to explain
what written feedback is, by referring to its different types, and by focusing more specifically
on the “less focused Direct teacher corrective feedback” and its effectiveness on EFL learners’
writing accuracy, which is the focal point of our investigation.
2. 2. Defining Feedback
According to Hattie and Timperley (2007), the term feedback broadly means any kind of
information given either by teachers or parents, about features or aspects of once understanding
and performance. In the same scope, Richards and Schmidt (2000) defined feedback as
“comments or other information that learners receive concerning their success or failure on
learning tasks, either from the teacher or other persons” (Richards and Schmidt , Cited in:
Setrallah, 21). Building on this claim, we can state that there are different types of feedback,
from which we can distinguish teacher corrective feedback.
2. 3. Definition of Teacher Written Feedback (TWF)
TWF is defined by Ur (1996) as “information that is given to the learner about his or her
performance of a learning task, usually with the objective of improving this performance” (Ur,
242). In fact, to Ur, TWF means the response which is given by the teacher on students writing
compositions by correcting their mistakes, for the aim of developing their writing accuracy.
Correspondingly to Harmer (2001), teacher corrective feedback refers to the information or
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response that students receive from their teachers about the mistakes that occur in their written
tasks, by assessing and measuring the positive aspects and correcting the wrong ones.
2. 4.Types of Teacher Corrective Feedback
Ideally, two types that are widely used by teachers have been identified and sorted out:
direct and indirect teacher corrective feedback. As there are inconclusive results that are present
in this field , this study is set on the ground of examining the effectiveness of direct feedback
on EFL writing accuracy , but what is direct corrective feedback and what are its different
forms?. In what follows, explanations of both direct and indirect feedback are provided, along
with the different form of each type in respect to each type’s nature and practices.
2.5 .Direct Corrective Feedback
Direct Feedback is a type of feedback that happens when teachers recognize or identify
the mistakes and correct them to enable students to rewrite the correct forms on their written
essays or paragraphs (Ferris, 2003, Bitchener et al, 2005). Teachers provide direct corrective
feedback on students’ mistakes in writing in different ways. For example, teachers can add or
omit items in students’ writing, as the omission or / and the addition of prepositions and articles
when they are needed, or when teachers rewrite the correct form above or under the wrong
items (cited in: Punawarman,2011).It is divided into two sub-types which are called focus and
unfocused feedback that teachers can choose from. The following paragraphs are designed to
explain these two sub-types of direct feedback.
2.5.1. Direct Focused Feedback
According to Ellis (2008), focused type of feedback is defined as every feedback in which
teachers provide feedback on specific and selected grammatical errors such as past tense,
prepositions and articles, while other grammatical aspects such as adjectives, punctuation and
nouns are ignored as Van Beuningen (2010) claims” Focused corrective feedback targets a
(number) of specific linguistic features only” (cited in : Abuseileek and Awatif
,78).Additionally, Sheen et al (2009) argues that this kind of corrective feedback is based on
both lexical and grammatical errors.
Focused feedback is generally divided into two types: the highly focused feedback in
which teachers focus only on one kind of errors such as tenses, whereas less focused feedback
is a type of feedback in which teachers focus on two or more types of errors, such as auxiliary,
prepositions, punctuation and articles (Ellis et al, 2008). At this point, it deems repeating that
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our study concern will stress on this particular type of direct feedback which is “direct less
focused feedback”, by taking into account the correction of some grammatical aspects of the
language and investigate its effect on students’ accuracy development and hence answer the
research questions raised in the present study.
2.5.2. Direct Unfocused Feedback
Direct Unfocused Feedback is described as the feedback in which teachers provide
correction for all the errors made by students in a piece of writing as VanBeuningen (2010)
states”Unfocused corrective feedback involves correction of all errors in a learner’s text”(cited
in:Abuseileek and Awatif,78 ).On the face of evidence, this type of feedback is time consuming
and not practical at all.

2.3.The Debate on the Effectiveness and Ineffectiveness of Feedback
According to the wealth of insights given by many researchers, we can say that teachers’
written corrective feedback in teaching writing accuracy has been a subject of much debate in
the field of EFL. In this sense, Truscott’s (1996) was one of the famous researchers who claims
that corrective feedback is harmful since it hampers learning process This strong negative view
gives birth to the emergence of another totally opposing opinion. It is the idea of Ferris (1999)
who sheds light on the importance of corrective feedback and its cardinal role and virtue in
enhancing writing skill (cited in: Chandler, 2003). Other studies shift to another big issue which
is the impact of different types of feedback on writing accuracy. Many scholars try to investigate
which type of feedback can better improve writing skill, is it the direct or the indirect feedback.
These debates are important because they open other vistas for doing research to check which
type of feedback is more effective. As a matter of fact, various works of research support the
idea that indirect feedback is much more efficient than direct feedback, because it helps learners
to improve their writing accuracy over time as Ferris and Roberts (2001) state. This view is
supported by subsequent studies carried out in different universities and by scholars among
them Ghandi Maghsoudi (2014) who claims that indirect feedback is more successful than any
other type of feedback. In fact, Maghsoudi conducted his experiment at the University Of Iran
and found out that indirect feedback has strong and long term effectiveness. In the same
perspective, Balghazida and Dadashi (2011), Moser and Jasmine (2010) support the same idea
of considering indirect feedback more important and effective in developing writing ability.
Consequently, these conclusions emphasize the labors realized by scholars as Lalande (1982),
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Ferris and Roberts (2001).However, there are other works that gave more importance to direct
written corrective feedback among them Hashemnezhad and Mohammed Najad (2012) who
state that “Feedback on form, in the form of direct feedback, is more beneficial than indirect
feedback especially for non-proficient learners” (Journal of writing research 230). To support
this view, Mostafa Mirzaii (2013) assumes that direct feedback is effective in the context of
genre-based instruction on job application letter writing mostly. Finally, the work of Barbara et
al. (2011) examined the role of feedback in writing (grammar) which supports the same results.
Eventually, these findings came to corroborate the works done by Chandler (2003), Van
Beuningen et al (2008) and Suzuki (2012), while other scholars such as Bitchener et al (2008)
supported a middle position by pointing out that both direct and indirect feedback are effective.
Accordingly, it is worth mentioning that the ongoing debate on whether focused or unfocused
feedback improves writing accuracy has been an additional subject that inspired great interest
among scholars such as Ellis ( 2008), Sheen( 2007), Murakami and Takashima( 2008), Truscott
and Hsu ( 2008). As mentioned earlier, unfocused feedback means to correct all the students’
errors in their works either directly or indirectly, whereas focused feedback is to correct some
specific types of errors and ignore other errors, Ellis et al, (2008) and Van Beuningen (2010).
Correspondingly, Ellis et al, (2008) claim that there is no difference between focused and
unfocused feedback in writing accuracy (cited in: Fazilatfar, et al, 2014). Indeed, both of them
are important in reducing students’ errors in terms of definite and indefinite articles. As a matter
of fact, this result is supported by the study done by Rouhi and Samiei (2010) and Frear ( 2010)
who argue that focused and unfocused feedback are both effective in developing writing
accuracy in terms of past simple tense more specifically (cited in:Araghi and Farnaz, 2014).
However, other scholars Bitchener et al (2005), Sheen (2007), Sheen et al (2009),
Farrokhi (2011) and Farrokhi and Sattarpour (2012) stress the importance of focused feedback
over unfocused feedback in terms of grammatical and writing accuracy in general. Indeed, they
found that focused feedback improves better writing accuracy in terms of articles and
grammatical errors (Cited in: Alimohammadi and Dariush, 2014). Contrariwise, Truscott and
Hsu (2008) declare that unfocused feedback is more effective in enhancing writing accuracy
than focused feedback. Indeed, they found that learners who received unfocused feedback made
few errors in their writing compared to those who received focused feedback. In sum, and in
the light of what has been said above, the inconsistency of the results and the growing amount
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of evidence which supports the effectiveness of focused feedback over unfocused one, it is clear
that more research is needed in this area. Thus, our research aims to investigate the role of direct
focused feedback on writing accuracy and tentatively help in shedding more light on the topic
to better understand feedback issue in language classes.

3. Methodology Choice

To achieve the study objectives, a mixed method that combines a quantitative /
quasi experimental method with a qualitative method are used in the present
investigation. In fact, our study is a two-step investigation. The first step consists of the
examination of data obtained by following a correlational method which is a type of a
quasi-experimental methodological framework, in which the findings are obtained
basically via the use of students’ tests before and after the experiment.
The second step consists of a qualitative method that aims at analyzing every
student ‘s progress through the examination of their written language by comparing
students written paragraphs from week one (1) to week three (3), in order to understand
how direct focused feedback enhances writing accuracy in terms of articles, tenses,
prepositions, punctuation, and spelling errors. This process starts with measuring the
number of errors in students’ written paragraphs before supplying them with direct
feedback and after, to account for which language items are more affected than others
by feedback. The research investigates possible correlation between the dependent
variable which represents the students’ writing accuracy, which depends on direct
focused feedback, represented as the independent variable of the experiment. The
independent variable in this case acts as a stimulus or treatment which is applied to the
experimental group to test the teacher’s direct feedback effect on the students writing
accuracy development.
The qualitative step consists of analyzing and detecting the impact of direct
feedback by tracing the development of every grammatical item from week one to week
three. By doing so, we wish to provide a closer look at the changes that occur at every
grammatical entity, which cannot be achieved by scores calculation. The qualitative
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research findings will thus help us to explain how the feedback impacts on accuracy and
therefore answer the second research question of this study.
3.1. Participants and Sampling Procedures
Concerning the population, this study involves second year students of English
enrolled in the LMD system at the Department of Foreign Languages and Literature, at
the University of M’Hamed Bougerra, Boumerdes. The data obtained was collected
from a sample of seven (7) English students ranging from 20 to 22 years old who
enthusiastically and kindly accepted to participate in this study. Additionally, our
research involved the participation of one teacher who taught the module of writing at
the Department of Foreign Languages and Literature, who kindly accepted to take part
in this study. The teacher, after briefing him, taught the group for three weeks. Students
were asked to write three paragraphs on different topics during these weeks. In fact, the
students’ paragraphs were collected, carefully read and the students written paragraphs
were treated by using direct focused corrective feedback to correct grammatical errors.
During the experiment, the teacher asked the students to write different topics. Nearly
forty five (45) minutes of time was allocated to write every paragraph. While writing,
the students were reminded about the importance of grammar. They were also informed
that they received direct focused correction on their grammatical mistakes. Finally, the
corrected written paragraphs were collected and taken to make photocopies for the sake
of analysis, and then returned to the teacher and then students.
3.2. Data Collection Procedures
Two main instruments are used, notably tests that are divided into pre and post
tests, and students’ written paragraphs produced during the three weeks of investigation.
What follows is a detailed description of these tools and procedures used to collect data
by providing the major steps followed in the present study. Pre and post tests design is
an important part of a quasi- experimental framework, whereby participants were tested
before and after the treatment. In order to test a group of students, we should first select
the group to test. Then, the treatment by the teacher takes place. This step is crucial as
it helps to capture changes on learners, and then test them to notice whether any
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improvement is taking place. In the present study, second year students are tested on
their writing accuracy before the treatment, afterwards, the teacher supplies them with
direct focused feedback when she corrects their written compositions as an experimental
or treatment phase, and after a period of time (three weeks), we test them again to see if
their writing accuracy has improved or not .

Moreover, in quantitative / quasi-

experimental studies, the use of tests has great benefits and importance. Tests are
generally considered as important instruments in data collection procedures because
they help to extend researchers insights about participants’ proficiency levels in a
numerical fashion which is the closest representation of quantitative types of research.

3.2.1 The Pretest
As mentioned earlier, the pretest is given at the beginning before implementing
the experiment. The test was administered one week before the experiment to assess
students writing accuracy before experiment. The process of conducting the pretest is as
followed: All the students were arranged in a well-organized way which allowed enough
distance between them. Each student had her/his paper that included the following
question: In not less than 20 lines, write a paragraph about a given topic. Intentionally,
it was a question in which students were asked to write argumentative paragraphs where
they can express their ideas as freely as possible. The students were given enough time
to write their paragraphs that was nearly forty five minutes for every composition. It is
worth mentioning at this point that for the purpose of maximizing tests’ validity and
reliability, the pretest was constructed by the teacher herself who kindly accepted to
design the test in order to reach a consistent and relevant corpus that represents the real
students writing level. During the three weeks period, teacher direct focused feedback
took place. Indeed, the teacher gave the students topics to write about in the classroom;
at the end of the section, the papers were collected for correction. As a next step, the
teacher gave us the students’ papers in order to photocopy them, and gave them back to
the students to check their errors. This process was continued during the three weeks.
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3.2.2. The Posttest
The posttest is used to measure students writing accuracy after the treatment.
Indeed, after the three weeks of direct focused feedback treatment, students were given
the posttest, and the same process was followed. As it is stated before, the objective of
the posttest is to check the impact of teacher direct focused corrective feedback on the
improvement (or the failure) of students’ writing accuracy in terms of grammatical
errors. More importantly, the posttest was the students’ third semester exam. This helped
us to investigate their exams papers in our study and bring authentic data. Figure 3
clarifies the main stages of the research experiment.

3. 3. Data Analysis Procedures
Given the nature of our study, the analysis of the data collected required an
elaboration of a scoring system in order to compare students’ achievements in the pre
and posttests. For this reason, participants’ data in both tests were scored by using a
system scoring depending on the aim of our research questions. The following table
explains the division of the scores on students’ grammatical aspects.

Grammatical

Scores

aspects
Articles

02

Tenses

02

Prepositions

02

Punctuation

02

Spelling

02
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Total

10

Table1. The division of the scores on students’ grammatical aspects
Each grammatical aspect was scored by giving two points for each aspect
performed accurately and with zero error. The scores decrease with the number of errors
made by the students. As noted, the mentioned grammatical aspects have the same
scores because we believe that all the aspects have the same importance.
3.3. 1. The Procedures of Analyzing Students’ Written Paragraphs from
Week One to Week Three
Before starting the pretest analysis, the student’s papers were collected and errors
identified by the teacher who used direct focused corrective feedback. After that, the
papers were given to us in order to score them, by using the scoring system explained
previously. Consequently, all the students’ papers were examined and all the errors
counted manually to account for the number of errors made in each week. The results
are then presented in tables which display both the number of errors and their frequency.
The

same process was followed when dealing with the posttest scoring and results

presentation. As noted previously, the full score is represented by 2 points when there
is no error made, and the points decrease by the number of errors made, and to
demonstrate the variation in the number of errors and the change in scores, a scoring
table was elaborated and presented as follows:

Number of

Points

Errors
0

2

From 1 to 5

1.5
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From 6 to 8

1

From 9 to 10

0.5

11 and more

0

Table2. The system of evaluating and scoring pre and post tests
By using the table above, the first step consisted of calculating students’ pre and
post tests scores. As a second step, the scores’ means were calculated by using the total
scores of the pre and post tests and dividing them by the number of the students. The
following schema explains the usual mean calculation which is highly recommended in
correlational studies (Alderson, 1995):

M=

∑𝑋
𝑁

M= mean
∑𝑋

X= the score

= ‘the sum of the score ’

∑𝑋
𝑁

=

N= the number of students

𝑡ℎ𝑒 𝑡𝑜𝑡𝑎𝑙 𝑠𝑐𝑜𝑟𝑒 𝑜𝑓 𝑝𝑟𝑒𝑡𝑒𝑠𝑡
𝑡ℎ𝑒 𝑡𝑜𝑡𝑎𝑙 𝑛𝑢𝑚𝑏𝑒𝑟 𝑜𝑓 𝑠𝑡𝑢𝑑𝑒𝑛𝑡𝑠 07

Eventually, the means and scores calculation will help us to compare the
students’ results before and after direct focused feedback experimentation or treatment.
At this point, we were interested in finding how much difference exists between
student’s scores and means before and after the experiment. The pre and post tests results
and analysis were quantified and presented in different tables and graphs which were
followed by an extensive discussion and analysis of the findings. As noted earlier, the
calculation of the
pre-post tests’ means and scores are not enough. For this reason, we added the
qualitative analysis of students’ paragraphs that may support or deny our findings. To
achieve this goal, and answer the second research question which deals with how
focused feedback affects writing accuracy and assess students’ progress, a quantification
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of the errors was necessary and percentages were used to analyze and compare students’
written paragraphs from week one (1) to week three (3). In fact, the comparison and
calculation of the number and percentages of learners’ errors in week one were
compared with those in week two(2) and three(3), in order to look into the amount of
errors frequency and whether the errors corrected were treated or still persist. Therefore,
the data obtained was presented and organized in tables and analyzed using Microsoft
excel that helped us to transform the qualitative data into percentages in order to
facilitate data analysis and interpretation and bring more insight to our study. Thus, we
calculated the frequency of the percentage of each type of errors for each student during
three weeks by quantifying the total number of errors first, and then calculate of the
percentage of these types of errors week by week and one by one using the following
format:
The number of errors of articles in each week×100

=the percentage of

errors in week one in terms of articles
The number of errors of articles in three week𝑠

Accordingly, the same process was adopted to count the percentage of each type
of errors for each student (7 students). We believe in fact that qualitative analysis might
be very beneficial for a better understanding of any research topic, especially when we
know that valid work of research needs a variety of methods which are a combination
of both quantitative and qualitative research methods.

4. Results and Discussions
4.1. Pre and Post Tests Analysis and Discussion
As noted in the outset, the first research data collection procedure consisted of students’
scores in both pre and post tests and the following table is introduced in order to present the
findings obtained. Also, the results of pre and post test’ scores were analyzed in regard to the
first research question that has guided this study. Research question 1: Does teachers ’direct
less focused corrective feedback affect writing accuracy?
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As mentioned earlier, the first research question aims to determine if there is a relation
between focused direct feedback and writing accuracy. To do so, we have counted the scores
of each student before and after the experiment first. Second, we have counted the students’
total scores and means of both pre and post tests. In general, the means of the pre and post tests
were calculated by using the total scores of the pre and post tests and dividing them by the
number of the students. Additionally, the same process is followed in calculating the mean of
the posttest. Indeed, the results are presented in the following table for a better illustration of
the results:

Paragraph

Pre-test scores
7.0

Post-test scores
5.5

Paragraph

5.5

5.0

Paragraph

8.5

6.0

Paragraph

5.5

8.0

Paragraph

5.0

6.0

Paragraph

5.0

7.5

Paragraph

4.0

6.5

Total
Mean

40.5
5.78

44.5
6.35

1
2
3
4
5
6
7

Table 3.1. Students Scores and Means of both Pre and Post Tests

As noted above, the total scores of students in the pretest was 40.5 and in the posttest
44.5, in addition to the mean score of learners which was 5.78 in the pretest and 6.35 in the
posttest. At this point, we may come to the conclusion that there is a relation between direct
focused feedback and writing accuracy but not a very significant one as there is no big
difference between the pre and post tests scores and means since the difference between the
mean of the scores was only 0.57. More interestingly, by carefully examining the students’
scores, significant disparities in the feedback effect are noted. The scores of the pretest reported
in table 3 above indicate an average level in students writing accuracy with scores ranging from
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4/10 to 5/10 for students 7, 5, 6, and 7, who were the low achievers in the pretest, to 5.5/10,
7/10 and 8.5/10 obtained by students 2, 4, 1 and 3, who were good achievers in the pretest. By
examining the above table, we have noticed that the subjects’ scores reached good levels of
accuracy in the posttest. Indeed, the mean score of this group rises from 5.78 in the pretest to
6.35 in the posttest. This improvement concerned students 4, 5, 6, 7 who scored (8/10), (6/10),
(7.5/10), (6.5/10) respectively in the posttest, whereas students 1, 2 and 3 who were good
achievers in the pretest, their scores declined in the posttest to (5/10) (5.5/10) and (6/10).
Therefore, the results would suggest that direct focused feedback may not be effective for good
students but serve best poor students whose scores significantly improved in the posttest.
However, running into quick conclusions should not be part of any research work as we
perfectly know that these results may be corrupted by many reasons such as time limitation,
learners’ proficiency and students’ receptivity to correction. Indeed one hour and a half is not
enough to account for the students’ real level. Additionally, hesitation from the part of the
learners in reading the teacher feedback may affect their performance in paragraphs writing.
Further, the students may not understand and take into consideration the correction of all the
errors (articles, prepositions, punctuation, tenses, and spelling). Last, some students may be
very receptive to direct focused feedback while others may not.
Nonetheless, the results obtained from the pre and posttests help us to answer the first
research question of this study by bringing insights concerning the relation between direct
focused feedback and students’ writing accuracy and identifying the existence of a possible
relationship between the two selected variables. More importantly, since the quantitative results
proved that there is a possible relation between focused direct feedback and writing accuracy,
it is now necessary to explain and show the nature of this relation and account for the effect of
focused feedback on students’ errors, and therefore, writing accuracy.
4.2. The Analysis of Students’ Paragraphs from Week one to Week Three
The second research data collection instrument consisted of students’ paragraphs from
week one to week three collected all along the experiment. Tables are presented in order to
analyze the results obtained. The recommendations about the percentage of students’ errors
from week one to week three are introduced and analyzed in regard to the second research
question that has directed our work of research.
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Research question 2: How does less focused corrective feedback enhance writing
accuracy?
As stated previously, the second qualitative research question aims to explain and show
how direct focused feedback enhances writing accuracy. To reach this objective, we have
counted the number of errors identified in students’ paragraphs in regard to each aspect per
week , then counted the percentage of errors that corresponds to the number of errors for each
student in the five identified types of errors from week one to week three. In order to obtain
the results bellow, we have calculated the frequency of the percentage of each type of errors for
each student, and this was through quantifying the total number of errors first, and then calculate
the percentage of these types of errors week by week and aspect by aspect. Accordingly, the
same process was adopted to count the percentage of each type of errors for each student. The
findings by displaying the targeted grammatical aspects using percentages are presented in the
following tables.
At this point , we believe that it would be more judicious to calculate the students’
percentages in each type of errors in the three weeks separately by taking the percentage of
errors of each type of week (3) minus (-) the percentage of the same type of errors of week (1)
to account for students accuracy development and improvement. Therefore, the following tables
present the results of this work.

Students

Week 03-to week 01

The percentage

Student 01

25% - 00%

25%

Student 02

00% - 00%

00%

Student 03

23.08% - 23.08%

00%

Student 04

15.38% - 00%

15.38%

Student 05

00% - 45.45%

-45.45%

Student 06

00% - 21.43%

-21.43%

Student 07

28.57% - 00%

28.57%

Table 04. Percentages differences from week one to week three in terms of articles
The findings of table 04 reveal that the percentage of errors of nearly all the students
increased in terms of articles from week one to week three. Indeed, the percentage of errors of
student 7 increased with the rate of 28.57% from week one to week three, and with the rate of
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25% for student 1 and with the rate of 15.38% for student 4.Whereas, percentages of students
2 and 3 were the same (00%) .However, the percentage of errors of students 5 and 6 decreased
from week one to week three, that is -45.45 % for student 5 and -21.43% for student 6. Building
on these results, we can draw the conclusion that direct less focused feedback may not be
effective in terms of articles .Indeed, it did not help some students to develop their writing
accuracy because the percentage of errors raised from week one to week three for the majority
of students (5 out of 7). In this sense, the findings of this study may contradict Farrokhi and
Sattarpour (2012) who claimed that focused direct feedback is effective in terms of articles.

Students

Week 03-to week 01

The percentage

Student 01

70.59 % - 05.88%

64.71%

Student 02

28% -16%

12%

Student 03

36.36% - 18.18%

18.18%

Student 04

33.33% - 27.78%

05.55%

Student 05

40.74 % - 22.22%

18.52%

Student 06

14.58% - 22.92%

-08.34%

Student 07

52.63 % - 15.79%

36.84%

Table05. Percentages differences from week one to week three in terms of punctuation.
As table 05 shows, we noticed that the percentage of errors of nearly all the students
increased in terms of punctuation from week one to week three. In fact, the percentage of errors
of student 1 increased with the rate of 64.71 % from week one to week three and 36.84 % for
student 7. Besides, students 3 and 5 share nearly the same percentage: 18.52% for student 5 and
18.18% for student 3.In addition, the percentage of errors of student 2 from week one to week
three is 12%. At this point, the rate of student 4 was 05.55%. However, percentages of errors
from week one to week three of student 6 diminished to be -08.34%. Correspondingly, from
the results above, we can say that less direct focused feedback may not feed some students’
needs in improving their writing accuracy in terms of punctuation. For this reason, the
percentage of errors raised from week one to week three for the majority of students (6 out of
7).

Students

Week 03-to week 01
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The percentage

Student 01

75%-00%

75%

Student 02

66.67%-00%

66.67%

Student 03

50%-00%

50%

Student 04

30%-10%

20%

Student 05

11.12%-44.44%

-33.32%

Student 06

33.34%-33.33%

0.01%

Student 07

71.42%-14.29%

57 .13%

Table06. The Percentages differences from week one to week three in terms of
prepositions.
According to the findings obtained from 06, we observed that the percentage of errors of
nearly all the students increased in terms of prepositions from week one to week three .On the
face of evidence, the percentage of errors of student 1 increased with the rate of 75% from week
one to week three, 57.13% for student 7 and the percentage of errors was 66.67% for student 2.
Besides, 50 % was the percentage of errors of student 3 and 20% of student 4, in addition to
student 6 whose percentage of errors increased with a low rate which was 0.01%.Meanwhile,
student 5 percentages of errors declined from week one to week three with the rate of -33.32%.
Consequently, from the results obtained, we can conclude that direct focused feedback may not
affect some students’ writing accuracy in terms of prepositions. In fact, the percentage of errors
raised from week one to week three for the majority of students, except for student 5 whose
percentage significantly decreased.

Students

Week 03-to week 01

The percentage

Student 01

55.56% -14.81%

40.75%

Student 02

33.33%-23.81%

09.52%

Student 03

24.44%-15.56%

08.88%

Student 04

24.44%-15.56%

08.88%

Student 05

27.77% - 41.67%

-13.09%

Student 06

23.07 %- 41.03%

-17.96%

Student 07

40.91% - 18.18%

22.73%

Table07. Percentages differences from week one to week three in terms spelling.
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The findings reported in table 07 show that the percentage of errors of nearly all the
students increased in terms of spelling from week one to week three. Indeed, the percentage of
errors of student 1 increased with the rate of 40.75% from week one to week three and 22.73%
for student 7. In fact, the percentage of student 2 was 09.52%. Besides, students 3 and 4 have
the same percentage which was 08.88%. More importantly, the percentage of errors of student
5 and 6 decreased from week one to week three. It was -17.96% for student 6 and -13.09 for
student 5. Thus, from the results obtained, we can draw the conclusion that less direct focused
feedback may not be effective in terms of spelling. In fact, some students seem not having
improved their writing accuracy in terms of spelling during the three weeks. Thus, the
percentage of errors raised from week one to week three for the majority of students (5 out of
7).

Students

Week 03-to week 01

The percentage

Student 01

40%-20%

20%

Student 02

20%-40%

-20%

Student 03

20%-40%

-20%

Student 04

20%-00%

20%

Student 05

28.57%-50%

-21.43%

Student 06

14.28%-42.86%

-28.58%

Student 07

20%-20%

00%

Table08. Percentages differences from week one to week three in terms of tenses.
As the findings presented in the table above, we notice that the percentage of errors of
nearly all the students decreased in terms of tenses from week one to week three. In fact, the
percentage of errors of student 6 was -28.58%, and student 5 percentage of errors was -21.43%.
Indeed, the percentage of student 2 and 3 was the same, that is -20%. However, the percentage
of errors of students 1, 4, and 7 from week one to week three increased. 20% was the percentage
of errors of both student 1 and 4, and 00% for student 7. Thus, from the findings obtained, we
may draw the conclusion that less focused direct feedback is effective in terms of tenses which
seem to be enhanced. Correspondingly, the percentage of errors declined from week one to
week three for the majority of students. These results consolidate the idea of Frear (2010) who
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claims that direct focused feedback improves students’ writing accuracy better in terms of
tenses.
To round up the findings obtained, this work of research shows the cardinal and beneficial
role of direct focused feedback in enhancing students writing accuracy in terms of tenses, while
its effect does not appear in terms of the other grammatical aspects depicted in this investigation
(prepositions, articles spelling and punctuation). These latter may be better enhanced by other
types of feedback which can be grounded by additional research on the feedback effect.
Initially, the aim of this study was to understand if there is a relation or connection between
direct focused feedback and writing accuracy, what is evident for us now is that less direct
feedback is partial not inclusive to all the grammatical aspects of the language, and this
conclusion is ultimately the only possible answer to the second research question raised in this
study.
However, investigating the reasons of feedback effect on some given grammatical items
and not others is a very complex work to carry out as many variables may come into play
namely students strategies, types of learners or errors receptivity, to make up an exhaustive and
conclusive results. Obviously, more research is needed to shed more light on feedback impact
on writing accuracy to have a full picture concerning this fundamental issue in foreign
languages classes.
5. Conclusion
It is really a challenge to find out the role of direct focused feedback in enhancing
students’ writing accuracy especially when we know that writing is the skill mostly used and
valued in EFL classes. Undoubtedly, academic writing plays a great role in learners’
achievements in general. Indeed, it has been noticed that in the Department of Foreign
Languages and Literature of the University of M’Hamed Bougerra, Boumerdes, writing is the
skill mostly used as everything is produced in a written form namely exams, dissertations and
proposals.
As mentioned previously, the present study is a tentative contribution to investigate the
role of direct less focused feedback on students’ writing accuracy in terms of articles, spelling,
punctuation, tenses, and prepositions. Indeed, it is an attempt to confirm or disconfirm one of
the research hypotheses which claimed that direct focused feedback is effective and a direct
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relationship between direct focused feedback and writing accuracy is more than evident for
some scholars.
To meet specific objectives set in this study, two main research questions were asked. To
answer these questions, a comparison of students’ scores of both pre and post tests was
conducted. In addition to that, an analysis and comparison of errors in students’ paragraphs
from week one to week three was carried out to trace back feedback effect on every targeted
aspect of the language. Both research actions were helpful and insightful when conducting this
research. The findings obtained helped us to provide accurate answers and an understanding of
the research questions mentioned in the outset of the dissertation and the issue under scrutiny.
To the first research question: Does teachers’ direct less focused corrective feedback affect
writing accuracy?, the results revealed that the relationship between direct less focused
feedback and writing accuracy exists. Indeed, direct feedback enhances writing accuracy but
the relation was revealed not very strong. Indeed, after calculating students’ means and scores
before and after the experiment, the means and the scores of the pre and post tests and the
recommendations of our experiment revealed that the scores of the posttest increased compared
to the pretest. However, there was no big difference between the scores. In fact, the reported
score mean difference was 0.57, a score we consider quite weak in this case.
To the second research question: Does teachers’ direct less focused corrective
feedback affect writing accuracy? If yes; how does direct less focused feedback enhance writing
accuracy? , the findings proved the link and the relationship between teacher feedback and
writing accuracy in terms of tenses only. Interestingly, the effectiveness of direct less focused
feedback in terms of tenses consolidates the results found in the pre and post tests. Besides,
these findings proved the link between the two variables, which was not strong as it was justified
previously, since direct feedback did not improve students writing accuracy as far as
prepositions, punctuation, articles, and spelling errors are concerned. On the face of evidence,
our study brought insight and found that less focused direct feedback is useful in terms of tenses,
while it did not affect the students’ writing accuracy in terms of punctuation, spelling, articles,
and prepositions. These findings may help teachers to improve students’ writing accuracy in
terms of tenses with the extensive and documented use of direct less focused feedback.
Last but not least, our study is done in a very limited educational setting which involves
second year students of English and focuses on their writing proficiency, therefore the results
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cannot be generalized to include all the students of English at the Department of Foreign
Languages and Literature of the University of M’Hamed Bougerra. More importantly, our aim
was not to generalize the results, since our study used a small sample, but gather authentic data
to prove the link between the above mentioned variables. Furthermore, we believe that this area
of research is debatable since writing is a complex process in which many variables may
interfere (age, intelligence, learners’ attitudes, and strategies). In this sense, these factors can
be important in writing, thus, they are worth investigating to shed additional light on the theme
of feedback in relation with writing accuracy from different scopes for a better understanding
of this topic.
In sum, our study was a tentative contribution to disclose the issue of feedback effect in
language classes by answering the research questions raised in the outset and fill the gap in
research. This will undoubtedly open vistas for other researchers to investigate this important
topic of research. As a matter of fact, we believe that follow up studies under more robust
conditions are needed to validate our findings by using a large and more representative samples,
and by going deeper in exploring both feedback and its role in writing accuracy. This will
undoubtedly enhance our understanding of feedback and writing accuracy in general, and direct
focused feedback in EFL classes, in particular.
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Semantic Change in Language Borrowing: The Case of Arabic Lexical Items in
Baatonum
Aliyu Okuta AHMAD1
Language borrowing is a general linguistic phenomenon among all living languages in the world. It is the
transferring of linguistic elements from one language (donor) to another (recipient) as a result of contacts between
speakers of different languages. The relationship between Arabic and Baatonum language has a long history
during which Baatonum borrowed lots of words from Arabic into her lexicon. However, most of these words have
gone through some phonological, morphological and semantics changes in the recipient language. The main focus
of this paper is to examine the aspect of semantic change in borrowed Arabic lexical items into Baatonum
language. The study adopts the descriptive approach in verifying and analyzing the data for the various semantic
changes that are identified during the process of borrowing; while relying on the researcher’s competence as an
L1 speaker of the recipient language and an L2 speaker of the donor language. This study is significant in the
sense that it avails researchers the opportunity to acquaint themselves with the relationship of Arabic with one of
the minority languages in West Africa. The paper concludes that while some of the borrowed words from Arabic
maintain their semantic connotations as in the source language, others are affected by semantic changes that
include broadening, narrowing, metaphor, pejoration and metonymy.
Key Words: Language contact; Borrowing; Semantic change; Lexical items; Baatonum
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Arabs and Islam through Bernard Shaw's Eyes
Faiza Mahfouf 1

The Irish dramatist George Bernard Shaw (1856-1950) is often quoted and remembered by Arabs as an
advocate and valuator of Islam. He is frequently invoked for his anti-imperialist attitude and his references to
Prophet Mohammad and Islam. This study aims at scrutinizing the sources wherein Shaw commented on Islam
and Muslims. More precisely, it highlights the references to the Arab culture in his works in light of Edward W.
Said's Orientalism (1978). Most Muslims still borrow his statements vis-à-vis Islam viewing him as a supporter of
and a believer in it. This paper decisively refutes the prevailing claim and stages Shaw’s misrepresentations and
negative views with respect to the Arab culture substantially in his play Caesar and Cleopatra (1898) and his
short story The Adventures of the Black Girl in Her Search for God (and Some Lesser Tales) (1932) among other
works. Notwithstanding that Shaw is part from Western ideology, he, as a secular, disregards theologies including
Christianity, Hinduism, and Islam. He also rejects all the conventional traditions that may restrict man’s free will.
Additionally, virtually all of the quotations repeated by Arabs about Shaw’s out-spoken praise and support of
Islam and Mohammadanism are not extracted from the passage said by Shaw verbatim in the interview by Maulana
Mohammed Abdul Aleem Siddiqui.
Keywords: Arab, Islam, Orientalism, misquotation, misrepresentation
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A-Smart Lu’bah Model to Enhance Arabic Language Skill for Non-Native Speaker in
Malaysia
Saipolbarin Ramli1
Mohammad Taufiq Abdul Ghani2
Mohd Zawawi Awang Hamad3

A-Smart Lu'bah is an educational game model that employs the concept of edutainment in order to promote
a new environment of teaching and learning of Arabic language for non-native speaker in Malaysia. This game
helps students to improve their basic Arabic language skills through the use of sentence pattern formula. It’s
because students facing an issues in Arabic language mastery from primary and secondary schools until higher
institutions. Most of them using traditional method such as native language translation to Arabic and textual
content memorization in teaching and learning activities and that is very teacher centered. This game was
developed by using the ADDIE (analysis, design, develop, implement, evaluation) Instructional design model and
Roblyer's Technology Integration Planning (TIP) model. There are eight major topics in basic Arabic language
which provide opportunities for students to actively participate in learning activities, practice higher order
thinking skills (HoTS), integrate cybergogy and technology elements. This game is an efficient learning approach
to be practiced in this 21st century as it helps to empower and transform teaching and learning process to be more
collaborative and student-centered.
Key words: educational game, pattern formula, non-native speaker
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A Study of Developing an Attitude Survey against Geometry for Secondary School
Students
Tayfun TUTAK1
The purpose of this study is to develop a valid and reliable attitude survey to determine middle school
students' attitudes towards geometry issues. For this purpose, a geometry attitude survey (GETA) consisting of 29
items in a triple Likert type was developed. The geometry attitude survey developed was applied to 220 secondary
school students studying in Elazig in the 2018-2019 academic years. The structure validity of the applied survey
was ensured by performing Factor Analysis. Kaiser-Meyer Olkin Value, which is checked to understand whether
the data are suitable for factor analysis or not; the presence of .87 showed that the data were suitable for factor
analysis. Factor analysis was done twice to GETA. In the first analysis, the survey consisting of 29 items was
reduced to 22 items. In the second factor analysis, 2 more items were removed from the survey and the final version
of 20 items was given. GETA was loaded on two factors and it was formed with the power to explain 59% of the
data obtained from the sample. The first factor consisted of 16 items and the second factor consisted of 4 items.
Factors; It has been called "Loving Geometry" and "Disliking Geometry". The mean of the survey was 36.25, the
standard deviation was 7.42, the overall mean of the items was 1.81, and the mean variance was .505. The general
average of the correlations between the items is 0.208. In the reliability calculation, Cronbach alpha coefficient
was 0.86, Split-Half reliability coefficients were found 0.89 in the first part and 0.58 in the second part. The lowest
of six reliability coefficients calculated according to Guttmann model is 0.606 and lambda 4. Other coefficients
are quite high. Three different reliability coefficients calculated show that GETA has a very high reliability. It was
concluded that the survey can be used to determine the attitude of middle school students towards geometry issues.
Keywords: Geometry, Survey, Attitude Survey, Students

Introduction
People's interest in geometry dates back to the Polished Stone Age. The firing and dyeing
of pottery, reed knitting, basket making and fabric weaving, later metalworking developed the
understanding of planar and spatial relationships. The dance figures must also have played a
role in this, that similarity and symmetry are seen in the ornaments made in the Polished Stone
Age, and identical shapes were used. Some prehistoric designs also included triangular
numbers. Like in Egypt, Babylonian geometry evolved from problems related to measurement.
But Egyptians are thought to have left little trace in mathematics. With the decline of the power
of Egypt and Babylon over time, the Ancient Greek Civilization enabled mathematics to reach
real scientific criteria with a different perspective on life and the Greeks for the first time
developed a language that modern mathematicians could understand (Struik, 1996;
Mankiewicz, 2002; Hardy, 1996). Geometry, mathematics; point, line, plane, planar shapes,
space, spatial shapes and the relations between them and the dimensions of geometric shapes
such as length, angle, area, volume. Determination of this area, the properties of geometry,

1

Fırat University, Turkey

81

geometric shapes and their relations; It has led to two parts: (a) examining without adding
measure and (b) examining by measuring. To the first of these; non-dimensional geometry, to
the second; called dimensional geometry (Baykul, 2002). Geometry is a systematic way of
describing and describing our geometrical (including geometry) world. Understanding
geometry is based on the development of a sense of spatial, which is the intuition of feeling
objects around us. Students who have a strong knowledge of geometry concepts and a strong
spatial feeling are better prepared to learn numbers and measurement as well as advanced
mathematics topics. Classroom experiences that focus on geometric relationships improve
students' spatial feelings (URL). What people encounter in daily life; They need to have basic
geometric skills to solve simple problems such as wallpapering, framing, laying tiles.
Geometrical information is used in teaching other subjects and as a material in problem solving
studies (Altun, 2001). Because of its geometry structure, it includes a process from simple to
complex in teaching. The formation of concepts related to geometry should be in a hierarchical
way. Students first learn to recognize all shapes, then analyze the properties of a shape. Then
they can see the relationships between the shapes and draw some conclusions. This hierarchy
should be considered during teaching. Because giving complex information requires building
on basic information (URL). Because of this importance, geometry teaching is included in all
classes of education. Also, geometric information is used in teaching other subjects related to
mathematics; Used as a material in problem solving (Altun, 1998; Altun, 2001). Geometry is a
tool for students to have a good time and even love mathematics. For example, fun games can
be played with the help of geometric shapes, tear, paste, rotate, shift and symmetry with them
(Duatepe ve Ersoy, (2001). Geometry teaching forms an interesting and enjoyable part of
mathematics and develops a positive attitude towards mathematics when it begins as a game at
an early age, continues as a puzzle and develops as a solid intuition, concept and information
set (Gür, 2005). Therefore, teaching geometry is very important for all levels, as well as
children's attitude towards geometry at all ages. In this study, the Attitude Survey against
Geometry (GETA) was developed by the researcher to determine students' attitudes towards
geometry lesson.

Purpose of the Research
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The purpose of this study is to develop a valid and reliable attitude survey to determine
middle school students' attitudes towards geometry issues.

Research Sample
Since this study is a survey development study, the model, population-sample selection
was not made, the study group was specified. The sample of this study consists of 220 students
studying at secondary schools in Elazig in the 2018-2019 academic years. In the literature,
different criteria and opinions arise about the sample size that should be reached in order to
perform multivariate analyzes such as factor analysis in the validity studies of the survey. Some
opinions give the sample size. For example, Comfrey and Lee (1992, cited in Osborne and
Costello, 2004) classify the sample size for factor analysis as: 50-very small, 100-low, 200average, 300-good, 500-very good, 1000 and above. Some opinions give ratios depending on
the number of items. For example, according to Tavşancıl (2002), the sample size should be at
least five times or even 10 times the number of variables, in other words. On the other hand,
according to Osborne and Costello (2004), even if it is studied with a sample of 1000 people or
a 20: 1 participant / item ratio, unrealistic good factor analysis can be encountered. Based on
the above-mentioned ideas, the number of study groups in this study was found to be quite
sufficient.

Development of Geometry Attitude Survey
The purpose of this study is to develop a valid and reliable attitude survey to determine
middle school students' attitudes towards geometry issues. For this purpose, a geometry attitude
survey consisting of 29 items in triple Likert type was developed. The geometry attitude survey
developed was applied to 220 secondary school students studying in Elazig in the 2018-2019
academic years. The structure validity of the applied survey was ensured by performing Factor
Analysis. To understand whether the data are suitable for factor analysis or not, the KaiserMeyer Olkin Value was calculated. The number of items was reduced to 20 by conducting
factor analysis twice. The survey was finalized by taking the opinions of 2 training programs
and education (EPÖ) experts and 3 assessment and evaluation experts about the appropriate
length, understandability and sufficiency of the items.
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Findings
In this study, which was conducted to develop a valid and reliable attitude survey to
determine middle school students' attitudes towards geometry issues, a geometry attitude survey
consisting of 29 items in a triple Likert type was developed. The geometry attitude survey
developed was applied to 220 secondary school students studying in Elazig in the 2018-2019
academic years. The structure validity of the applied survey was ensured by performing Factor
Analysis. Kaiser-Meyer Olkin Value, which is checked to understand whether the data are
suitable for factor analysis or not; the presence of .87 showed that the data were suitable for
factor analysis. Factor analysis was done twice to GETA. In the first analysis, the survey
consisting of 29 items was reduced to 22 items. In the second factor analysis, 2 more items were
removed from the survey and reduced to 20 items, and the final version of the survey was
obtained by taking the opinions of 2 training programs and education (EPÖ) experts and 3
assessment and evaluation experts about the appropriate length, comprehensibility and
proficiency levels of the items. GETA was loaded on two factors and it was formed with the
power to explain 59% of the data obtained from the sample. The first factor consisted of 16
items and the second factor consisted of 4 items. Factors; It has been called "Loving Geometry"
and "Disliking Geometry". The mean of the survey was 36.25, the standard deviation was 7.42,
the overall mean of the items was 1.81, and the mean variance was .505. The general average
of correlations between the items is 0.208. In the reliability calculation, Croanbach alpha
coefficient was 0.93, Split-Half reliability coefficients were found 0.89 in the first part and 0.58
in the second part. The lowest of six reliability coefficients calculated according to Guttman
model is 0.606 and lambda 4. Other coefficients are quite high. Three different reliability
coefficients calculated show that GETA has a very high reliability. It was concluded that the
survey can be used to determine the attitudes of middle school students towards geometry
issues.

Conclusion and Recommendations
In this study, a geometry attitude survey was developed to determine middle school
students' attitudes towards geometry. The survey was developed and applied to 220 secondary
school students. As a result of the factor analysis performed at the end of the application, it was
decided that this survey could be a two-dimensional general survey. In the first factor analysis,
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7 questions were removed and the number of questions was reduced to 22. As a result of the
second factor analysis, 2 more items were removed from the survey, and the survey consisted
of 20 items in total. As a result of the analysis, the Cronbach-alpha value of the survey was
found as .93. It can be said that this value is quite high. As a result of the analysis, the significant
difference between the upper group and the lower group, the significance of the t values and
the high item total correlations are proof of the validity of the survey. In the reliability
calculation, Cronbach alpha coefficient was 0.93, Split-Half reliability coefficients were found
0.89 in the first part and 0.58 in the second part. The lowest of six reliability coefficients
calculated according to Guttmann model is 0.606 and lambda 4. Other coefficients are quite
high. Three different reliability coefficients calculated show that GETA has a very high
reliability. Afterwards, the survey was finalized by taking the opinions of 2 education programs
and education (EPÖ) experts and 3 assessment and evaluation experts. It was concluded that
the final form of the survey can be used to determine the attitudes of middle school students
towards geometry.
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The Opinions of Primary School’s Teachers Related to Discalculation
Ünal İÇ1
Tayfun TUTAK2
Bilal BALDEMİR3
This study aims to raise awareness to primary school children who are affected by the learning disability
dyscalculia, a brain disorder when faced with arithmetical subjects or calculations.There search will provide an
analytical definition of dyscalculia, detail the characteristic complexities of children affect and demonstrates the
links between dyscalculia and other learning difficulties. The discussion will be supported by opinions and
observations of primary school teachers, giving a more intimate insight into understanding the disability. The data
has been collectedt hrough quantitative methods. As a source, ten teachers working in primary schools have been
selected. A semi-structured interview which includes five open-ended questions related to dyscalculia has been
used in this research and thus descriptive analysis has been used in analysing the figures obtained from the
research.The results of the study highlight that teachers have been unsuccessful in identifying a set term that
defines dyscalculia and is unable to finalise which methods can be used and in which context with the results, the
research concludes and suggests that an educating teaching programme should be placed in the training
curriculum of primary school teachers to better their understanding of dyscalculia and the sensitivity it requires.
Key words: Spesific Learning Disability, Dyscalculia, Primary School Teachers

Introduction
Special learning disability, which is one of the most common problems experienced by
school-age children, was first mentioned in the middle of the 20th century by the families of
children with normal intelligence but academically low achievement and gradually took its
place in the field of education (Lerner, 2000). "Learning Difficulties" according to the
Diagnostic and Statistical Manual of Mental Disorders (DSM-5); Reading disorder (dyslexia),
written expression disorder (dysgraphia), numerical (mathematical) disorder (dyscalculia) and
learning disorder not otherwise named (Köroğlu, 2008).
Considering the origin of the term expressed as "dyscalculia" in the literature, it goes
back to ancient Greek and "dys" means bad, "calculia" means counting. For this reason, the
word meaning of "dyscalculia" exactly corresponds to the expression of counting bad
(Messenger, Emerson & Bird, 2007). Although the term dyscalculia was first introduced in the
1940s, its definition was precisely defined by the Czechoslovakian researcher Ladislav Kosc
(1974) as "the difficulties experienced in mathematics due to the disorder that occurs in certain
parts of the brain while mathematical cognition is involved" without any difficulties in cognitive
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functions. International Classification of Diseases; dyscalculia; It is defined as the
inconsistency between general intelligence level and mathematics performance, which cannot
be explained even by social environment and insufficient education without any mental
retardation (WHO, 1992). There are also studies claiming that children with dyscalculia have
other special learning difficulties as well as psychological disorders. In one of these studies, it
was noticed that 17% of children with dyscalculia were not only dyscalculia, but also dyslexia
and 26% were hyperactive, and for these reasons, they stated that it would be very difficult to
diagnose dyscalculia independently from other specific learning difficulties (Shalev, Manor &
Gross- Tsur, 1997).
The American Association of Learning Disabilities (2014) summarized the general
characteristics of children with dyscalculia as follows:


Difficulty comprehending the concept of place-direction



Difficulty understanding positive and negative values



Trouble using the steps that need to be followed during mathematical operations



Trouble using mathematical language



Trouble understanding fractions



Trouble with sorting data or events



Trouble deciding what action to do during addition, subtraction, multiplication
or division

Purpose and Questions of the Research
Teachers' views are extremely important during the development and evaluation of
systems applied in education (Cooney & Shealy, 1997). Because, as a result of the studies, it
has been shown that teachers who do not have sufficient knowledge about learning difficulties
exhibit negative attitudes towards students with learning difficulties (Saravanabhavan &
Saravanabhavan, 2001; Wadlington, Wadlington & Rupp, 2006). Therefore, in this study, the
views and awareness of teachers, who have a main role in the learning process, about
dyscalculia were examined.
This study was prepared in order to examine the opinions and awareness of classroom
teachers about dyscalculia and to reveal the educational needs of classroom teachers about
dyscalculia. In order to achieve this goal, the following questions were sought:
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1) What are the knowledge levels of teachers about the types of special learning
difficulties and where did they get this information?
2) Is the dyscalculia education that teachers get at universities enough?
3) How are teachers' knowledge of dyscalculia?
4) What are the characteristics of students who are thought to have mathematics learning
difficulties?
5) What should be the attitude and approach of teachers towards students who experience
mathematics learning difficulties during their professional experience?

Method
In this study, it was aimed to reveal the opinions and awareness of classroom teachers
about dyscalculia. Therefore, qualitative research method will be used in this study. Qualitative
research method; It can be defined as “research in which qualitative data collection techniques
such as observation, interview and document analysis are used, and a qualitative process is
followed to reveal perceptions and events in a realistic and holistic manner in the natural
environment” (Yıldırım ve Şimşek, 2008).
Participants
The study group of the research consists of 10 classroom teachers working in Karaköprü
district of Şanlıurfa province in the academic year 2020-2021, selected through random
sampling. The participation of all teachers participating in the study was provided on a
voluntary basis.
Data Collection Tool
The "semi-structured interview form" consisting of 5 open-ended questions was used as
a data collection tool in the study. In the creation of the semi-structured interview form, national
and international literature on dyscalculia was first reviewed. In the semi-structured interview
form developed by the researcher, 5 open-ended questions about dyscalculia were discussed in
detail one by one in the findings section. In addition, while developing the interview form, the
semi-structured interview form developed by Bevan & Butterworth (2002) & Wadlington,
Wadlington & Rupp (2006), which analyzed teachers' views on dyscalculia, was used. Before
finalizing the interview form, the expert opinion was taken and the form was created in line
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with the opinions received. Class teachers were asked to answer the questions in the interview
form in the most detailed way.
Data Analysis
The data of the study were evaluated using the descriptive analysis method, which is
one of the qualitative data analysis methods. In the descriptive analysis method, the data
obtained are summarized and interpreted based on previously determined themes. A lot of room
is reserved for direct quotations in order to effectively reflect the views and opinions of the
interviewed or observed people. The main purpose in descriptive analysis is to present the
obtained findings to the reader in an organized and interpreted manner. The main purpose of
the descriptive analysis method is to reach first-hand findings and to interpret the obtained
findings regularly and to convey them to the reader, and to describe the obtained data in a
systematic and understandable way. Then, the findings defined are explained and interpreted
depending on the findings obtained (Yıldırım ve Şimşek, 2008).
For the data to be obtained from the interview questions, classroom teachers were coded
as Ö1, Ö2, Ö3,… respectively.

Findings
In this section, the questions asked to the participants and some of the data obtained are
given below.
What are the Knowledge Levels of Teachers on the Types of Special Learning
Difficulties and Where Did They Get This Information? Findings Concerning the
Question
Almost all of the participants stated that they knew only dyslexia about special types of
learning difficulties, and that only one classroom teacher had knowledge about dyscalculia, and
this information was mostly due to a movie about dyslexia that they had watched through social
media.
The following expressions can be given as examples of the answers of classroom
teachers about this question.


I know dyslexia that I learned from social media, one of the special types of learning
difficulties. (Ö1)



I know dyslexia from a movie I've watched before. (Ö5)
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I heard about dyslexia and dyscalculia because I was a participant in a previous study
like this. (Ö7)
Is Dyscalculia Training That Teachers Received in Universities Sufficient? Findings

Regarding the Question
All of the participants stated that they did not receive any training on dyscalculia at the
university.
The following expressions can be given as examples of the answers of classroom
teachers about this question.


We did not receive any training on dyscalculia at the university. (Ö8)



We did not take any courses on dyscalculia and other specific learning difficulties at the
university. (Ö6)



I did not take any course about dyscalculia at the university. (Ö10)
What are Teachers' Knowledge Levels of Dyscalculia? Findings Concerning the

Question
Only one classroom teacher among the participants knew about dyscalculia, the
remaining participants stated that they had no knowledge about dyscalculia.
The following expressions can be given as examples of the answers of classroom
teachers about this question.


I have no idea about dyscalculia. (Ö2)



Since I have heard the term dyscalculia for the first time, I have no knowledge of this
term. (Ö4)



Dyscalculia means math learning difficulties. I only know this much. (Ö7)
What are the Characteristics of Students Considered to Have Mathematics

Learning Difficulties? Findings Concerning the Question
Participants heavily answered that they had difficulty memorizing the multiplication
table, forgetting it very quickly, and constantly using their fingers while performing operations.
The following expressions can be given as examples of the answers of classroom
teachers about this question.


They have difficulty memorizing the multiplication table, they use their fingers while
performing operations. (Ö5)
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They constantly make mistakes, cannot memorize the multiplication table or forget it
very quickly. (Ö7)



They cannot memorize the multiplication table, use their fingers during the operation,
and cannot decide whether to add or subtract. (Ö8)
How Should the Attitude and Approach of Teachers Be Towards Students with

Learning Difficulties in Mathematics Throughout Their Professional Experience?
Findings Regarding the Question
Most of the participants responded to this question by providing fun activities for
students with math learning difficulties to increase the student's interest in the lesson. In
addition, only two teachers stated that expert support should be obtained.
The following expressions can be given as examples of the answers of classroom
teachers about this question.


I used to have fun activities for students with math learning difficulties to motivate them
towards math. (Ö2)



In order to make the student love mathematics, I would make sure that the student
attended the class and answered the questions correctly by helping him / her. That way
I would help him develop a positive attitude towards mathematics. (Ö4)



I would take action after contacting the expert and getting detailed information about
this subject. (Ö7)

Conclusion and Suggestions
It was revealed that most of the participants knew only dyslexia, which is one of the
special types of learning difficulties, only one participant knew about dyslexia and dyscalculia,
and did not have any information about other special types of learning difficulties, and that their
knowledge about dyslexia was based on social media and a movie about dyslexia. Yangın,
Yangın, Önder & Şavlığ (2016) reached similar results, albeit partially, in their study, and in
the study on special learning difficulties in which teacher candidates in the Primary Education
Primary Education Program and lecturers who attended the classes of the candidates
participated, information about the special types of learning difficulties of both prospective
teachers and lecturers They stated that they did not have, and very few of them had only heard
the concepts of dyslexia and dyscalculia before.
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It was concluded that all the participants did not receive training on dyscalculia at
the university, and therefore, they did not have any information about dyscalculia except only
one teacher. Hacısalihoğlu Karadeniz (2012) reached similar results in a study involving 6
teachers, it was stated that most of the participating teachers had never heard of dyscalculia,
very few teachers had heard about the concepts of "math learning disorder" or "math learning
disability" before, about the concept of dyscalculia. revealed that only one teacher is fully
informed.
What are the characteristics of students who have math learning difficulties instead
of dyscalculia? When the question was asked, although the participants had never heard of the
concept of dyscalculia before, they brought some interpretations to this concept, had difficulty
in memorizing or memorizing the multiplication table, and they responded by using ten fingers
while solving questions in mathematics. It has been observed. Shalev & Gross-Tsur (2001)
found similar results in their study and stated that most of the teachers did not have precise
information about dyscalculia.
The majority of the participants did not know exactly what to do if they encountered a
student with mathematical learning difficulties, and very few of the participants stated that
expert support should be obtained, so an expert should be consulted. Tennant & Tennant (2010)
found similar results in a study conducted by 100 primary school teachers and found that most
teachers were not familiar with the concept of dyscalculia and the strategies they should use to
support students with dyscalculia.
Suggestions
1) Since the classroom teachers participating in the study do not have enough information
about dyscalculia, a course that includes dyscalculia and other special learning difficulties can
be given at universities.
2) In-service trainings can be provided for current teachers to receive training on
dyscalculia and other types of special learning difficulties.
3) Awareness of dyscalculia can be increased by making some social media studies and
short films as in dyslexia.
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Transition to Letter Representation with Shape Symbols in Algebra Teaching
Büşra NAYIROĞLU1
Tayfun TUTAK2
When asked what mathematics is, the first definition that comes to mind is; mathematics is a universal language.
Here, it can be said that the sub-branch of mathematics that gives it the feature of being a universal language is
algebra. Algebra is a field that allows the creation of equations and mathematical expressions by converting
numbers and their relationships into symbols. In addition to being a language, algebra is a tool for problem solving
and thinking at the same time. With its feature of being a thinking tool, it is also important in the development of
students' abstract thinking and reasoning skills. Students can generalize, model and analyze mathematical
situations through algebra. All these features combined enable students to know and understand the world. For
this reason, it is necessary for students to learn algebra. Algebraic thinking styles will develop only when the
symbols used in algebra and the relationships between concepts are understood correctly by students (Sarpkaya,
2019). Algebra focuses on the use of symbolic language. Components expressed by symbols are equations and
variables. It is not possible to understand the structure of algebra without meaningful learning about these
concepts. Algebra, an important subject area of mathematics, requires the power of abstraction. For this reason,
it is important that the transition from arithmetic to algebra is well structured for students who encounter algebra
learning field for the first time in middle school. In mathematics teaching, students are first taught arithmetic, the
basic concept of which is number, because of its concrete structure, and algebra teaching begins with the concept
of variable, which is an abstract object. Algebraic thinking, which is one of the principles and standards
determined for mathematics education, is understanding functions, representing and analyzing mathematical
structures and situations using algebraic symbols in different ways, using mathematical models to represent and
understand quantitative relationships, and analyzing the change in different situations encountered in real life. In
this study, the transition from shape symbols to letter representation in algebra teaching was examined.
Keywords: Teaching Algebra, Letter Representation, Shape Symbols

Introduction
According to algebra, Dede and Peker (2004); commonly described as the "generalized
form of arithmetic" and focuses more on the part of arithmetic that deals with symbols
(Examining functions expressed with symbols, equation solutions can be shown as an example)
(Dede ve Peker, 2004). According to Tabach & Friedlander (2003); algebra is considered as the
key to understanding advanced mathematics lessons and to having many career jobs
(Choike,2000; Drier, 1996; Lacampagne, 1995; Maccini & Hughes, 2000; Williams, 1997). As
a result, algebra describes numbers, symbols, unknowns and variables by attributing meaning
to them, organizes mathematical relations in infinity climate, acts as a thought tool in the
transition from arithmetic to abstract concepts, and enables mathematical language to turn into
equations by directing (Kaya, 2015).
National Council of Teachers of Mathematics (NCTM) advocates that every student
should learn algebra and stated that they should learn the required levels of algebra during the
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period from kindergarten to the end of high school education (K-12). During this semester,
NCTM (2000) determined the algebra standards that students should acquire as follows:





Understanding patterns, their relationships and functions
To be able to specify and analyze mathematical structures with algebraic symbols
Being able to use mathematical models to show and understand quantitative
relationships
Analyzing change in various situations
NCTM (2000) argued that in order to increase the success in algebra, which is seen as a

difficult field by students, it is necessary to start from the first years of school life. In addition,
this way, it will solidly form the basis of algebra learning starting at an early stage and a more
abstract high school algebra learning (Cates, 2000). Studies (Herscovics-Linchevski, 1994;
Kieran, 1996; MacGregor-Stacey, 1997a; MacGregor-Stacey, 1997b; Brizuela-CarraherSchliemann, 2000) revealed that students at different levels have some difficulties in
understanding algebraic concepts. The reason for these difficulties was stated by Kieran (1992)
as the deficiencies in the content, learning and teaching of algebra (Dede, Yalın, Argün, 2002).
The basic concepts of algebra are "equal sign", "variable" and "unknown". All the
mistakes students may have in these concepts will cause them to have difficulty in algebra. In
order for students to perceive these concepts more easily, concrete materials should be used
first, then they should be shown with pictures and figures, and finally mathematical symbols
should be used (Akkaya, 2006).
One of the principles and standards determined by NCTM (2000) for mathematics
education, algebraic thinking, understanding functions, representing and analyzing
mathematical structures and situations using algebraic symbols in different ways, using
mathematical models to represent and understand quantitative relationships, analyzing the
change in situations. It is of great importance for students to understand the meaning of the
variables in many mathematics subjects such as formulas, algebraic expressions, equations,
identities (MEB, 2006).
Schoenfeld & Arcavi (1988) stated that the concept is rarely discussed in classrooms, it
is seen as a simple term in most mathematics programs, and it is passed over with a few
examples. However, this concept (Wagner, 1981), which offers individuals the opportunity to
work with high mathematics, basic functions, equations and their complex examples with a
wide content, is seen as the center of the transition from arithmetic to algebra and is also
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necessary for the meaningful use of advanced mathematics (Schoenfeld & Arcavı, 1988). While
arithmetic deals with numbers and numerical computations (Sfard & Linchevski, 1994), algebra
focuses on the use of symbolic language, ie relationships between symbols, general methods
and rules using symbols (Booth, 1988). As we move from arithmetic to algebra, there is a
transition from natural language to symbolic language. For example, while arithmetic focuses
on the number of items, algebra focuses on using variables to represent the number of items.
Students' understanding of how to use letters to express relationships in algebraic
structures is an important component of algebraic thinking. At the center of algebraic thinking
are generalizations expressed in symbols. Symbols are objects used to embody abstract things
in daily life. These objects add power to algebraic thinking as they provide great advantages in
visualizing abstract structures in the mind (Yıldırım, 2000). At the beginning, young students
can start using their symbols (heart, tree, star, ...) as informe1, as shown in the figure below.

Figure 1. Some symbols used by students informally
Students can explore different situations related to an arithmetic feature and then use
symbols to express situations related to the features. Understanding the basic properties of the
four operations and the relationships between operations plays an important role in performing
this type of high-level thinking. As the learning progresses, students will learn from linear
relationships to nonlinear relationships, from real numbers to complex numbers, etc. They can
use formal symbols to generalize and construct models for increasingly complex mathematical
systems. The use of formal symbolic representations can allow students access to more abstract
concepts such as equations. Ultimately, students will be able to use letter symbols (k, a, y, ...)
instead of informal symbols (heart, tree, star, etc.). As a matter of fact, although variables can
be expressed both with geometric shape symbols such as ∆, □, ♥ and with letter symbols in
mathematical contexts, the generally accepted representation is the use of letter symbols. In this
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context, lettered symbols such as "a, b, c, x, y, z,..." are one of the most important components
of this symbolic language. However, students need prior knowledge to learn how to use letter
symbols (unknown, quantitative changing, label, general expression, etc.) and to understand
that they can also use letters as variable symbols. This is why the pre-algebra period becomes
more important. Students will learn concrete operations with arithmetic; learn to make abstract
operations and generalizations with algebra. Starting to learn algebra with letter symbols
suddenly makes it difficult to make sense of letters.
Providing students with opportunities for meaningful encounters with letter symbols at
an early age in ways that support the development of multi-value understanding is considered
beneficial for preparation and ultimate success in algebra (Carraher, Schliemann & Brizuela,
2000). Carpenter, Franke & Levi (2003) stated that the student should be taught that the same
letter or symbols in an equation signify the same number when they grasp the letter representing
a number. In fact, it is known that the letter does not always represent a number, and sometimes
it represents an object. Therefore, in teaching the variable meaning unknown, it is important to
teach that the same symbol in an equation represents the same number as well as the same
object. With the transition from shaped representations to letter representations, the student will
see that the symbol does not necessarily represent a number, but can also represent an object.
In the narration here, it can be started with a simple context containing an unknown and then
preceded to contexts containing many unknowns. Students encounter symbols like 4+? = 7, 3
+ O = 9 in primary school. Exposing students to these types of representations can lead them to
'think symbols in a less complex and mathematically more powerful way (Knuth, Alibali,
McNeil, Weinberg & Stephens, 2011).

Conclusion and Suggestions
Advances in technology have increased the application areas of mathematics. Therefore,
well-trained students are needed to have a say in tomorrow's world. Instead of performing
simple calculations, students should be able to look at the mathematical problems they
encounter from different angles, develop different ideas, make various generalizations and
apply these thoughts (Dede, 2005).
According to the Wanger model, symbols for mathematical variables gain meaning
according to the content they are in, such as words in a language. As in language, the reference
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of the symbol determines the semantic role of the variable, while the content of the symbol
determines the syntatic role of the variable. Unlike words in a language, symbols for
mathematical variables can take quite a lot of connotations from their usual meanings except
for certain contents (most formulas). Because symbols for variables can change arbitrarily
within them, and the common thought of the content and reference of a symbol reveals the
mathematical role of the variable. In order for students to understand the concept of variable,
they need to know its semantic, syntactic, and mathematical role, as well as its three other
components that can be classified as symbols, references, and content. Any change in the
variable, content or any of the reference components will not affect the mathematical role of
the variable. In other words, changes in the use of symbols generally do not cause any change
in the mathematical role of the variable, except for some commonly used symbols.
It is thought that focusing on activities that will increase conceptual understanding rather
than processing skills in classroom practices can be quite effective in eliminating the problems
experienced. Students will benefit from selecting the contexts in problem-based teaching from
daily life, being interesting, easily visually representative, physically modeling, and using
objects that are positive for students (Van de Walle, Karp & Bay-Williams, 2010).
When the program related to algebraic expressions was examined, it was seen that the
unknown meaning of the variable was not mentioned at all, the variable was only addressed in
the sense of being a changing quantity, and the unknown was treated differently from the
variable. Schoenfeld and Arcavi (1988) also attributed the insufficient understanding of the
concept to the fact that it is seen as a simple term in most mathematics programs and passed
away with a few examples. It has been proven by various studies that students and teachers
have difficulties with the concept of variable. Considering that it is very difficult to believe that
there will be important developments in the teaching and learning of these concepts without the
support of the program, it will be in the interest of students to give enough importance to the
concept of variable, which is the basis for understanding algebraic expressions in the program
and in the textbooks.
Understanding and using symbolic representations appropriately plays an active role in
students' success in algebra (Kieran, 1992). Kieran and Chalouh (1993) stated that algebraic
thinking provides the development of mathematical and algebraic reasoning in line with the
limits of algebraic knowledge in the mind by attributing meaning to algebraic operations and
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symbols in an arithmetical language. According to NCTM (2000), middle school students
should have the ability to use letter symbols in solving problems, while primary school students
at the 3rd, 4th and 5th grades should have the ability to use different symbols such as geometric
shapes and letters in defining and showing general rules. In this context, students can begin to
use formal symbolic representations and methods focused on them as they experience planned,
programmed and controlled teaching-experiences in formal teaching environments designed to
establish relationships with previous algebraic concepts. An introduction to algebraic thinking
can be provided by focusing on multiple representations before and during secondary school,
with established logical rules for symbols and equation solutions. If students working in
learning environments that contain only symbolic representations are not given the opportunity
to explore other representations, these students may develop incomplete understanding of
algebraic thinking (Akkan, 2016).
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Hegemonic Techniques in J. M. Coetzee’s Waiting for the Barbarians
Bayan Kanaan1
The aim of this paper is to unravel what the novel Waiting for the Barbarians written by J.M. Coetzee is
saying about Hegemony and domination. This study tries to come, as close as it can, to some of the hegemonic
techniques in the novel. Hegemony, as shown in this paper, isn’t only about power and force, but it’s also about
dominating ideas and thoughts. In Waiting for the Barbarians, Colonel Joll, as a representative of the Third
Bureau which work on behalf of the empire, implemented the most crucial acts upon the innocent barbarians. Not
only that, they as colonizers hegemonized all their powers and capability of being normal citizens. While the
barbarians throughout the novel didn’t fight back or even tried to resist. This paper shows some of the poisonous
and touching images of vicious actions of the colonizers upon the colonized in Coetzee’s novel, follows the
chronological development of hegemony through centuries, and gives lots of examples on the hegemonic
techniques upon the barbarians as the colonized.
Key words: Waiting for the barbarians, Coetzee, hegemony, dominance, torture, violence, demonize,
colonialism.

I.

Introduction:

Hegemony, throughout the centuries, was defined by many critics. To understand it,
I shall show the difference between its definition and the definition of dominance according
to some critics as they seem very similar. Antonio Gramsci in his Selections from the Prison
Notebooks distinguished between the two concepts. He claims that the concept of hegemony
differs or as he says “contrasted” with the concept of dominance. He argues that the upper
“ruling” class has all the power not only because the ruling class imposes its wishes by
subjugation and “force”. But because of the approval of the ruled. While dominance is to
take over all the power relying only on compulsion (Gramsci, 1971). In the context of this
paper, hegemony will be treated not as the power taken by the ruling class, but by the power
taken by the colonizer. In other words: hegemony in colonialism is when the colonizers take
over the power of the colonized, not only by force, but because of the colonized’s consent.
As to say, the colonized become colonized by force and by ideas.
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Michel Foucault in his book, Discipline and Punishment talks about torture in
prisons.

He addresses that prisoners are treated like objects. He talks about the

chronological development of torture. How people were tortured, beaten, and executed in
public. Then the “punitive practices” became in private. He also talks about the
development of execution in particular. He describes it as: “the modern rituals of execution
attest to this double process: the disappearance of the spectacle and the elimination of pain”
(Foucault, 1995, p11). He also talks about the ways in which prisoners were tortured and
humiliated before executions. Then he addresses how important the nineteenth century was,
because then all physical punishments and body torturing disappeared (Foucault, 1995,
p14). Using this ideology of changing the punishment gives the colonized the feeling of
thankful that the previous punishments are not used anymore, that makes the colonizer in a
very good view and position in the eyes of the unintellectual colonized. And that’s one way
of hegemony.
Frantz Fanon in the Wretched of the Earth indicates the relationship between the
“colonists” and the “colonized. He claims that the colonialists get their power and
legitimacy from the colonial system. He describes the colonized as “fabricated subjects”
who are made by the colonists. (Fanon, 2004, p. 2). Part of the hegemony of the colonizers
over the colonized is that the latter is some made creatures. They are allowed to do the
things that the colonizers let them do. And are not allowed to do the things the colonizers
don’t let them do. As if the colonized are programmed on what to do and what to think.
According to Stuart Hall hegemony is simply defined as “dominance and
subordination in the field of relations structured by power” (Hall, 1985). Subordination is
to be submissive, dependent, and other. This is clear in colonialism. While colonialism
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consists of two parties: a colonizer and a colonized, there’s one party that is superior and
the other is inferior. The superior, the colonizer, rules the world of the inferior, the
colonized. And the relationship between them is based on power and force.
To sum up, from the previous definitions we can see the comprehensive nature of
the notion of hegemony and the possibility of understanding it in a multifaceted way that
would help our analysis of the novel. From Gramsci, there is the social and ideological basis
of hegemony. Foucault shows how hegemony results from certain forms of imposing power,
while Fanon draws our attention to the fabricated nature of the hierarchy of power created
by hegemony. Last, Hall points to the two-way nature of the colonized-colonizer
relationship. Thus, we can say that hegemony is a social and ideological mechanism that
results from certain forms of power to fabricate a superior / inferior two-way relationship
between the colonized and the colonizer.
As James Lull addresses in his book Media, Communications and Culture: A Global
Approach another way of hegemony which is the “mass media”. This mass media is in the
hand of the colonizers. They introduce, through the media, many ideas in which go directly
to the consciousness of the individual human being. These ideas won’t be rejected because
they are unconsciously shared among the community. (Lull, 1995, p33-34). To apply the
mass media into any colonial society, we will have a society of colonizers which does all
bad visual actions to the colonized in public and doesn’t care nor feel with them.
Waiting for the Barbarians by J.M. Coetzee is about the military interference of the
Third Bureau in an imaginary town which is run by a Magistrate. The Third Bureau as
troops arrive to the town decides to suppress the attack of the barbarians. Truth is, the
barbarians, as Lydia McDermott claims, were never a threat of the Empire of the Third
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Bureau. They start tracking the barbarians, abuse them, violate them, torture them, and
imprison them (McDermott, 1990, p.1). The land which the empire was built on was
originally the barbarians’. But it was colonized, and the barbarians were fled to live in the
suburbs. Coetzee in his novel criticizes the imaginary unknown and unnamed empire, and
by doing that he criticizes the colonial system as a whole. (Columbia Encyclopedia,2001).
The aim of this paper is to study the hegemonic techniques upon the colonized barbarians
by the Third Bureau colonizers in Waiting for the Barbarians by J.M. Coetzee.
II.

Research Materials and Method:
As illustrated above, the present study uses the analytical approach as the main

method of analyzing Waiting for the Barbarians by J.M. Coetzee in terms of the hegemonic
techniques which are used throughout the novel. This study analyzes four major hegemonic
techniques: Force which indicates power and violence, the dictatorship of the empire, mass
media as a hegemonic technique, and othering and demonizing. The researcher believe that
these four techniques are the most relevant and evident ones in the novel.
It is important here to admit that the method used in this paper is a little challenging
since it talks about four different ways of hegemony. Therefore, the researcher tried her best
to follow this order in the following analysis: highlighting the most relatable and important
quotes of the text, a close reading of them, with some references to some previous studies
from research papers and books that tackled the same general topic, some of which will be
introduced in the following part.
III.

Literature Review:
On the one hand, Antonio Gramsci, who was an Italian Marxist philosopher, studied

the definition Hegemony in contrast with the definition of dominance. His book, Selections
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from the Prison Notebook, is a collection of essays he wrote while being imprisoned by the
Italian regime. One the other hand, Michel Foucault, who was a French philosopher and a
literary critic, in his book Discipline and Punishment, talks about torture in prisons in
general and includes the chronological development of torture as a hegemonic technique.
Frantz Fanon, a French Indian influential writer and philosopher, in his book The Wretched
of the Earth, talks about The relationship between a colonizer, and a colonized. And about
the torture and violence which should be done by the colonized in order to get rid of the
colonizer. Stuart Hall defines hegemony and talks about the relationship between hegemony
and colonialism. James Lull, in his book Media, Communications and Culture: A Global
Approach, gives a very new and creative way of hegemony which was mass media. He talks
about how, through media, many ideas of the colonizer go directly to the consciousness of
the individual human being of the colonized and became an ideology. And for last, Albert
Memmi who in his book the Colonizer and the Colonized talks about the colonizer and the
colonized in details. He draws a portrait of both, and gave each two options whether they
except colonialism, or refuse it.
IV.

Discussion:
This paper discusses the four major hegemonic techniques in Waiting for the
Barbarians. The first technique is force as seen in the novel in violence, torture,
humiliation, punishments and prison. The second one is the description of the Empire
as a powerful dictator state. The third one is the mass media in terms of how
punishments were done in public to frighten people, and how the enemy was described.
The last one is othering and demonizing anyone who talks against the legitimacy of the
Empire.
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A. Force as a hegemonic technique
In Waiting for the Barbarians, the Third Bureau as a colonial system terrorized
the barbarians. They were treated like animals, whether they were old men, women, or
even children. The novel has many vicious and brutal examples of how the colonized
barbarians were treated.
Starting with the old man who came to the town with his grandchild because he
was sick. The two were imprisoned and investigated so they confess about the attack
that is going to happen against the empire. They were asked many questions, and when
they didn’t confess, they were tortured which caused the death of the old man: “The
grey beard is caked with blood. The lips are crushed and drawn back, the teeth are
broken. One eye is rolled back, the other eye-socket is a bloody hole… they say that he
hit his head on the wall” (Coetzee, 2010, p7). Colonel Joll while investigating killed the
old man because, as Joll claimed, the old man wasn’t saying the truth.
Another example is the barbarian beggar girl who was left blind in the town. Her
both ankles were broken and never took care of as they were full of dust “she sits waiting
on the carpet, her feet bare. They are broad, the toes stubbly, the nails crusted with
dirt…she runs a finger across the outside of her ankle. That is where it was broken. The
other one too.” (Coetzee, 2010, p28). This girl was tortured and violated. She was at
first traumatized that she wasn’t able to talk about it at first: “I don’t believe you can
see… yes I can see. When I look straight there’s nothing. There’s … a blur… did they
do it? Yes. What did they do?” (Coetzee, 2010, p28-29). The girl never answered as she
wasn’t ready. She later on talked about it and said to the magistrate: “you are always
asking me this question, so I will now tell you. It was a fork, a kind of fork with only
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two teeth. There were little knobs on the teeth to make the blunt. They put it in the coals
till it was hot, then they touched you with it, to burn you. I saw the marks where they
had burned people… they did not burn me. They said they would burn my eyes out, but
they did not. The man brought it very close to my face and made me look at it. They
held my eyelids open. But I had nothing to tell them. That was all” (Coetzee, 2010, p40).
The girl was injured because they thought she had something to do with the attack they
assume it was going to happen. Yet, she was all innocent.
The troops of the Third Bureau didn’t respect any kind of dignity of the human
beings. They hurt the girl in front of her father without letting him help her. The
magistrate kept thinking of that: “All I see is a figure named father that could be the
figure of any father who knows a child is being beaten whom he cannot protect. To
someone he loves he cannot fulfil his duty. For this he knows he is never forgiven. This
knowledge of fathers, this knowledge of condemnation, is more than he can bear. No
wonder he wanted to die” (Coetzee, 2010, p79). This kind of humiliation hurts, and
makes people sympathize with the poor barbarians.
The humiliation as well as the violations continue throughout the novel. For the
barbarians and the magistrate as well. It’s when a patch of barbarians was tortured and
beaten in pubic: “they are making those barbarians kneel… four of the prisoners kneel
on the ground. The other eight, still roped together… then the beaten begins… the black
charcoal and ochre dust begin to run with sweat and blood. the soldiers doing the beaten
grow tired. A girl…is pushed by her friends…the urge her… a soldier puts a cane in her
hand… she lifts the cane, brings it down smartly on the prisoner’s buttocks” (Coetzee,
2010, p102,103,104). The public punishments brought the barbarians into a very mean
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situation. They are beaten naked in front of everybody. The magistrate couldn’t stand
still. He tried to stop them when he saw the beaten moving into another level. A hammer
was used to destroy the barbarians’ bones and shoulders. Yet, he, for talking the truth,
was taken and beaten and then gone back to prison. People because of the public torture
lost their sympathy towards the barbarians as they believed they deserve what’s
happening. Therefore, they also became heartless and in want to hurt them more. And
after the treatment which the magistrate received, if anyone among the people felt sorry
and wanted to speak out, they wouldn’t because they don’t want to have all the beating
done to them.
Since the magistrate, as a kind of representative of the barbarians, was insulted
in front of his people, the third bureau wanted to do more. They tortured and beaten him
till he became a very weak man. Then they put him in prison naked, and when they
wanted him to go outside, they gave him a “woman’s calico smock” (Coetzee, 2010,
p115), they want him to reach the lowest point of shame and disgrace.
The previous examples of violence, torture, and humiliation show the first
obvious way in which the empire gained its dominance and hegemony over the
colonized barbarians. Also the brutal actions against the only one who tried to defend
the barbarians, the magistrate, imply what is going to happen if anyone tried to do the
same as he did. By them, they put the fear of protesting against the empire in the
unconscious of the people. That’s how the empire gained its power and dominance.
B. The dictatorship of the Empire
Thomas Bates claims that: “It may be that every state is ultimately a dictatorship.
And will bare its teeth when confronted by a serious challenger, whether from the
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outside or the inside” (Bates, 1975. p351-352). This proves what happened with the
barbarians and the magistrate by the empire’s representatives. The barbarians represent
the outside threat, while the magistrate represents the inside threat. Once the empire
feared the barbarians, it sent its third bureau troops to torture them. Same happened with
the magistrate when he was marked as a traitor. Once the empire knew its enemies, it
mastered its dictatorship and became cruel and vicious.
Many examples throughout the novel describe the cruelty of the empire as a new
state with a new history. It got its validity from enslaving the barbarians according to
the magistrate. And it wasn’t any better when it comes to its people. The empire
programmed the people as if they were machines which work for the benefit of it: “The
Empire does not require that its servants love each other, merely that they perform their
duty” (Coetzee, 2010, p5-6). This hegemonic programming lets people forget about
their human relations and serve their system for it’s the only reason of their existence.
And its servants, especially the military people, were taught and programmed to be like
this: “…Who has been told that one can reach the top only by climbing a pyramid of
bodies. Who dreams that one of these days he will put his foot on my throat and press”
(Coetzee, 2010, p83). They were systemized that the more steps they climb on a ladder,
the more they are good and loyal servants of the empire.
Servants of the third bureau are programmed to the point that they want to
hegemonize what people are thinking of. They didn’t want them to ask questions or
question the legitimacy of the empire. The magistrate was curios to know why does the
third bureau do all this while if they think about it they’ll see how the barbarians are
unorganized people who have no intentions to conquer the empire, that is why he asks
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one of the third bureau servants and he gets a very hard answer when he said that he
blames the system: “Do not misunderstand me, I am no blaming you or accusing you, I
am long past that. Remember, I too have devoted a life to the law, I know its processes,
I know that the workings of justice are often obscure” (Coetzee, 2010, p124). The
answer was a very hard hit on the chest and “you bastard…you fucking old lunatic! Get
out! Go and die somewhere” (Coetzee, 2010, p124). They are blind to the point where
they see that nothing wrong of the empire. They are hegemonized to hegemonize people.
C. The mass media as a hegemonic technique
According to what is mentioned previously, James Lull (Lull, 1995) emphasizes
the idea of mass media as a method of hegemony used by the colonizers to introduce
ideas and ideologies. This is clearly shown in Waiting for the Barbarians especially in
the way the third bureau, as a representative of the empire as a whole, laid the idea of
respect and fear. The empire wants to get respect and fear by all people, that’s why it
did some public actions, so all people unconsciously respect and fear the empire.
For the first example, in the very beginning of the novel, when readers were
introduced with Colonel Joll. He was a young, strong, good looking, strict man who
wears sunglasses all the time. As said, those sunglasses were new to the unnamed town
which was run by the magistrate. This look of the representative of the empire means
that those people are civilized, and they know what they’re doing. Appearances do play
a big role in appealing and attracting minds.
For the media which the empire played, it mostly evolved around rumors that
were spread all over the empire. Rumors were about the barbarians. They helped in the
process of hating the barbarians. The spread of the war in which was said that the
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barbarians are going to have against the empire played the biggest role. As it put the
people of the empire in threat and fear. As some of the rumors said: “the barbarians
come out at night… it is said, the barbarians prowl about bent on murder and
rapine…the barbarians are here, the children scream and cannot be comforted… people
say they come and go as they please, take what they like; no one is safe any longer”
(Coetzee, 2010, p120). The third bureau lied about the barbarians and people of the town
got frightened and threatened. They even believed some children’s claims about a girl
who was raped. The children said who did it was a barbarian, with no clear evidence
that they were not lying.
Another example of the media is that the public torturing against the magistrate
so that whoever thinks of doing something against the empire, or protesting against the
brutal actions of the third bureau. The magistrate saw the hammer in the colonel’s hand
to beat the barbarians so he shouted: “Not with that… you would not use a hammer on
a beast, not on a beast…look…look at these men… men…” (Coetzee, 2010, p105). The
magistrate after that said how he was after all the beaten: “My nose is broken, I know,
and perhaps also my cheekbone where the flesh was laid open by the blow of the stick.
My left eye is swelling shut” (Coetzee, 2010, p106). Therefore, if anyone ever thought
of doing what the magistrate did, they won’t because of the torturing they saw.
But what really was said and true about the barbarians, was the things the
magistrate observed during his service: “The barbarians, who are pastoralists, nomads,
tent-dwellers, make no reference in their legend to a permanent settlement near the lake”
(Coetzee, 2010, p15). Which proves that they have no intentions on the war. They are
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human beings who couldn’t even defend themselves. They are nomads who were taken
away from where they lived and got beaten to death.
Media played a big role as a hegemonic technique in Waiting for the Barbarians.
This hegemony was mostly for the people of the town. The barbarians were
hegemonized by power and force and that might make people sympathize with them.
Therefore, the empire wanted to control everyone, so nobody sympathizes with them.
The empire hegemonized people and their minds.
D. Othering and demonizing as hegemonic techniques
Albert Memmi in The Colonizer and the colonized claims that colonizers are put
in very difficult situations as it’s not easy to escape the whole mentality of colonialism.
It’s even harder to reject the ideology of colonialism while you are still living among
the colonizers. “The colonizer who refuses” according o Memmi is a traitor in the eyes
of the colonizers whom he is part of. He challenges their presence in their homeland.
(Memmi, 1975, p64-65). The magistrate represents the colonizer who refuses the
torturing of his fellow colonizers. Therefore, he became the traitor.
The magistrate tried to keep his suffering to himself. He tried to suppress all his
sympathetic feelings with the barbarians. And that was it until the moment he acted out
and protested the empire. As Memmi says: the moment the colonizer became part of the
colonized be became the other (Memmi, 1975, p68). He sympathizes with the barbarians
“the colonel’s prisoners arrive…I watch them cross the square between their mounted
guards, dusty, exhausted, cringing already from the spectators who crowd about
them…” (Coetzee, 2010, p16). And how he sympathizes with the barbarian girl and how
he got into troubles when he returned her to her people. And then when he acted out
113

when the barbarians were beaten with a hammered and he got beaten and tortured. At
these moments othered the magistrate and made him a demon like the people he
sympathizes with.
As for the magistrate, since he became the other. He didn’t like the way the third
bureau and the empire acted against the barbarians. As he is physically part of the
colonizer he wished for a rebellion: “I wish that these barbarians would rise up and teach
us a lesson, so that we would learn to respect them. We think of the country as ours, part
of our Empire- our outpost, our settlement, our market center.” (Coetzee, 2010, p50).
The magistrate here put himself in the barbarian’s shoes. He was oppressed and othered.
He became one of the barbarians and identified with them and thought of what should
be done to the colonizers including himself.
Part of othering and demonizing the barbarians was connecting every bad thing that
happen with them. They began rumors about how the barbarians come in the night and
steal their stuff and scare their children. Even there was an incident with a girl who was
raped. Her friends told people that the person who raped her is a barbarian: “her friends
claim a barbarian did it. They saw him running away into the reeds. They recognized
him as a barbarian by his ugliness” (Coetzee, 2010, p120-121). They related ugliness
with barbarians.
V.

Conclusion
The previous analysis has hopefully given an illustrative analysis of the hegemonic

techniques in J. M. Coetzee’s masterpiece Waiting for the Barbarians. As the given
examples were chosen carefully to fulfill the aim of this study. John Maxwell Coetzee is a
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very famous novelist as he is known for his outstanding and allegorical novels. He, for his
brilliancy, won the Nobel prize of literature.
The four hegemonic techniques in this particular novel work in a circle. First, the
colonizer dominate the power and the highest position in the state by violence and force,
then it sets all its rules as a dictator state, then they promote themselves as the strongest
party among all other parties and frighten everybody, and last, they demonize and other
whoever stand against it. Consequently, colonization is complete since hegemony is
complete. It is also worth noting that the techniques work on different levels: physical,
social, and psychological, and this highlights the damaging effect of colonization and its
dehumanizing nature of which Waiting for the Barbarians is a good example.
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EFL Learners’ Perceptions on “creativity” in language teaching/learning
Ahmet Selçuk Akdemir1
This study aims at investigating EFL learners’ perceptions on creativity in language teaching. Creative
work in the language classroom can lead to genuine communication and co-operation. Learners use the language
to do the creative task, so they use it as a tool, in its original function. This prepares learners for using the language
instrumentally outside the classroom. Richards (2013) defines creativity as one of the driving forces of language
learning/teaching process. Based on his conceptualization, this paper seeks to investigate language learners’
opinions on creativity in language learning/teaching process.
Keywords: EFL learners, perceptions, listening comprehension, cultural knowledge.
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EFL Learners’ Perceptions of the Impact of Cultural Knowledge Background on
Listening Comprehension.
Lyna Keraghel1
Culture –language relationship has lead to numerous debates on its role in English skills learning
proficiency, particularly listening comprehension skill in different non native speaking countries. The aim of the
present study is to explore EFL learners’ perceptions of the impact of cultural background knowledge of the target
language on their listening comprehension. To achieve this purpose, twenty two English language learners,
females and males, from the intermediate level class at the LCI private school of languages in El-Eulma were
selected using purposive sampling. Data was collected through a Likert scale questionnaire webbed to the sample
and then analyzed by using SPSS. Participants were given 21 statements based on the agreement Likert scale
option on the impact of cultural knowledge on their listening comprehension abilities. The findings revealed that
the majority of participants agreed to strongly agreed on the difficulty of listening comprehension skill. Some
participants consider having weak grammar, vague pronunciation, and lack of practice as the cause for having
difficulty in understanding the listening material. However, a significant number of participants find it difficult to
get the meaning of the listening material when they don’t have cultural awareness of the topic no matter how easy
is the language.
Keywords: EFL learners, perceptions, listening comprehension, cultural knowledge.
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Translating Political Jokes from Arabic into English
Tawffeek Abdou Saeed Mohammed1
Belqes Al-Sowaidi2
Jokes have increasingly become the medium through which people in different Arab countries express their
concerns. Social networks such as Facebook, Twitter, and the like are full of jokes tackling various spheres of life.
Those jokes serve as a secure resort for people to raise issues they are not able to say openly. The present study
deals with the problems involving the translation of Arabic jokes in general and political jokes in particular into
English. It sheds some light on the extent to which the translation of those jokes retains the force of the original
jokes/texts. The corpus of the study consists of 200 jokes that have been collected from different websites. Our
theoretical framework is eclectic as it takes into account translation, humour and linguistics theories. It is based
on Hans Vermeer's skopos theory, Raskins's general theory of verbal humour and Halliday's Systemic Functional
Linguistics (SFL). The study concluded that understanding a joke and then reproducing and translating it depends
on a combination of linguistic and extralinguistic factors. The jokes tellers may embrace various ideologies and a
translator is required to be familiar with those ideologies with a view to rendering the text adequately. The fidelity
of translation will never be preserved unless all those aspects are taken into consideration.
Key words: Political jokes, translation, social networks.
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Beliefs about Language Learning of Young Learners: A Case Study in a Turkish
Secondary School Context
Aynur DEMİR1
Turgay HAN2
The purpose of this study is to investigate the secondary school students’ beliefs about learning English as
a second language. A case study was conducted with 8 th grades students in a public secondary school in Turkey.
As a type of mixed-methods research design, the explanatory design was used to expand on the data. A modified
Turkish version of “Beliefs about Language Learning Inventory” (BALLI) by Horwitz (1988) was used to ask
students’ beliefs about language learning. The participants (n=78) completed the survey and a semi-structured
interview was conducted for a deeper understanding of their beliefs. The results indicated that there was no
significant difference by gender. The most common beliefs among participants were learning English to find a
better job and the significance of review and practice. The least common beliefs were that having a special aptitude
for themselves and difference in foreign language learning between males and females. It is implicated that
teachers and curriculum designers should be aware of these several language learning beliefs and take them into
account.
Keywords: language learning beliefs, BALLI, secondary school, young learner

1. Introduction
The study of language learners’ beliefs has become a significant aspect of language learning
and teaching as it has preliminary rooted significance in language learning (Kunt, 2008).
"Beliefs" are defined as preconceived notions about language learning or personalization of
public knowledge that people already have and changeable over time (Kuntz, 1997). These
beliefs directly affect language learning and success as well. Learners shape their expectations,
learning strategies, and their ability concerning the beliefs that they hold (Kunt, 2008).
Generally, it is believed that the past experiences of language learners shape the attitudes
towards language learning and beliefs about language learning. Horwitz (2008) has discussed
that understanding learners' approaches and gratification mean understanding beliefs about
language learning. Social, cultural, contextual, cognitive, and personal factors shape the
complex nature of beliefs (Bernat & Gvozdenko, 2005).
While investigating the learners’ beliefs three main approaches can be distinguished.
First, the normative approach defines beliefs as “preconceived notions” or in other words myths
or misapprehensions. In this approach, mostly Likert style questionnaires like BALLI (Horwitz,
1988) is preferred. Second, the metacognitive approach views "theories in action" as
metacognitive knowledge about language learning (Wenden, 1999). Generally, semi-structured
interviews are used in the metacognitive approach. Finally, the contextual approach sees beliefs
as differentiating according to context. This approach takes into account "the experience-based
nature of beliefs" and collects different data types and data analysis (Ellis, 2008).
Ellis (2008) describes that’s beliefs constitute individual difference that is neither an ability nor
stable trait-like claim but rather dynamic and ensconced. Learners may have new beliefs over
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time which is the nature of learners’ beliefs. They are not the only factor that affects the learning
process (Ellis, 2008). Situational constraints, individual differences, personal reasons, and
many other factors may affect this process. On the other hand, beliefs do impact learning by
influencing the learning strategies that learners use. With the help of using learners' strategies,
students are more aware of their responsibility for their language learning process. Knowing
more about language learners’ beliefs helps students to develop more effective language
learning strategies (Horwitz, 2008).
Beliefs are strictly connected with the learning outcomes and motivation as well.
Students’ success in learning language derives from their beliefs, attitudes, and meta-cognitive
knowledge that students already have (Aziz & Quraishi, 2017). For example; if a learner thinks
that grammar is more essential, he/she becomes more successful in grammar. If a learner has
confidence in speaking, he/she tends to speak to others actively which develops L2 learning. A
learner who believes that language learning is easy manifests higher levels of achievement
(Ellis, 2008).
In the learning environments, teachers are not the only ones to have beliefs about
language learning; students themselves also have many beliefs about second language learning
(Horwitz, 2008). Some learner beliefs may be helpful, on the contrary others can be impairing
to foreign language learning. Learners with unrealistic beliefs and misconceptions about
language learning create more anxious learning settings. Helping students to develop a realistic
understanding of language learning at an early age is essential for becoming a good language
learner (Horwitz, 2008). Positive beliefs assist students to overcome difficulties while negative
or “unrealistic beliefs” can arise from anxiety or reduced motivation. From a very early age,
understanding the beliefs about language learning is crucial for further process (Poole, 1999).
In every field related to social sciences, beliefs are a common issue (Altan, 2006). Learners'
beliefs about language learning can have a crucial impact on second language learning (Kunt,
2008). Horwitz (1988) designed a research instrument called the Beliefs About Language
Learning Inventory (BALLI) and explored the types of language learning beliefs in her study
(Çelik-Yazıcı & Tan, 2010). Horwitz concludes that the students already have beliefs about
language learning and this influence their expectation, attitude, motivation and also learning of
second language (Diab, 2006). Several studies have used Horwitz’s BALLI to investigate the
beliefs of EFL learners such as Altan, 2006; Çelik-Yazıcı, 2014; Diab, 2006; Kunt, 2008; and
others.
The knowledge of beliefs about language learning may help to modify the course
context, learning and teaching strategies, teaching methods, and materials. The language
learning teachers should be conscious of these “preconceived notions” and in this way, learners'
expectations and needs can be met (Çelik-Yazıcı & Tan, 2010). More effective curriculum,
decisions, and instructions can be held by the curriculum designers, decision-makers, and
language instructors with the help of language learners' beliefs (Aziz & Quraishi, 2017).
2. Literature Review
In the Turkish context and other contexts, the beliefs about language learning were
investigated frequently in different settings and cultures. While some studies have been carried
out to investigate language learners’ beliefs in Turkish context (Altan, 2006; Ariogul, Unal &
Onursal, 2009; Çelik-Yazıcı, 2014; Çelik-Yazıcı & Tan, 2010; Şevik, Yalçın & Bostancıoğlu,
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2018), the other considerable number of studies conducted abroad (Aziz & Quraishi, 2017;
Horwitz, 1999; Kunt, 2008; Kuntz, 1997; Psaltou-Joycey & Sougari, 2010)
Although considerable research has been devoted to exploring the beliefs of language learners
in universities (Altan, 2006; Çelik-Yazıcı, 2014; Çelik-Yazıcı & Tan, 2010; Kunt, 2008; Şevik,
Yalçın & Bostancıoğlu, 2018), rather less attention has been paid to investigate secondary
school students’ beliefs about language learning (Aziz & Quraishi, 2017; Kuntz, 1997; PsaltouJoycey & Sougari, 2010).
According to the university context, Altan (2006) conducted a study by administrating BALLI
to 248 university students in the departments of English, German, French, Japanese, and Arabic
as preservice teachers from five universities in Turkey. The results of the study revealed that
students hold a range of beliefs and they have generally optimistic beliefs about their language
learning process. Beliefs among the different target language groups have similarities.
Educators shouldn’t be regardless of these beliefs if they want their teaching methods to be
approachable to their students.
Ariogul, Unal, and Onursal (2009) conducted a similar study that addressed the differences and
similarities among English, German, and French learners' beliefs about language learning.
Three hundred forty-three freshmen university students from Turkey completed BALLI and a
short demographic survey. The findings of the study are parallel to the study conducted by Altan
(2006). Responses were given in the same fashion. The results of the study revealed that the
alleviation of negative outcomes, implementation of positive instructional practices, and
communication between teacher and student is crucial for the successful language learning
process.
Horwitz (1999) also used her instrument called BALLI to American learners of French,
Spanish, German, and Japanese, US university instructors of French, and Korean, Taiwanese,
and Turkish heritage English as a Foreign Language students. The primary objective of this
study was to identify the similarities and differences across cultural groups. The results of the
study maintained that beliefs may vary based on age, stage of learning, and professional status.
On the other hand, the similarities between the learners' beliefs cannot be dismissed. Horwitz
states that "Perhaps there is a world culture of language learning and teaching."
Another study was carried out by Kunt (2008) investigated the beliefs about learning Turkish
as a second language. The participants were 60 international university students from 8 different
countries: Nigeria, Iran, Cambodia, Jordan, Cameron, Pakistan, Iraq, and Mongolia. BALLI
was used with descriptive statistics as the data collection tool. The study similarly indicated that
the students have different beliefs about language learning from those of international ESL
students in the United States. According to the results, international university students have
the integrative motivation to learn Turkish which is related to the culture of the target language.
A study conducted by Çelik-Yazıcı and Tan (2010) analyzed the beliefs of 180 freshmen
Turkish university students enrolled in an intensive language school (YADYO) about language
learning via the Turkish version of BALLI. As in other studies, the result of the study revealed
that language learners hold a range of beliefs. The students also may be anxious about making
mistakes which can be seen as one of the main barriers in front of the future progress of
language learning.
Çelik-Yazıcı (2014) maintained the study of students' beliefs about language learning in the
Turkish context, aiming to determine the difference by gender. Ninety male and ninety female
university students participated in the study and the BALLI was used to express the beliefs. The
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results indicated no difference between males' and females’ beliefs. Further, female students
who gave more support to the people who speak more than one language are very intelligent.
Among the most recent research, the study of Şevik, Yalçın, and Bostancıoğlu (2018) searched
into the beliefs about foreign language learning of 296 university vocational school students
studying in the two-year associate degree programs in Turkey. A modified Turkish version of
BALLI as a data collection tool was used. In the same fashion, the results of the study revealed
that the students have a range of beliefs. They have positive and realistic about foreign language
motivation, expectation, learning, and communicating strategies. However, they have negative
beliefs about their foreign language aptitude. Awareness of these beliefs and expectations can
develop more effective learner behavior. The knowledge of beliefs also provides guidelines for
teachers to adjust their teaching methods, to avoid misunderstanding of beliefs, to adjust the
balance between four language skills, to design more effective syllables and schedules.
Bernat and Lloyd (2007) investigated the differences between beliefs about language learning
and gender. The participants of the study were 155 female and 107 male students enrolled in an
Academic English Program of Australian University. BALLI was used to assess the students'
beliefs about foreign language learning. The results of the study revealed that male and female
participants show similar beliefs about language learning.
Additionally, Tandang and Arif (2019) reported the similarity between the responses of males
and females. The study was conducted with 334 respondents from a local public institution in
Negeri Sembilan. A modified version of the Foreign Language Classroom Anxiety Scale
(FLCAS) and BALLI used to conduct the study. It is revealed that the second language anxiety
of the students is strongly connected with their beliefs about language learning. In the study,
the relation between the beliefs about language learning and second language anxiety is
indicated.
As for the case of secondary school context, Aziz and Quraishi (2017) conducted a study
investigating the beliefs of 664 secondary school students of a public school regarding English
language learning. The survey method was employed with the modified version of BALLI. The
results of the study reveal that students had a variety of beliefs and they had a high level of
instrumental motivation. Moreover, female students were more motivated and thought English
easy to learn.
Kuntz (1997) also carried out a study on 193 first year lower secondary students’ beliefs about
language learning. The instrument was expanded from the BALLI which is identified as KuntzRifkin Instrument. Likewise, the results appear to show that the differences exist in students'
beliefs. Kuntz also indicates that instructors, authors, and administrators should be aware of the
learners' beliefs about language learning to address them in textbooks and classroom
instruction.
Psaltou-Joycey and Sougari (2010) conducted a similar study on young learners’ perceptions
of foreign language learning. Five hundred sixteen primary and lower-secondary students in
Greece administered a closed questionnaire. The results present that differences do reveal and
these differences need different treatments in the language learning process. Learners reveal the
importance of the teacher and feedback.
In the light of the relevant literature, although there is growing attention regarding young
learners’ beliefs about language learning, there is still a scarcity of research investigating in the
Turkish context. To my best knowledge, limited research on the young learners' beliefs about
language learning has been employed in a Turkish context. Further, beliefs about language
learning were taken into consideration with quantitative data. The need for qualitative research
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for a deeper understanding of beliefs can be seen clearly. Taking this gap into account, the
purpose of this study is to describe the beliefs about language learning of Turkish EFL learners
in a secondary school with both quantitative and qualitative research methods. This study aims
to learn more about the beliefs about language learning at an early age of foreign language
learners. By finding out these beliefs at the beginning of the language learning process, students
will be able to create more optimistic language learning beliefs and teachers will be able to
create more optimistic learning environments. This understanding is expected to contribute to
language teachers in that it alerts them about the beliefs, expectations, and needs of learners.
Teachers can modify the teaching methods, materials, and strategies according to their students’
needs. Curriculum designers and decision-makers can shape more appropriate lesson plans,
course contexts, and curriculum. This study is also expected to raise the awareness of learners’
own beliefs about language learning and inform them about suitable learning strategies they
can use.
According to the rationale of this study, research questions are raised as follows:
1. What are Turkish secondary school EFL students’ beliefs about learning the language?
Which beliefs are the most common and the least common for Turkish secondary school
EFL students about learning the language?
2. Is there any significant difference between male and female students’ beliefs in learning
the language in the secondary school context?

3. Methodology
The mixed-methods (both quantitative and qualitative research methods) in an explanatory
sequential pattern were used to examine beliefs of language learners from more than one aspect.
This research design was followed by a better understanding of the research questions. It was
the most appropriate method for the fact that quantitative research presents more reliable results
and qualitative research present detailed views of the students (Creswell, 2009). The
quantitative data was explained with the help of qualitative data. The explanatory design was
preferred to explain the quantitative data with inferencing from the qualitative data. A case
study in a Turkish public secondary school was selected because of the attainableness through
a convenience sample.
3.1.Sampling
Using convenience sampling, a secondary school in Ordu province from Turkey was chosen to
conduct the study. Researchers of the study have been teaching English at the same school for
long years. Accessibility of the school and students are more convenient for the researcher. The
8th grades of this secondary school were invited to participate in the study with the purposeful
sampling method. It is for the fact that understanding of abstract concepts and hypothetical
thinking in children develops at approximately age 12 and older according to Jean Piaget's
cognitive development (Huitt & Hummel, 2003). By considering this, the students older than
12 years old studying in the 8th grade were chosen on purpose. Also, the consideration of the
beliefs about language learning before starting high school is a substantial case. At the end of
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the 8th grade, students have an exam called LGS (Liselere Geçiş Sınavı: Transition to High
School) in Turkey and choose the best high school for their level (Ministry of Education, 2018).
During this period, being aware of the preconceived notions is essential to use appropriate
learning and teaching strategies for both students and teachers.
3.2.Participants
The quantitative study presented in this paper was carried out at a Secondary School in Turkey
with the participation of seventy-eight students of 8th grade (n=78); 51.3% (n=40) participants
were female, and 48.7% (n=38) participants were male. The ages of the participants were
ranged from 12 to 15. The participants’ native language was Turkish. They mostly started
learning English in the 2nd grade and they were supposed to attend 4 hours of English classes
each week. Their English proficiency level was supposed to be between A1 and A2. The
participants were mostly from the same academic and cultural backgrounds. They live in the
same region and study at the same school. Among the students who participated in the BALLI,
4 female and 3 male students answered the semi-structured questions voluntarily via a telephone
call.
3.3.Data collection tools
To explore the beliefs of language learners, BALLI is a frequently used and reliable
questionnaire. With the help of this kind of questionnaire, more data can be reached in less time.
Accessibility of the data is easier. As BALLI has been used and tried in several studies up to
today, the validity and reliability of the data collection tool are high (Horwitz, 1999).
The BALLI was adopted to be used in different contexts; thus, it was examined by research to
determine its reliability and validity. For instance; Yürük (2008) adapted the instrument for
Turkish students to recreate both a reliable and valid data collection tool. For this purpose, the
BALLI was administered to Turkish students and the reliability of the BALLI was measured
by the internal consistency of 0.865 using Cronbach's alpha. Beliefs should be measured in
scales written in learners’ native language rather than the target language, especially for young
learners at the beginning of their learning process.
A Turkish version of BALLI by Horwitz (1988) was convenient in order not to cause
misunderstanding as prepared by Yürük (2008). The data collection tool to be used in such a
study carried out with young learners should be modified, adapted, and simplified according to
the children's comprehension. The BALLI measures about five main language learning areas:
1. The nature of language learning,
2. Foreign language aptitude,
3. The difficulty of language learning,
4. Learning and communication strategies,
5. Motivations and expectations.
The inventory includes 34 items. Items 4 and 14 are in a multiple-choice format. The other
items are rated on a five-point Likert scale ranging from “(1) strongly agree”, “(2) agree", "(3)
have no opinion", "(4) disagree", to "(5) strongly disagree". Instead of offering alternatives to
the five-point Likert scale, the students answered the questionnaire on a three-point Likert scale
because of the young learners' limited cognitive abilities. Identifying slight differences between
"strongly agree" and "agree" or “strongly disagree” and “disagree” is difficult for younger
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children. On the other hand, young learners are more visual learners (Fraenkel, Wallen & Hyun,
2011). For the sake of a more appropriate data collection tool for young learners, the answer
format was changed to face symbols to represent “yes” smile, “sometimes” neutral, and “no”
upset as a three-point Likert scale.
A semi-structured interview is also helpful to gain a deeper insight into the beliefs being
investigated in the study (Walliman, 2011). At the end of the inventory, a semi-structured
interview is planned with the volunteer participants. In this way, a better understanding of
language learners’ beliefs is discussed better.
The questions on the questionnaires and interviews were relevant to answering the research
questions. The data collection tools were reviewed by the advisor and peers. The questionnaire
and interview questions were given to four different English language teachers and a Turkish
language teacher working in the relevant secondary school to check its conformability and
clarity of the language.
3.4.Data collection procedure
The instrument and interview questions were used in the study under the guidance of the advisor
after the literature review. Each section of the research was reviewed by the advisor of the study.
A pilot study was conducted to decrease the researcher’s biases. The moderated version of the
inventory was administered to 10 students (5 male, 5 female) from the voluntary participants
for the pilot study with random selecting. The appropriateness and intelligibility of the questions
were checked. The participants found the questions quite comprehensible.
Data was collected in the spring term of the 2019-2020 academic year at a Turkish secondary
school. A letter of permission was prepared for the head of the related secondary school to
collect the data. The students were invited to participate in the study voluntarily. They were
informed about the content of the study and about that the information was to be used only for
research purposes, not for evaluation. Permission document was prepared for their privacy
considering that the collected data would be kept confidential. The questionnaire is taken by
the guidance of their teachers during their own lesson time in order not to remain students under
stress.
Quantitative data gathered from the inventory was analysed. Descriptive statics were used to
calculate the frequencies of students' responses to summarize the beliefs about language
learning. Then, the data were subjected to normality tests which indicate that trimmed mean,
mean and median scores were almost alike. The Kolmogorov-Smirnov value was recorded as
.004. The significance level is set up at p<.05. Q–Q Plot Tests and Histogram results are also
supporting the parametric value of the data. After the results ensuring the normality of the data,
an independent sample t-test was used to interpret the effects of gender.
After conducting the questionnaire, the semi-structured interview was planned for a deeper
understanding of beliefs about language learning. The students were asked to participate in the
semi-structured interview voluntarily. Volunteer students were selected but during this period
the coronavirus pandemic outbreak was seen. The schools were closed temporarily in March
2020 (UNESCO, 2020). During the distance education period, the connection between teachers
and students was getting stronger with the use of technology. They stayed in touch via their
parents' mobile phones, computers with life lessons, and interactive exercises. It was planned
to make a face-to-face interview, but according to the circumstances it was held via mobile
phones of their parents. Voice recordings and scripts of the interviews were taken with the
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permission of the participants and their parents. Transcriptions of the interviews were examined
by the participants for the accuracy of the details. With the help of the qualitative data, the
beliefs were discussed intimately.
All data collection tools were used for the sake of the issue related to the study. The papers of
the instrument replies and transcripts of the interviews open for inspection by others. The
results and discussion of the study were reviewed by the advisor and peers.
4. Results
To investigate the beliefs about language learning, the results of the BALLI and semi-structured
interview are analyzed in this section. BALLI is discussed according to its five components and
explained with the answers of the interview.
4.1.The nature of language learning
There are six statements in this category. Items number 8, 12, 17, 23, 27, 28 are about the nature
of language learning. Table 1 presents the participants’ answers to these items. The frequencies
and percentages are given in the table.

Table 1. The participants’ beliefs about the nature of language learning
Items
8. It is necessary to know about Englishspeaking cultures to speak English.
12. It is best to learn English in an Englishspeaking country.
17. The most important part of learning a
foreign language is learning vocabulary
words.
23. The most important part of learning a
foreign language is learning grammar.
27. Learning a foreign language is different
from learning other lessons.
28. The most important part of learning
English is learning how to translate from my
native language.

Agree
Neutral
Disagree
N
f
%
f
%
f
%
14 17.9
26 33.3
38 48.7
78
49

62.8

14

17.9

15

19.2

78

59

75.6

13

16.7

6

7.7

78

49

62.8

19

24.4

10

12.8

78

38

48.7

29

37.2

9

11.5

76

45

57.7

26

33.3

6

7.7

77

As can be seen in Table 1, most of the participants have positive beliefs in this category except
for item 8. Many students do not agree with the necessity of learning cultures to speak English
(48.7%). In contrast, nearly half of the students believe that learning English in an Englishspeaking country is useful (62.8%). In semi-structured interviews, when students were asked
how they can learn English best, most of them reported that learning English in the country
where English is the mother tongue is the best way to learn it. Even though both items 8 and 12
are connected with the role of cultural contact, the responses are not similar.
On the other hand, by the students’ perceptions of language learning (Items 17, 23, and 28),
table 1 presents that the majority of the participants agreed with the statements. Many believed
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that learning English is strongly connected with learning vocabulary (75.6%), grammar
(62.8%), and translation (57.7%). The results indicate that a vast majority of the respondents
accept the formal structural approach and grammar-translation approach. Especially, in
reported interviews, the majority of students highlighted the significance of review, practice,
and vocabulary learning. Since the students are preparing for an exam called LGS to start a
quality high school in Turkey, they need to make reviews much more.
Additionally, table 1 indicates that almost half of the students (48.7%) approve of learning the
language as different from other types of learning in item 27. In the interview, nearly half of
the students explained that language learning needs to be studied a lot because English is not
easier than the other lessons. The rest of the students commented that language learning has no
difference from other lessons.
8. It is necessary to know about 12. It is best to learn English in 17. The most important part of
English-speaking cultures to an English-speaking country.
learning a foreign language is
speak English.
learning vocabulary words.

23. The most important part of 27. Learning a foreign language 28. The most important part of
learning a foreign language is is different from learning other learning English is learning
learning grammar.
lessons.
how to translate from my native
language.

Figure 1. The participants’ beliefs about the nature of language learning according to gender
Gender differences in the statements about the nature of language learning are revealed in figure
1. Males and females respond to the items in a similar fashion. Females have stronger beliefs
than males for either agreement or disagreement. Moreover, males have a slight difference
between agreement and neutral responses in items 8 and 28.
4.2. Foreign language aptitude
BALLI items 1, 2, 6, 10, 11, 16, 19, 30, 33 are about foreign language aptitude. These items
present us with a better understanding of the beliefs in the existence of special abilities regarding
language learning.
Table 2. The participants’ beliefs about foreign language aptitude
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Items
1. It is easier for children than adults to
learn a foreign language.
2. Some people have a special ability for
learning foreign languages.
6. Turks are good at learning foreign
languages.
10. It is easier for someone who speaks a
foreign language to learn another one.
11. People who are good at mathematics or
science are not good at learning foreign
languages.
16. I have a special ability for learning
foreign languages.
19. Women are better than men at learning
foreign languages.
30. People who speak more than one
language are very intelligent.
33. Everyone can learn to speak a foreign
language.

Agree
f
%
42 53.8

Neutral
f
%
30 38.5

Disagree
f
%
6
7.7

N

38

48.7

23

29.5

17

21.8

78

18

23.1

46

59.0

14

17.9

78

27

34.6

29

37.2

22

28.2

78

22

28.2

27

34.6

28

35.9

77

6

7.7

21

26.9

51

65.4

78

8

10.3

29

37.2

41

52.6

78

12

15.4

23

29.5

43

55.1

78

55

70.5

11

14.1

12

15.4

78

78

As described in table 2, a considerable number of students (70.5%) believe that everyone has a
foreign language aptitude and can speak a foreign language. Most of the students (53.8%) think
learning a foreign language is easier during childhood. As presented in the inventory, students
state that one of the best ways of learning English is to start it at younger ages.
Almost half of the students (48.7%) agree with some people having a special ability for learning
foreign languages. On the other hand, most of the learners (65.4%) do not believe that they have
a special ability for foreign language learning according to item 16. This belief may lead to
negative prejudice about learning a foreign language. The students have a belief about having
a special aptitude for foreign language learning, but not for themselves. This may occur because
of a lack of self-confidence. Further, the majority of the students neither agreed nor disagreed
with the statement (item 6) that “Turks are good at learning a foreign language”. They have
hesitations about having a special foreign language learning ability for their society. This may
cause anxiety in language learning in the future.
A great number of the participants have negative opinions about being intelligent for people
who speak more than one language and women's being better foreign language learners. The
participants likely think that they have an equal chance of learning a foreign language. There is
a slight difference between the responses of items 10 and 11. When asked in the interview,
participants also concur about similar language learning opportunities for males and females
except for 2 female participants. These participants stated that females are more willing, more
talented, and more hardworking than males.
The students do not have a common belief about having a special ability for who speaks a
foreign language already to learn another, and being good at mathematics and science does not
allow being good at learning a foreign language, too.
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1. It is easier for children than 2. Some people have a 6.Turks are good at learning

adults to learn a foreign special ability for learning foreign languages.
language.
foreign languages.

10. It is easier for someone
who speaks a foreign
language to learn another
one.

11. People who are good at 16. I have a special ability for
mathematics or science are learning foreign languages.
not good at learning foreign
languages.

19. Women are better than 30. People who speak more 33. Everyone can learn to
men at learning foreign than one language are very speak a foreign language.
languages.
intelligent.

Figure 2. The participants’ beliefs about foreign language aptitude according to gender
As revealed by figure 2, female participants have stronger beliefs according to the males as in
figure 1. In contrast, males are more likely than females to believe a special foreign language
learning ability for some people in item 2. However, both males and females do not agree to
have a special ability for learning foreign languages. The findings suggest that the participants
believe in the existence of a foreign language aptitude but they are not the ones in this lucky
group.
4.3.The difficulty of language learning
Items 3, 4, 5, 15, 25, 34 are about the participants’ opinions about the general difficulty of
learning a foreign language and their belief about the ability of foreign language learning.
Table 3. The participants’ beliefs about the difficulty of language learning
Items

Agree

Neutral
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Disagree

N

3. Some languages are easier to
learn than others.
5. I believe that I will ultimately
learn to speak English very well.
25. It is easier to speak than
understand a foreign language.
34. It is easier to read and write
English than to speak and
understand it.
4. English is a … language.

15. If someone spends one hour a
day learning a foreign language,
how long would it take him or her
to speak the language very well?

f
55

%
70.5

f
16

%
20.5

f
7

%
9.0

78

33

42.3

34

43.6

11

14.1

78

15

19.2

30

38.5

32

41.0

77

37

47.4

27

34.6

14

17.9

78

Easy

Medium
difficulty
f
%
f
%
19
24.4
51
65.4
You can not 3-5 years
learn it in 1
hour a day.
f
%
f
%
34
43.6
23
29.5

Difficult

N

f
%
6
7.7
76
Less than a year N

f
18

%
23.1

75

A great majority of the participants (70.5%) seem to believe that some languages are easier to
learn than others as shown in table 3. According to item 4, a small number of participants
(24.4%) think that English is easy. Others do not think English is that kind of easy language.
The majority of the participants also agree in the interview that English is of medium-difficulty,
but one must study hard enough.
As can be seen in item 5, most of the participants both agree and stayed unsure about the belief
in themselves to learn English accurately. Further, almost half of the participants (43.6%) think
that someone cannot learn a foreign language by spending one hour a day. According to the
responses in the interview, most of the students point out that they cannot learn a foreign
language in a short period, especially 4 hours a week. They comment about the number of
lessons in government schools saying that 4 hours in a week is inadequate.
As for items 25 and 34, many of the participants (47.4%) consider reading and writing English
easier than speaking or understanding it, and also only 19.2% appear to agree that speaking
English is easier. These findings reveal that productive skills are more difficult than receptive
skills as it is generally believed.
3. Some languages are 4. English is a … language. 5. I believe that I will
easier to learn than others.
ultimately learn to speak
English very well.
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15. If someone spends
one hour a day learning a
foreign language, how
long would it take him or
her to speak the language
very well?

25. It is easier to speak
than understand a foreign
language.

34. It is easier to read and
write English than to speak
and understand it.

Figure 3. The participants’ beliefs about the difficulty of language learning according to gender
Figure 3 summarizes the differences between males' and females’ opinions about the difficulty
of language learning. Except for item 5, there is a slight difference between the responses of
both participants. Many female participants seem to have a more optimistic belief about
learning to speak English, while many males seem to be unsure about that.
4.4.Learning and communication strategies
In this category, items 7, 9, 13, 14, 21, and 22 are concerned with communication strategies,
while items 18 and 26 discuss learning strategies.
Table 4. The participants’ beliefs about learning and communication skills
Items

Agree
Neutral
Disagree
N
f
%
f
%
f
%
7
9.0 78
7. It is important to speak English with 60 76.9 11 14.1

excellent pronunciation.
9. You should not say anything in
English until you can say it correctly.
13. It is beneficial to practice English
with native speakers.
14. It is O.K. to guess if you do not know
a word in English.
18. It is important to repeat and practice
a lot.
21. I feel timid speaking English with
other people.
22. If beginning students are permitted to
make errors in English, it will be difficult
for them to speak correctly later on.
26. It is important to practice with audio
tools.

12

15.4

22

28.2

44

56.4

78

52

66.7

17

21.8

9

11.5

78

48

61.5

21

26.9

8

10.3

77

69

88.5

5

6.4

4

5.1

78

26

33.3

24

30.8

28

35.9

78

23

29.5

35

44.9

20

25.6

78

48

61.5

21

26.9

8

10.3

77
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Table 4 represents that, a great majority of the participants (88.5%) are aware of the significance
of repeating and practicing. Additionally, the significance of practicing with audio sources is
accepted by most of the participants (61.5%). The majority of the participants (66.7%) also
have a positive opinion about practicing English with native speakers, and 61.5% of participants
find guessing unfamiliar words acceptable. Many participants in the interview also revealed
that reviewing, studying vocabulary, guessing unknown words, and practicing four skills in
language learning are crucial. Furthermore, participants disagreed that one should not speak
English until one can say it correctly (56.4%). Generally, most of the participants have positive
beliefs about learning strategies and some of the communication strategies. As for other
communication skills, it is not the same. According to item 7, a large majority of the participants
(76.9%) searches for excellence in speaking. This finding shows contrast with item 9 because
according to item 9 the participants do not wait for excellence in speaking. Nearly half of the
participants (44.9%) are not sure about making errors will develop their ability or not. This
finding also has a contrast with item 9. The responses in item 21 about being shy when speaking
English shows a slight difference. The participants do not show a common belief for this
statement in the inventory. However, during the interview, many of the participants express that
while speaking English, they feel generally relaxed and excited. Only 2 of the participants in
the interview responded that they lose countenance because they are afraid of making errors.
7. It is important to speak 9. You should not say 13. It is beneficial to practice
English
with
excellent anything in English until you English with native speakers.
pronunciation.
can say it correctly.

14. It is O.K. to guess if you 18. It is important to repeat 21. I feel timid speaking
do not know a word in and practice a lot.
English with other people.
English.
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22. If beginning students are permitted to make errors in 26. It is important to practice
English, it will be difficult for them to speak correctly later with audio tools.
on.

Figure 4. The participants’ beliefs about learning and communication skills according to gender
As in the other figures, males and females do not show a great deal of difference in responses.
Similarly, in most items, females have stronger beliefs than males except for items 21 and 22.
While most of the females feel timid speaking English, males do not feel so. Many females
support that making an error is unhelpful, whereas males do not.
4.5.Motivations and expectations.
Items 20, 24, 29, 31, and 32 explain motivations and expectations of learners about language
learning. These beliefs express the future inclinations and predictions of the learners.
Table 5. The participants’ beliefs about motivations and expectations
Items

Agree
Neutral
Disagree
N
f
%
f
%
f
%
20. People in my country feel that it is 19 24.4 37 47.4 21 26.9 77

important to speak English.
24. I would like to learn English so that I
get to know native speakers better.
29. If I learn English very well, I will
have better opportunities for a good job.
31. I want to learn to speak English well.
32. I would like to have native speaker
friends.

43

55.1

19

24.4

15

19.2

77

66

84.6

12

15.4

0

0

78

61
48

78.2
61.5

12
12

15.4
15.4

4
18

5.1
23.1

77
78

As shown by the data in table 5, an overwhelming majority of the participants (84.6%) consider
learning English as an opportunity for a good job. In consequence, learning English to have a
good job is the most outstanding reason for motivation and expectation. A semi-structured
interview also indicates the same ideas as for item 29. Most of the participants point out that
they learn English to have a good job in the future.
The participants also have a positive agreement on a desire to speak English well (78.2%), to
have native speaker friends (61.5%), to know native speakers better (55.1%). In the interview,
many participants maintain that they learn English to communicate with other people better
abroad because English is the universal language. On the other hand, nearly half of the
participants have hesitations about that people in Turkey know the significance of speaking
English.
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20. People in my country feel 24. I would like to learn 29. If I learn English very
that it is important to speak English so that I get to know well, I will have better
English.
native speakers better.
opportunities for a good job.

31. I want to learn to speak 32. I would like to have native speaker friends.
English well.

Figure 5. The participants’ beliefs about motivations and expectations according to gender
Overall, figure 5 shows similar responses for both males and females as in previous figures.
Females have stronger beliefs than males in most of the items except for item 20. But this
exception is in the response of neutral answered more by males. As can be seen from the tables
and figures, there are missing responses for some items. These missing items are random.
Participants are young learners, so there may occur losing attention.
According to the independent sample t-test, the difference between the male and female
students’ responses are compared. According to the data, there is no significant difference by
gender in the scores.
Table 6.
Mean and standard deviations of beliefs by gender
Categories
Males
M
The nature of language learning,
2.39
Foreign language aptitude,
2.00
The difficulty of language learning,
2.02
Learning and communication strategies,
2.25
Motivations and expectations.
2.38
General total
2.19

SD
0.38
0.30
0.36
0.28
0.41
0.25

Females
M
2.37
1.99
2.17
2.43
2.54
2.27

SD
0.34
0.26
0.22
0.26
0.35
0.17

As described in table 6, the mean and standard deviation values are similar according to the
responses of male and female students. From the data gathered, it is concluded that there is not
a significant difference between male and female students’ beliefs about language learning.
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Both males and females have strong perceived beliefs about motivations and expectations part.
Males have stronger beliefs about the nature of language learning, while the weakest belief is
about foreign language aptitude. Likewise, females presented the weakest belief about foreign
language aptitude, too. Results in table 6 indicate that generally females are more motivated
than males and reveal stronger beliefs.
Table 7.
Independent samples test results for gender
Groups
N
M
SD
Male
Female

38
40

74.578
77.475

8.550
5.835

Shx
1.387
.922

t
-1.755

t-test results
df
76

p
.176

As appeared in table 7, the data reveals that there is a slight difference between male and female
students' beliefs about learning the language. In light of this data, the p-value is also higher than
.05. In consequence, there is no significant difference in students’ beliefs about language
learning according to gender.
For the most common and the least common beliefs of the participants about language learning,
high and low mean ranges are analyzed. The most common belief among the female participants
is item 18 which highlights the significance of review and practice. For males, item 29 is the
most common belief emphasizing that learning English to find a better job. The least common
belief for both genders is item 16 that rejects a special aptitude for the participants themselves.
The need for confidence is crucial for a better language learning atmosphere. One of the
participants in the interview also states that 4 hours of English class per week is not sufficient.
With the help of more practice, students can gain their self-confidence in language learning.
5. Discussion
This small-scale explanatory study reports on the beliefs about language learning in a Turkish
secondary school context. As a rather small study of one secondary school environment, the
results cannot be generalized. If in the future the researchers extended their investigation to
include more schools and more students with different grades, we could begin to gain a better
understanding of young learners’ beliefs about language learning in a Turkish context, and how
this might compare to similar studies in other countries. More studies need to be conducted
using other research techniques such as diaries, observations, or longitudinal techniques which
include a pre-test and also a post-test. This kind of study can help in monitoring and observing
changes in time among the students. In this way, wide-ranging beliefs and their reasons may
be clarified.
The primary objective of this study is to discuss them under the light of the current literature
and to fill a gap in the young learners subjected to local research. These students have a range
of beliefs. Their beliefs have a slight difference between males and females. Despite the
findings of Kuntz (1997), and Psaltou-Joycey and Sougari (2010) the results of this study
provide that there is almost no significant difference between male and female secondary school
learners’ beliefs about language learning. The general opinion of the beliefs is not affected by
gender. These findings support other studies that show that similarities between learners’ beliefs
do reveal. Çelik-Yazıcı (2014), Bernat and Lloyd (2007), Tandang and Arif (2019), and
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Horwitz (1999) reported almost similar results regarding students' beliefs in different contexts,
and in different period.
The most strongly endorsed category of belief is the “motivation and expectation”. In the same
fashion, the findings of Aziz and Quraishi (2017) report that learners have a strong instrumental
motivation. Further, it is revealed that female learners have stronger beliefs about language
learning.
For both qualitative and quantitative data gathered in the study, students reported that review
and practice is the key factor to learn English better. The overwhelming number of students
likely want to learn English to have better marks in the exams.
The least common and weakly endorsed belief is about their language aptitude. Even though
participants state that other people may have a special ability for learning a language, they do
not think that they are one of them. This may bring negative effects to the learning
environments. Şevik et al. (2018) mentioned the same contradiction about foreign language
aptitude of students. The students may not feel confident.
6. Conclusions
A deeper examination of the beliefs revealed that there is a slight difference between learners’
gender and their beliefs about language learning. These beliefs can change over time, but some
precautions have to be taken according to create positive language learning beliefs and
atmospheres. Unrealistic beliefs and misconceptions may lead to frustration or even failure in
foreign language learning. With the help of positive experiences, prejudices may be increased.
In this case, foreign language teachers are the key factors. Teachers, curriculum designers, and
decision-makers must be aware of these beliefs to create more optimistic learning
environments. More effective teaching and learning strategies may be determined according to
the learners’ beliefs and needs.
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Appendices
Appendix A: Original English version of BALLI
Dear Students,
The questions below are for research purpose only. Your answers will not be made
available to anyone.
1. Your sex: _______ Male _______ Female
2. Your age: _______ years old
3. Your Class: _______
4. How many years have you studied English? ________
5. Have you studied another language other than English and Turkish?
_________ Yes __________ No
If yes: a- Which language/ languages? ____________________
b- How long did you study? ______________________
c- When did you start to study? __________________
This questionnaire has been prepared to determine your beliefs about learning English
as a foreign language. Below are some beliefs about learning foreign languages. Please read
each statement and decide if you:
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(1) Strongly agree
(2) Agree
(3) Have no opinion
(4) Disagree
(5) Strongly disagree.
There is no right or wrong answer in this questionnaire; it is important that you express
your opinion honestly. Questions 4 and 15 are slightly different and you should mark them
as indicated. Please respond to every question.
1. It is easier for children than adults to learn a foreign language.
(1) (2) (3) (4) (5)
2. Some people have a special ability for learning foreign languages.
(1) (2) (3) (4) (5)
3. Some languages are easier to learn than others.
(1) (2) (3) (4) (5)
4. English is a
1) a very difficult language
2) a difficult language
3) a language of medium difficulty
4) an easy language
5) a very easy language
5. I believe that I will ultimately learn to speak English very well.
(1) (2) (3) (4) (5)
6. Turks are good at learning foreign languages.
(1) (2) (3) (4) (5)
7. It is important to speak English with an excellent pronunciation.
(1) (2) (3) (4) (5)
8. It is necessary to know about English-speaking cultures in order to speak English.
(1) (2) (3) (4) (5)
9. You should not say anything in English until you can say it correctly.
(1) (2) (3) (4) (5)
10. It is easier for someone who speaks a foreign language to learn another one.
(1) (2) (3) (4) (5)
11. People who are good at mathematics or science are not good at learning foreign languages.
(1) (2) (3) (4) (5)
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12. It is best to learn English in an English-speaking country.
(1) (2) (3) (4) (5)
13. It is beneficial to practice English with native speakers.
(1) (2) (3) (4) (5)
14. It is O.K. to guess if you do not know a word in English.
(1) (2) (3) (4) (5)
15. If someone spends one hour a day learning a foreign language, how long would it take him
or her to speak the language very well?
1) less than a year
2) 1-2 years
3) 3-5 years
4) 5-10 years
5) You can not learn a language in 1 hour a day.
16. I have special ability for learning foreign languages.
(1) (2) (3) (4) (5)
17. The most important part of learning a foreign language is learning vocabulary words.
(1) (2) (3) (4) (5)
18. It is important to repeat and practice a lot.
(1) (2) (3) (4) (5)
19. Women are better than men at learning foreign languages.
(1) (2) (3) (4) (5)
20. People in my country feel that it is important to speak English.
(1) (2) (3) (4) (5)
21. I feel timid speaking English with other people.
(1) (2) (3) (4) (5)
22. If beginning students are permitted to make errors in English, it will be difficult for them to
speak correctly later on.
(1) (2) (3) (4) (5)
23. The most important part of learning a foreign language is learning grammar.
(1) (2) (3) (4) (5)
24. I would like to learn English so that I get to know native speakers better.
(1) (2) (3) (4) (5)
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25. It is easier to speak than understand a foreign language.
(1) (2) (3) (4) (5)
26. It is important to practice with audio tools.
(1) (2) (3) (4) (5)
27. Learning a foreign language is different from learning other lessons.
(1) (2) (3) (4) (5)
28. The most important part of learning English is learning how to translate from my native
language.
(1) (2) (3) (4) (5)
29. If I learn English very well, I will have better opportunities for a good job.
(1) (2) (3) (4) (5)
30. People who speak more than one language are very intelligent.
(1) (2) (3) (4) (5)
31. I want to learn to speak English well.
(1) (2) (3) (4) (5)
32. I would like to have native speaker friends.
(1) (2) (3) (4) (5)
33. Everyone can learn to speak a foreign language.
(1) (2) (3) (4) (5)
34. It is easier to read and write English than to speak and understand it.
(1) (2) (3) (4) (5)

Appendix B: Turkish version of BALLI
Sevgili Öğrenciler,
Aşağıda yanıtlayacağınız sorular yalnızca bu araştırmanın amacına yöneliktir.
Buradaki bilgiler saklı tutulacaktır.
1. Cinsiyetiniz: _______Bay _________ Bayan
2. Yaşınız: ________
3. Sınıfınız: ________
4. Kaç yıldır İngilizce eğitimi görmektesiniz? :_________
5. İngilizce ya da Türkçe dışında herhangi bir dil eğitimi gördünüz mü?
___________ Evet __________ Hayır
Eğer var ise: a- Hangi dil/diller?_____________________
b- Kaç yıl eğitimini gördünüz?____________
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c- Bu dili öğrenmeye kaç yaşında başladınız?______
Bu anket İngilizceyi yabancı dil olarak öğrenme hakkındaki inançlarınızı belirtmeniz
için hazırlanmıştır. Aşağıda yabancı dil öğrenme konusunda bazı inançlar yer almaktadır.
Lütfen her birini okuyup görüşünüze karar verin:
(1) Kesinlikle katılıyorum
(2) Katılıyorum
(3) Bu konuda herhangi bir görüşüm yok
(4) Katılmıyorum
(5) Kesinlikle katılmıyorum.
Bu ankette doğru veya yanlış yanıtlar yoktur; önemli olan kendi görüşlerinizi açıkça
belirtmenizdir. 4 ve 15 numaralı soruların diğer sorulardan farklı şekilde yanıtlanması
gerekmektedir. Bu sorular için verilen seçeneklerden yalnızca bir tanesini seçmeniz
gerekiyor. Lütfen bütün soruları cevaplayınız.
1. Çocuklar yabancı dili yetişkinlere göre daha kolay öğrenir.
(1) (2) (3) (4) (5)
2. Bazı insanların yabancı dil öğrenme konusunda özel bir yetenekleri vardır.
(1) (2) (3) (4) (5)
3. Bazı diller diğerlerinden daha kolay öğrenilir.
(1) (2) (3) (4) (5)
4. İngilizce:
1) çok zor bir dildir.
2) zor bir dildir.
3) orta zorlukta bir dildir.
4) kolay bir dildir.
5) çok kolay bir dildir.
5. İngilizceyi çok iyi şekilde öğreneceğime inanıyorum.
(1) (2) (3) (4) (5)
6. Türkler yabancı dil öğrenmede başarılılar.
(1) (2) (3) (4) (5)
7. İngilizceyi mükemmel bir telaffuzla konuşmak önemlidir.
(1) (2) (3) (4) (5)
8. İngilizce konuşabilmek için İngilizce konuşulan ülkelerin kültürlerini bilmek gerekir.
(1) (2) (3) (4) (5)
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9. Doğru söyleyeceğinizden emin olana kadar, İngilizce olarak hiçbir şey söylememeniz
gerekir.
(1) (2) (3) (4) (5)
10. Yabancı dil bilen biri, bir başka yabancı dili daha kolay öğrenir.
(1) (2) (3) (4) (5)
11. Matematikte ve fende başarılı olanlar yabancı dil öğrenmede aynı başarıyı gösteremez.
(1) (2) (3) (4) (5)
12. İngilizceyi, İngilizce konuşulan bir ülkede öğrenmeak en iyisidir.
(1) (2) (3) (4) (5)
13. Anadili İngilizce olan kişilerle konuşmak yararlıdır.
(1) (2) (3) (4) (5)
14. İngilizcede bilmediğiniz bir kelimenin anlamını tahmin etmekte sakınca yoktur.
(1) (2) (3) (4) (5)
15. Bir insan yabancı bir dili öğrenmek için her gün bir saat harcasa, o dili çok iyi konuşması
için ne kadar süre gerekir?
1) 1 yıldan az
2) 1-2 yıl
3)3-5 yıl
4) 5-10 yıl
5) Günde bir saat çalışarak yabancı dil öğrenilmez.
16. Yabancı dil öğrenme konusunda özel bir yeteneğim var.
(1) (2) (3) (4) (5)
17. Yabancı dil öğrenmenin en önemli bölümü sözcük öğrenmektir.
(1) (2) (3) (4) (5)
18. Bol miktarda tekrar ve pratik yapmak önemlidir.
(1) (2) (3) (4) (5)
19. Yabancı dil öğrenmede kadınlar erkeklere göre daha iyidirler.
(1) (2) (3) (4) (5)
20. Benim ülkemdeki insanlar İngilizce konuşmanın önemli olduğuna inanırlar.
(1) (2) (3) (4) (5)
21. Başka insanlarla İngilizce konuşmaya çekiniyorum.
(1) (2) (3) (4) (5)
22. İngilizce seviyesi düşük öğrencilerin başlangıçta hata yapılmasına izin verilirse, daha sonra
doğru bir şekilde konuşmak onlar için zor olacaktır.
143

(1) (2) (3) (4) (5)
23. Yabancı dil öğrenmenin en önemli bölümü o dilin dilbilgisi kurallarını öğrenmektir.
(1) (2) (3) (4) (5)
24. Anadili İngilizce olan kişileri daha iyi tanımak için İngilizce öğrenmek istiyorum.
(1) (2) (3) (4) (5)
25. Yabancı bir dili konuşmak, anlamaktan daha kolaydır.
(1) (2) (3) (4) (5)
26. Dinleme alıştırmalarıyla pratik yapmak önemlidir.
(1) (2) (3) (4) (5)
27. Yabancı bir dili öğrenmek, diğer dersleri öğrenmekten daha farklıdır.
(1) (2) (3) (4) (5)
28. Yabancı dil öğrenmenin en önemli bölümü, kendi dilimden İngilizceye nasıl çeviri
yapacağımı öğrenmektir.
(1) (2) (3) (4) (5)
29. İngilizceyi çok iyi bir şekilde öğrenirsem, daha iyi iş olanakları bulabilirim.
(1) (2) (3) (4) (5)
30. Birden da fazla dil bilen insanlar çok zekidir.
(1) (2) (3) (4) (5)
31. İngilizceyi çok iyi konuşmak istiyorum.
(1) (2) (3) (4) (5)
32. Anadili İngilizce olan arkadaşlarımın olmasını istiyorum.
(1) (2) (3) (4) (5)
33. Her insan bir yabancı dil öğrenebilir.
(1) (2) (3) (4) (5)
34. İngilizce okuyup-yazma, İngilizce konuşup anlamadan daha kolaydır.
(1) (2) (3) (4) (5)

Appendix C: Turkish adapted version of BALLI
Sevgili Öğrenciler,
Aşağıda yanıtlayacağınız sorular yalnızca bu araştırmanın amacına yöneliktir.
Buradaki bilgiler saklı tutulacaktır.
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1. Cinsiyetiniz: _______Bay _________ Bayan
2. Yaşınız: ________
3. Sınıfınız: ________
4. Kaç yıldır İngilizce eğitimi görmektesiniz? :_________
5. İngilizce ya da Türkçe dışında herhangi bir dil eğitimi gördünüz mü?
___________ Evet __________ Hayır
Eğer var ise: a- Hangi dil/diller?_____________________
b- Kaç yıl eğitimini gördünüz?____________
c- Bu dili öğrenmeye kaç yaşında başladınız?______
Bu anket İngilizceyi yabancı dil olarak öğrenme hakkındaki inançlarınızı belirtmeniz
için hazırlanmıştır. Aşağıda yabancı dil öğrenme konusunda bazı inançlar yer almaktadır.
Lütfen her birini okuyup görüşünüze karar verin:

Hayır

Bazen

Evet

Bu ankette doğru veya yanlış yanıtlar yoktur; önemli olan kendi görüşlerinizi açıkça
belirtmenizdir. 4 ve 15 numaralı soruların diğer sorulardan farklı şekilde yanıtlanması
gerekmektedir. Bu sorular için verilen seçeneklerden yalnızca bir tanesini seçmeniz
gerekiyor. Lütfen bütün soruları cevaplayınız.
1. Çocuklar yabancı dili yetişkinlere göre daha kolay öğrenir.

2. Bazı insanların yabancı dil öğrenme konusunda özel bir yetenekleri vardır.

3. Bazı diller diğerlerinden daha kolay öğrenilir.

4. İngilizce:
1) zor bir dildir.
2) orta zorlukta bir dildir.
3) kolay bir dildir.
5. İngilizceyi çok iyi şekilde öğreneceğime inanıyorum.

6. Türkler yabancı dil öğrenmede başarılılar.
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7. İngilizceyi mükemmel bir telaffuzla konuşmak önemlidir.

8. İngilizce konuşabilmek için İngilizce konuşulan ülkelerin kültürlerini bilmek gerekir.

9. Doğru söyleyeceğinizden emin olana kadar, İngilizce olarak hiçbir şey söylememeniz
gerekir.

10. Yabancı dil bilen biri, bir başka yabancı dili daha kolay öğrenir.

11. Matematikte ve fende başarılı olanlar yabancı dil öğrenmede aynı başarıyı gösteremez.

12. İngilizceyi, İngilizce konuşulan bir ülkede öğrenmek en iyisidir.

13. Anadili İngilizce olan kişilerle konuşmak yararlıdır.

14. İngilizcede bilmediğiniz bir kelimenin anlamını tahmin etmekte sakınca yoktur.

15. Bir insan yabancı bir dili öğrenmek için her gün bir saat harcasa, o dili çok iyi konuşması
için ne kadar süre gerekir?
1) 1 yıldan az
2)3-5 yıl ve üzeri
3) Günde bir saat çalışarak yabancı dil öğrenilmez.
16. Yabancı dil öğrenme konusunda özel bir yeteneğim var.

17. Yabancı dil öğrenmenin en önemli bölümü sözcük öğrenmektir.

18. Bol miktarda tekrar ve pratik yapmak önemlidir.
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19. Yabancı dil öğrenmede kadınlar erkeklere göre daha iyidirler.

20. Benim ülkemdeki insanlar İngilizce konuşmanın önemli olduğuna inanırlar.

21. Başka insanlarla İngilizce konuşmaya çekiniyorum.

22. İngilizce seviyesi düşük öğrencilerin başlangıçta hata yapılmasına izin verilirse, daha sonra
doğru bir şekilde konuşmak onlar için zor olacaktır.

23. Yabancı dil öğrenmenin en önemli bölümü o dilin dilbilgisi kurallarını öğrenmektir.

24. Anadili İngilizce olan kişileri daha iyi tanımak için İngilizce öğrenmek istiyorum.

25. Yabancı bir dili konuşmak, anlamaktan daha kolaydır.

26. Kayıtlı dinlemelerle pratik yapmak önemlidir.

27. Yabancı bir dili öğrenmek, diğer dersleri öğrenmekten daha farklıdır.

28. Yabancı dil öğrenmenin en önemli bölümü, kendi dilimden İngilizceye nasıl çeviri
yapacağımı öğrenmektir.

29. İngilizceyi çok iyi bir şekilde öğrenirsem, daha iyi iş olanakları bulabilirim.

30. Birden da fazla dil bilen insanlar çok zekidir.
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31. İngilizceyi çok iyi konuşmak istiyorum.

32. Anadili İngilizce olan arkadaşlarımın olmasını istiyorum.

33. Her insan bir yabancı dil öğrenebilir.

34. İngilizce okuyup-yazma, İngilizce konuşup anlamadan daha kolaydır.

KATILDIĞINIZ İÇİN TEŞEKKÜRLER
AYNUR DEMİR
İNGİLİZCE ÖĞRETMENİ
Appendix D: Semi structured interview questions
1. İngilizceyi nerede ve nasıl öğrendiniz?
(Where and how have you learned English?)
2. İngilizce öğrenmenin senin için önemi nedir? İngilizceyi hangi amaçla öğreniyorsun?
(What is the importance of learning English for you? For what purpose do you
want to learn English?)
3. İngilizce öğrenmesi kolay mı ya da zor mudur?
(Is English easy or difficult to learn?)
4. İngilizce konuşurken, dinlerken, okurken veya yazarken kendinizi nasıl
hissediyorsunuz?
(How do you feel yourself while you are speaking, listening, reading or writing in
English?)
5. İngilizceye nasıl çalışırsın?
(How do you study English?)
6. İngilizce dersinin diğer derslerden farkı nedir?
(What are the differences between English and other lessons?)
7. Erkek ve kız öğrenciler arasında dil öğrenme konusunda ne gibi farklılıklar vardır?
(What are the differences between male and female students’ about learning
language?)
8. İngilizceyi iyi bilen insanlar nasıldır?
(What are the people like who knows English well?)
9. Sizce İngilizceyi en iyi nasıl öğrenirdiniz?
(How would you have learned English best?)
10. Ele almadığımız ama sizin paylaşmak istediğiniz herhangi bir şey var mı?
(Is there anything we haven’t discussed but you want to share?)
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A Glance at Coerced Debt as a Form of Financial Abuse and its Connection with
Domestic Violence from Malaysia’s Perspective

Suzana Muhamad Said1
This paper explores on the aspects of financial abuse focusing on coerced debt and its connection with domestic
violence. Various legal and financial risks of financial abuse include falling into insolvency as well as foreclosure
of property. Financial abuse can happen to anyone but most commonly within the context of domestic violence
and elderly abuse. The objectives of this paper are to explore what is coerced debt and its connection with
domestic violence with special reference to Malaysia. The methodology used for this paper is a library basedresearch on journal articles, published reports from the authorities, legislations and legal historical records via
the library, internet and other accessible relevant materials. Studies have shown how financial abuse as a sinister
form of emotional abuse, but was sometimes not recognized as such by targeted individuals - mostly women.
‘Coercive debt’ is a term to describe ‘all non-consensual, credit related transactions’ that occur in the context of
intimate partner violence affecting both married and unmarried couples. Thus may affect psychological and
physical health through the stress associated with poverty and facing an uncertain financial future. It has also
been researched that coerced debt may be an independent causal link between domestic violence and bankruptcy.
The legal status of coerced debt within a family unit or close relationships is complicated as it is commonly
unacknowledged by creditors and the courts. This research will suggest that coerced debt is a real problem with
a significant impact on the victims and that coerced debt is a complex phenomenon with multiple facets and has
no easy solutions.
Keywords: Women, Financial Abuse, Coerced Debt, Law, Awareness
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Archetypes and symbols in European and Arabian fairy tales
as models of reconstruction of the cultural image of the world.
Comparative study
Dorota Bełtkiewicz1
For centuries, fairy tales have inspired and intrigued not only listeners and readers, but also researchers. These
special types of cultural texts bring together many aspects of human life: they reflect the hierarchy of values typical
of a given community, they show the relationships between members of the community, mechanisms of thinking
and behavior. The text of the fairy tale is therefore an excellent carrier of information about the culture in which
the story was created, established and is cultivated. The peculiar liveliness of the fairy tale, if the story is passed
down through generations, testifies to its universality and timelessness. Archetypes and symbols contained in
European and Arabian fairy tales are identical, but their imaging indicates significant cultural differences. This
article is based on a comparative analysis, showing similarities and contrasts. The archetypes and symbols
developed
are
an
excellent
exponent
of
the
cultural
image
of
the
world
of a given community, they allow us to understand the customs and worldview.
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Technology-based Language Learning Tasks: Issues and Triumphs
Alicia Hidalgo1
Diana Ibarra2

Nowadays, teachers interact with technology savvy students who were born in a technology-oriented world.
This can be overwhelming for some teachers, especially when trying to implement some of that technology in the
classrooms. With an endless offer of apps and programs, the challenge is to choose meaningful technological tools
for a determined context and learners and identify how the implementation of these tools impacts (or not) certain
aspects of the dynamics of the classroom. This article reports a case study on the use of technology-associated
teaching tools with adult EFL learners focusing on the learners’ perceptions towards them, the effects of
technology on frequency of L2 use, participation and interaction, and the implications of incorporating technology
into lessons with adult L2 learners.
Key words: foreign language, technology-based tasks, learners’ perceptions.
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We are all art: Art as a restorative justice tool in adolescents of the criminal
responsibility system in Colombia
Juan Andrés Rosero Muñoz1
A restorative justice program shall be understood as any process in which the victim and the accused
participate jointly and actively in the resolution of issues arising from crime in search of a restorative result. This
paper explains the results obtained after two years of work in which art has become the mediator to repair the
damage and the window to the construction of new opportunities not only for a new life project, but also for the
possibility of bringing peace, living and living actions for the transformation of the Colombian society. The
mediation of art for the development of artistic skills applied to consumer objects has brought about mental and
physical improvement in those individuals involved. Therefore, there results so far obtained will be consolidated
in project of entrepreneurship and productivity that will transform their reality. The discovery and development
of skills that they did not know will possibly contribute significantly to the improvement of their social and
communicative skills as well as their patience, concentration, motor skills, tolerance to frustration, and superior
mental abilities. Altogether, the project will contribute to the development of respect and coexistence initially
within the institution, but will ultimately permeate the most vulnerable sectors of society by redirecting some
causes of violence.
Keywords: Restorative Justice. Damage repair. Higher mental skills.
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The Impact of the Educational System on National Culture: The Lebanese Case
Yousra SABRA1

The most common aspect of national culture is the language spoken by the nation. It is commonly known
that national culture and national language play a very instrumental role in the making of the individual’s
character as well as his/her identity. Having said this, this study tends to define the Lebanese national culture
through studying the Lebanese educational system at basic education (K-12). Interestingly, the Lebanese
educational system differs from that of the neighboring countries and from foreign countries by teaching scientific
subjects, mathematics and sciences, in either English or French, in the majority of public and private schools,
starting from grade one. Moreover, students are tested in Lebanese official exams, Brevet and BAC II, in these
subjects in any of the three languages: English, French or Arabic (Arabic was recently added due to the Syrian
refugees). This system continues even at university level. This strategy in teaching, which is referred to as Sheltered
Instruction, forms the individual’s background. Thus, inspecting its effect on the individual’s national culture and
their openness to others, locally and internationally, is the drive to identify the national culture and to arrive to
logical conclusions. To this end, the descriptive research is followed using the mixed method approach. This study
investigates how the linguistic background is exploited in forming the national identity and culture through a
questionnaire to university instructors and an interview with the head of the Center for Educational Research and
Development (CERD).
Keywords: national culture, Lebanese educational system, sheltered instruction, Lebanon
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Turkey Investigations by Sarı Ashug: Journal “Azerbaijan Yurd Bilgisi”
Konul Surkhay gizi Mammadova1

The history of investigation of Azerbaijan folk literature, folklore is very rich. It is possible to include here the
investigations carried out not only in Azerbaijan, but also in Turkey. Sari Ashug was one of the masters whose
literary activity was addressed in Turkey. There are investigations in Turkey by A.Jafaroglu, A.Barmanbay,
M.Fahrettin about Sari Ashug who lived in the 17 th century. In the report it is said about the article “From
Azerbaijan Ashugs - Ashug Nabi” published in the journal “Azerbaijan Yurd Bilgisi” which has its own place in
Azerbaijan migration folklore-study.
Key words: Sari Ashug, Azerbaijan Yurd Bilgisi, bayati (quatrain), Mirzade Mustafa Fahrettin

Giriş. XVII. yüzyıl Azerbaycan sözlü halk edebiyatının önde gelen temsilcilerinden biri
olan Sarı Aşık mirasının tetkikat tarihi çok zengindir. Daha çok mani ustadı olarak bilinen
aşığın edebi mirası birçok araştırma konusu olmuştur. Azerbaycan`da geçen yüzyılın başından
- Salman Mümtaz'dan başlayarak son dönemlere kadar, Sarı Aşık hakkında yazılar yazılmış ve
onun mirası halkın ağzından toplanarak yayınlanmıştır. Akademisyen H.Araslı, S.Mümtaz, B.
Behçet, A. Ahundov, H.Kürdoğlu, son yıllarda prof. S.Paşayev, prof.M.Gasımlı ve diğerleri,
Sarı Aşık mirasına başvurmuşlardı. (bakınız: 1) Bundan başka, Azerbaycan sözlü halk
edebiyatının, halk şiirinin ve özellikle de aşık şiirinin tarihiyle ilgili araştırmalarda, Sarı Aşık
yaratıcılığına değinilir, onun mani ustadı olarak, “Yahşi-Yaman” destanın yaratıcısı ve
kahramanı gibi özellikler yer alır. Bu araştırmaları özetlerken, Azerbaycan’daki Sarı Aşık
mirasının çalışması üç yöne dayandığı ortaya çıkar: Sarı Aşık`ın hayatı ve edebi şahsiyetinin
karanlık sayfaları aydınlatılır; onun sanatsal mirasında modern çağa kadar hafızalarda
korunarak günümüze gelen şiirsel metinler toplanılır; Sarı Aşık`ın edebi mirası toplanılır ve
aynı zamanda araştırmalar devam etmektedir. Geçen yüzyılın ilk yarısında, Sarı Aşık`ın
eserlerini inceleyen araştırmacılarımız, öncelikle onun sanatsal mirasını toplamış ve daha
sonra geniş kitlelere ulaştırmak için araştırmalar yapmayı gerekli görmüşler. Bu dönemde,
özellikle bu yönde çalışma yapanlar sırasında S.Mümtaz ve B.Behçet`in isimlerini zirk ede
biliriz.
İlerleyen dönemlerde, Sarı Aşık mirasının karanlık ve tartışmalı sorunları bir araştırma
nesnesine dönüştürülür. Bu, akademisyen H. Araslı`nın araştırmasında daha fazla kendini
gösterir.
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Türkiye'de Sarı Aşık Araştırmaları. Sarı Aşık mirasının araştırma tarihine genel olarak
baktığımızda, Azerbaycan dışında da bu mani ustadı üzerinde araştrımalar yapılmıştır.
Türkiye'de bu alanda yapılan araştırmalar daha fazla dikkati çeker. Türkiye'de Sarı Aşık üzerine
yapılan çalışmaları iki grupta özetlemek mümkündür:
- İlk olarak, Sarı Aşık ile ilgili araştırmalar;
- İkincisi, Azerbaycan aşık şiirine, halk yaratıcılığına ait araştırmalarda Sarı Aşık.
Elbette ilk yöndeki ana kaynak, 1934 yılında yayınlanan “Azeri Aşıklardan Aşık Nebi”
makalesidir, ikinci sırada ise Türkiye'de Azerbaycan saz şairlerine, aşık yaratıcılığına ait dergi
ve antolojiler olmuştur. Araştırmamızı ilk yöne dahil edilen bir araştırma üzerine incelemeye
çalıştık.
“Azerbaycan Yurt Bilgisi” ve Sarı Aşık. 1920’deki Bolşevik işgalinden sonra,
Azerbaycan’daki sosyo-politik ve kültürel durumun tamamen değiştiği açıktır. Azerbaycan`ın
tanınmış aydınları hicret etmeye mecbur kalmışlardır. Azerbaycan'daki aydınların geri kalanı
kendi yaratıcılıklarını sürdürmeye çalışırken, 1930'larda kullanılan baskıcı zulumden
kurtulamadılar. Sarı Aşık mirasının önde gelen iki araştırmacısı - S. Mümtaz ve B.Behçet, 20'li
ve 30'lu yıllarda bu baskıcı dalganın kurbanlarıydılar. Bu kızıl terörden kurtulmayı başaran
muhacirler, göç konusundaki faaliyetlerini sürdürmeye çalışıyorlardı ve bu faaliyet sonucunda
birçok Azerbaycan dernekleri ortaya çıktı. Bahsettiğimiz “Azerbaycan Yurt Bilgisi” dergisi,
Türkiye`deki Azerbaycanlı muhacirlerin böyle faaliyetlerinin mantıklı bir sonucudur.
Muhacirette yaşayıp, yaratmış Azerbaycan bilim adamı, Azerbaycan`ı her zaman layıklı bir
şekilde temsil eden, İstanbul Üniversite`si`nin profesörü Ahmet Caferoğlu`nun katkısıyla, 1932
yılında faaliyete başlayan ve sadece üç yıl faaliyet gösteren “Azerbaycan Yurt Bilgisi” dergisi
Azerbaycan edebiyatının tetkik ve tebliği konusunda oldukça değerli işlere imza atmıştır. V.
Guliyev'in “Azerbaycan Yurt Bilgisi” dergisi hakkında yazması tesadüf değildir: “30'ların
Azerbaycan Ansiklopedisi niteliğindeki bu dergide, tamamen Azerbaycan halkının dili, tarihi,
etnik kökeni, komşu kültürlerle etkileşimi ve Türk dünyasındaki yeri ve rolü, müzik, folklor,
etnografya vb. ilgili onlarca ilginç, gerçek makaleler yayınladı. Hiç kuşkusuz, Ahmed
Caferoğlu, dünyaca ünlü eserlerini yazmasaydı bile, sadece “Azerbaycan Yurt Bilgisi”nin
yayını onun isminin bilimsel-edebi çevrelerde sonsuza dek yaşatmaya ve gelecek nesillerin
şükran ile anması için yeterliydi.” (2, 14).
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İstanbul'daki “Burhaneddin” yayınevinde yayınlanan “Azerbaycan Yurt Bilgisi” dergisi
ayda bir kez ve 48 sayfa hacminde yayınlanırdı. Yukarıda belirtildiği gibi, editör prof. Ahmet
Caferoğlu, “Yazı işleri uzmanı Prof. Fuad Köprülüzade, Prof. Zeki Velidi Togan, Dr. Mirze
Hacızade, Dr. Muhammed Ağaoğlu ve İstanbul Üniversitesi`nin asistanı Abdülkadir idi.” (3,
18). 1932-34 yıllarında derginin 36 sayısı yayımlanır: “Prof. Dr. Ahmet Caferoğlu`nun
Azerbaycan Yurt Bilgisi dergisinin on iki sayılık 1.cildi 1932 yılında, II. cildi 1933`te, III. cildi
ise 1934`te yayımlanmış, bir arada hazırlanan 35.-36. sayısı ile yayımı sona ermiştir. Dergi,
uzun bir aradan sonra 1954 yılı Şubatında çıkan 37. sayısı ile Azerbaycan Kültürünü Tanıtma
Derneğinin yayın organı olarak devam ettirilmek istenmişse de, bu teşebbüs başarılı
olamadığından bundan başka bir sayı çıkmamış ve ne yazık ki; bu sayı ile yayın hayatını
tamamlamıştır.” (4) .
“Azerbaycan Yurt Bilgisi” dergisinin amacı, yalnızca Azerbaycan hakkında değil, diğer
halklar, özellikle de Rus işgaline maruz kalan Türk halkları hakkında bilgi yayınlamaktır.
“Editör kadrosunda Ahmed Caferoğlu, Türk dünyasının bilimsel çıkarlarını dikkate alır.
Öğretmeni Mehmet Fuat Köprülüzade Anadolu, Mirze Hacızade ve Muhammad Ağaoğlu
Azerbaycan, Profesör Zeki Velidi Togan Volgaboyu ve Abdülkadir ise Orta Asya Türklerinin
temsilcileriydi.” (5, 29)
Şöyle ki, “Azerbaycan Yurt Bilgisi” dergisi bahsettiğimiz Sarı Aşık mirasına kayıtsız
kalmamış. Derginin 28 Mayıs 1934 tarihli 29. sayısında, Mirzade Mustafa Fahrettin tarafından
“Azeri Aşıklarından Aşık Nebi” makalesi yayınlanır (6). Hacimce büyük olmayan (toplamda
sadece 3 dergi sayfası) bu makalede Sarı Aşık hakkında değerli bilgiler bulmak mümkündür.
“Azerbaycan Yurt Bilgisi” dergisinin devamlı araştırmacısı Ş. Hasanova “Muhaciret
Mirasımızın Yurt bilgisi” kitabında bu makaleyi ciddi bir şekilde tahlil etmiş ve bır sıra ilginç
sonuçlara ulaşmıştır (7).
“Azeri Aşıklarından Aşık Nebi” makalesinin yazarı Mirzade Mustafa Fahrettin,
muhtemelen Azerbaycan’dan Türkiye’ye göç eden vatandaşlarımızın soyundandır. Araştırmacı
Ş.Hasanova, Mirzade Mustafa Fahretti'nin Azerbaycan’dan Türkiye’ye göç ettiğini belirtir. ”....
Makalenin yazarı yazı üslubundan ve makalesindeki bir takım makamlardan Azerbaycan
muhacirlerinden olduğu bilinen Mirzade Mustafa Fahrettin`dir.” (7) Son yıllarda, bu yazarın
kimliği ile ilgili kayda değer bir araştırma yapılmamıştır. Türkiye`nin Kafkas Üniversitesi'nden,
Doç.Dr.Afina Barmanbay'ın “Sari Âşik ve Mîr Seyyid Akabâlî nesli” makalesinde birçok
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karanlık konu açıklığa kavuşturulmuştur. Bu makalede: “Adı Mirzâde M. Fahreddin diye geçen
yazar, Mustafa Fahreddin Akabâlî (1889- 1972), Mîr Seyyid Hamza Nigârî’nin amcası oğlu
Mîr Mustafa’nın torunudur.... Mustafa Fahreddin Akabâlî’nin babası Seyyid Sâdeddin Efendi,
Karabağ’dan Amasya’ya göç ederek Mîr Hamza Nigârî’nin müridi olmuştur. Mîr Hamza
Nigârî’nin vefatından birkaç yıl sonra - 1889 yılında, Amasya’da Nigârî muhitinde doğmuş
Fahreddin Akabâlî bu çevrede yetişmiştir. Mustafa Fahreddin’e dedesi Mîr Mustafa’nın adını
vermişler, Mirzâde soyadı ile Mirler köyünden çıkan neslinin adını taşır (8).
“Azeri Aşıklarından Aşık Nebi” makalesi. Mirzade Mustafa Fahretti'nin “Azerbaycan
Yurt Bilgisi” dergisinde yayımladığı bu makalede çeşitli noktalara odaklandık:
- Her şeyden önce, bu makalede Sarı Aşık`ın gerçek adı ile ilgili görüşler var. Aşığın adı
ve mahlasıyla ilgili tartışmaların yakın zamana kadar sürdüğünü biliyoruz.
- İkincisi, bu makalede Sarı Aşık`ın doğum tarihi hakkında bilgi bulabilirsiniz.
- Üçüncüsü, bu makalede Sarı Aşık mirasından örnekler sunulur;
- Dördüncü olarak, bu makale Sarı Aşık`ın mezarı hakkında bilgiler içerir;
- Beşinci olarak, bu makalede Sarı Aşık hakkında halk arasında yaygın olan rivayetlere
yer alır.
Sarı Aşık`ın gerçek adı hakkındaki düşünceler. Sarı Aşık`ın adı ve mahlasıyla ilgili
tartışmaların son yıllara kadar sürdüğünü biliyoruz. Folklor tarihinde bahsettiğimiz aşık, çeşitli
isimlerle tanınmış ve ararştırılmıştır- Aşık Abdulla, Aşık Garib, Aşık Gurbanali, Aşık Nebi,
Aşık, Sarıca Nebi vb. S. Mümtaz`ın 1927 yılında yayımlanan “Aşık Abdulla” çalışması,
anlaşmazlıklara neden olur. Salman Mümtaz'ın 1930'larda “Sarı Aşık”

adlı kitabını

yayınladıktan sonra, 1936'da Behlül Behçet iki, Hamit Araslı ise bir makale ile Sarı Aşık`ın
ismi ile ilgili tartışmaya açıklık getirirler. Sarı Aşık`ın ön araştırmasıyla başlayan tartışmalara
katılanlardan biri de Mirzade Fahrettin oldu.
Onun makalesinde ilginç bir nokta var. Derginin “içindekiler” kısmında makalenin ismi
şöyle yazılmıştır: “Azeri Aşıklarından Aşık Nebi.”
Derginin içinde ise makalenin ismi şöyledir: “Azeri Aşıklarından Sarı Aşık.”
Makalede, M. Fahrettin şöyle yazar: ““Bu makalemde o güzel yurdun yetişdirdiği
müşkin nefeslerden “Sarı Aşık” lakabile maruf “Aşık Nebi”den bahsetmek isterim” (5, 176).
Makalede başka bir yerde, “işte, adının “Nebi” olduğunu öğrendiğimiz bu halk şairi” –diye
bilgi verir. Böylece, Aşık'ın adı ve mahlası yazar tarafından bilinir. Öte yandan, makalede, M.
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Fahrettin, Mir Hamza Nigari mirasına bir örnek verir, bu şiirsel eserde aşığın adı Sarı Aşık
olarak yer alır. “Mir Nigari divanlarından bu zatı zikrederken:
“Ol qurbdedir mezar-i Aşık
Elqabi şehiri Sarı Aşıq
Ol Aşıq-ı sadıq olsa layıq
Serdar-ı cünun-u Qays-ü Vamıq”
diye pek sitayişkarane bir surette anmıştır” (5, 176).
İki yıl sonra, 1936'da, akademisyen Hamid Araslı, “Sarı Aşık Hakkında” makalesinde
Mir Hamza Nigari'nin bu şiirindeki “Aşık hakkında ilk yayın bilgisi” adlandırır (9).
Sarı Aşık`ın Doğum Tarihi Hakkında Bilgi. M. Fahretti'nin makalesinde, Sarı Aşık`ın
doğum tarihi hakkında: “altı yüz yıldan beri avam, havas, zühd-ü vara, ashabi ile rint, kalendere
İslam, Hristiyana merkadini münacat mahalli ittihaz ettirmiş olan bu “Aşık”, bu teamüle göre
zamanın sevgililerinden olduğunu göstermektedir” (5, 176). 1927'de arkeologlar Sarı Aşık
Türbesi'ni araştırarken şöyle sonuca varılmışlar, Aşık, XVII. yüzyılda yaşamıştır. Azerbaycan
halk edebiyatı tarihine Sarı Aşık, XVII. Yüzyılın temsilcisi olarak dahil edildi. Bu nedenle,
M.Fahretti'nin iddiasını kabul etmekte zorlanıyoruz.
Sarı Aşık Mirasından Örnekler “Azerbaycan Yurt Bilgisi”nde. Bu makalede Sarı
Aşık mirasından 9 mani yer alır. M.Fahrettin bu manileri mazmununa göre tasnif etmeye
çalışmış, onları- vasiyetname, sevgi, davul çalma, vatan sevgisi (Vassiyennamesinden, aşk
hakkındaki telakkisinden, darb-i mesel hükmündeki maniler, adını bildiren kısım, yurduna karşı
tehassüslerden) gibi sınıflandırmaya çalışmıştır. Doğru, bu örnekler kusurlu olarak yayınlansa
da aşığın hayatı ve ölümü hakkındaki bilgileri koruma açısından değerlidir. Örneğin, buradaki
manilerden birine bakalım:
“Aşıqın Nebidir adı,
Gam beni ne budadı.
Ad menim, yar özgenin
Neylerem Nebi adı.”
S.Hasanova örneklerin kusurlu olmasının nedenini şöyle açıklar: “Büyük olasılıkla
makalenin yazarı bu manilerin metnini çocuklukta duymuş ve daha sonra onları hafızasında
canlandırmaya çalışmıştır. Kafideyedeki bozukluk, hecelerdeki uygunsuzluklar ilk önce
bununla ilgilidir.
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Sarı Aşık`ın Mezarı Hakkında Bilgiler. M.Fahrettin, Sarı Aşık`ın mezarını tüm
detaylarıyla anlatıyor: “İşte, adının “Nebi” olduğunu oğrendiğimiz bu halk şairi Zengezur
kazasının bir hattı müstekim üzre kesen ve “Cebrail” kazasından ayıran “Hakari” irmağının ve
yine Mir Nigarinin doğum yeri olan “Cicimli” köyüne giden yolunda sağ tarafında mezkur
irmağa 25 metre kadar bir yerdedir. Üzerinde kargir bir kunbedi vardır. Bna pek metin ve
müseddestir. Binanın tavanı da mahruti bir şekilde olup kubbe değildir” (5, 176). Onun bu
tasvirdeki en önemli noktası “aklımda kaldığına göre” ifadesidir. Bu, yazarın aynı yerde
bulunduğunu ve mezarı gördüğünün ispatıdır. Makalede tasvir olunan bu olaya araştırmalarda
tutum farklıdır. S. Hasanova bu konuda şöyle yazar: “Makalede, yazarın çocukluk
hatıralarından da görüldüğü gibi, eski zamanlardan kalma bir anıt kompleksin bazı unsurları 20.
yüzyılın başlarında hala korunuyordu”(7). Prof. A.Hasankızı bu makaledeki olayı farklı
şekillerde açıklar: “Görünüşe göre hicertte çok iyi bir kaynağa dayanıyordu - Seyid Nigari
Cicimli köyündendi, bu yüzden Sarı Aşık`ın Hekeri nehri kıyısındaki mezarını büyük ustadın
görme ihtimali yüksektir. Mustafa Fahreddin onun mezarını tasvir ederken sadece bu noktaya
dikkat etmişse de, bununla birlikte okuyucuda bu yerleri göremesi düşüncesi oluşmaktadır”
(10). Yani, M.Fahrettin, Sari Aşık'ın mezarının tasvir ederken Seyyid Nigari'ye istinad eder.
Doç.Dr.A.Barmanbay ise yazarın bu kabri ziyaret ettiği kanaatindedir: “Aslında, Mirzâde’nin
Sarı Âşık’ın mezarını birebir gördüğünü, hatta o bölgedeki mezarlıklarda şahsen tetkikat
yaptığını rahatlıkla söyleyebiliriz” (8).
Son olarak, bahsedilen makalede Sarı Aşık hakkında halk arasında yaygın olan
rivayetler de yer alır. M. Fahrettin, halk arasında yayılan bir rivayeti makalesine alır, bu da
araştırmanın önemini daha da arıtırır. Burada Sarı Aşık`ın cenaze namazının Seyid Nigari`nin
büyük dedesi Mir Ağa Bali adıyla ünlü olan Hacı Muhammed Şemseddin tarafından kılındığı
söylenilir. Halk arasında yaygın olan bir rivayeti, fikrini kanıtlamak için alır: “Edilen rivayete
göre, aşıkın cenaze namazı hakkindaki vasiyyetinden Mir Aka balinin haberi yokmuş.
Müşarünileyh Hicaza giderken “Aşıkan” köyünden geçmiş, durmadan geçmek istediği halde
bineği olan katır bir türlü köyden çıkmamış, hayvanın bu vaziyetinden mülhem olarak “aşık”ı
sormuş, ölüm döşeğinde olduğu haber verilmiş. Seferi tehir ederek Aşıkın evine girmiş.
Yasdığının üzerinde
Aka Bali geldin Aşık üstüne
Durma yasin oku turyan
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- şiirini görmüş ve sure-i Şerifeyi okumaya başlamış; bitirir, bitirmez Aşık vefat etmiş ve
namazını kıldıktan sonra yoluna devam etmiştir ” (5, 177)”. Bundan başka, aynı olaya işaret
eden bir mani de sunar:
“Men aşıq oxu türyan
Oxu ayin, oxu turyan
Ağa Bali geldin Aşıq üstünə
Oxu “Yasin”, oxu türyan.”
Sonuç. Tahlil

etmeye çalıştığımız M. Fahretti'nin “Azeri Aşıklarından Sarı Aşık”

makalesi, Sarı Aşık mirasının tarihinde önemli bir yere sahiptir. Ancak bu araştırma,
Türkiye'deki Sarı Aşık çalışmalarının başlangıcıdır, ancak son değildir. Çünkü A. Caferoğlu
gibi tanınmış türkolog, son yıllarda A. Barmanbay gibi araştırmacı Sarı Aşık mirasına dönmüş,
onu araştırmış, bu edebi mirastan örnekler Azerbaycan halk edebiyatına adanmış antalojilere
dahil edilmiştir.
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Individual Difference Variables from a Complex Dynamic Perspective
Ahmet Selçuk Akdemir1
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Even until recently, language has been regarded as a homogeneous and static system in
which it has been assumed that language development takes place through certain fixed stages.
However, in the past two decades, a new paradigm has emerged whose tenets differantiate it
remarkably from the conventional way of thinking or paradigms. This new paradigm which is
labeled as Complex Dynamic Sytem (CDS) by Larsen-Freeman (1997) has introduced a number
of significant changes and perspectives with respect to the process of second language learning,
individuals’ roles in this process, and individual difference variables affecting this process.
From a complex dynamic point of view, Larsen-Freeman (1997) argues that language is not a
fixed or stationary system. Rather, it changes and evolves as it is used between and among
different individuals dynamically. She further states that this dynamism also applies to the
language of native speakers as well as the L2 learned by language learners. In other words, the
development of a L2 is not discrete or stage-like, but it is more like an organic system which is
constantly undergoing some motions and fluctuations (Ellis, 2007, p.23). According to Van
Geert (2008), some years ago it was not even considered appropriate to mention a target-centric
perspective and utter the idea that learners’ language proceeds through a series of
developmental stages that are not in a linear line, contrary to what was conventionally assumed
beforehand.
When we consider the learners’ individual variation and their performances in a L2 from
a dynamic approach, Larsen-Freeman and Cameron (2008) indicate that it is virtually untenable
to conceive individuals’ learner characteristics and their linguistic performances as stable and
monolithic (p. 593). In support of this argument, Van Geert and Van Dijk (2002) state that
language is in nature an integrity of social phonomena and it is used for social actions such as
interaction and communication. Therefore, learners’ individual differences, their affective
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states and goals, and also external as well as internal pressures and affordances will all have a
considerable effect on their performances. Similarly, Ellis (2007) suggests that language
learners’ progress in L2 process does not take place in a consistent manner as there is
considerable variation in their affective states and performances at different times. He also
states that since the L2 learning context has a dynamic characteristic that is always likey to
change, variation and fluctuation in individuals’ learner characteristics is inevitable in nature
too.
According to Ellis, this dynamism in the classroom context exerts an inextricable
influence on how they will adapt their linguistic resources to the context and what attitude or
behavior they will exhibit during this adaptation. Thus, he indicates that there is a dynamic
relation between the variation in individuals’ learner characteristics and their performances in
the L2 classroom context. Lemke (2000) also suggests that variation in learner characteristics
is an outcome of the combination of various internal and external factors that work in
conformity rather than working discretely. In line with what is indicated by different scholars
above, Dörnyei (2009) has described individual differences (ID) as “the characteristics or traits
in respect of which individuals may be shown to differ from each other” (p. 6). He argues that
individual traits or ID constructs tend to show some differences among people as they are
relatively stable attributes or personal characteristics that are unique to everyone. In classifying
the ID taxonomies, he identifies a number of principal learner variables, such as motivation,
aptitude, ability, and personality. He mentions two other factors, namely learning strategies and
learner styles, as two significant variables that contribute to learners’ success in a foreign or
second language. Similarly, willingness to communicate, anxiety, creativity, and self esteem
are considered among learner characteristics that influence L2 learning process. Dörnyei
(2009:182) also indicates that IDs have an essential role in the SLA process as they serve a
crucial function in leading to L2 attainment or failure.
L2 Learning Attitudes as a Predictor of Willingness to Communicate

Language attitude has been indicated as one of the important factors in predicting the
level of success in L2 learning. Baker (1992) describes attitude as ‘a hypothetical construct
which is used to explain the direction and persistence of human behavior’ (p. 10). However,
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Jung (2011) indicates that, for students, the attitudes they develop are not just toward the
English language but reflect all the subjective feelings associated with learning a new subject.
Johnson (2001) takes a new approach to this argument and suggests that attitudes towards
society are important in L2 and foreign language teaching. In accordance with what he argued,
Schumann (1978) put forward acculturation theory by stating that it is a process by which the
learner becomes adapted to a new culture, learners’ view of the L1 speakers and their culture,
society, and her willingness to become a member of that group is an important factor in learning
a second language (1978, as cited in Ellis, 2011). Positive attitudes towards the target language,
its people, and their cultures were found to be significant factors facilitating L2 learning.
According to Johnson, attitudes towards the native speakers of the foreign language you try to
learn may be very important. It is believed that when people dislike or hate the native speakers
of a particular language, it is a waste of time trying to learn that language. As Gardner (1985)
points out, unlike other school subjects, learning a second language requires learners to
familiarize themselves with the characteristics of other cultures and the success of the learner
depends on the attitude held towards these other cultures.
Gardner’s (1985) Socio-educational Model proposes that two basic attitudes, that is
integrativeness, and attitudes towards the learning situation, influence the learners’ level of L2
learning motivation. In MacIntyre et al.’s (1998) WTC model intergroup attitudes are
interpreted as integrativeness, fear of assimilation, and motivation to learn L2. In the Japanese
EFL context, Yashima (2002), and similarly Bektaş (2005) in the Turkish English as a foreign
language context, assumed the “international posture’ construct as a replacement for
‘integrativeness’ in order to capture EFL learners’ attitudes toward the international
community.
Jung (2011) investigated Korean students’ WTC in English and individual difference
factors related to WTC. The findings revealed that students had positive attitudes, which
indirectly affected WTC in English. The findings of her study in terms of the paths from
communication confidence to WTC, motivation to confidence, and attitudes to motivation were
supported by previous research studies (Yashima, 2002; Kim, 2004). Attitudes indirectly
affected WTC in English. Students’ attitudes and their personality were found to be correlated
with each other. Sun (2008) investigated motivation of non-English major students in Taiwan
and found that students’ attitudes toward learning English were not positive. The researcher
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concluded that students’ motivation and WTC using English in conversation class may change
when the socio-cultural factors such as teacher’s attitude and learning environment changes.
Yu (2009) examined the WTC construct in a Chinese ELT college setting and found that
attitudes of the participants towards the learning situation were the best predictor of WTC in
English (beta=. 192) among the four predictors, integrativeness, attitudes towards the learning
situation, motivation, and instrumental orientation. Ghonsooly et al. (2012) examined the
willingness to communicate in the second language and its underlying variables among nonEnglish major students in Iran and their study results revealed that L2 self-confidence and
attitudes towards international community were two significant predictors of L2 WTC.
In the Turkish context, Kızıltepe (2000) attempted to investigate the attitudes and
motivation of Turkish learners towards English and found that the most important reasons for
learning English for Turkish students are instrumental purposes: finding work after graduation,
after university, and using the internet. In her study, she also revealed that most of the Turkish
learners in her study have only a moderate interest in the British and the American communities
and culture and having conversations with British and American people was regarded as
unimportant.
Üzüm (2007) investigated the attitudes of university students towards English language
and English speaking societies by employing a mixed research design. He found that Turkish
learners at sampled universities had favorable attitudes towards English language and speakers
as a result of their interest in the cultural products of the English speaking societies and the
instrumental value of English as a global language. However, a significant finding of the study
was that students possess undecided opinions regarding American movies. It was also revealed
that most of the respondents are of opinion that Turkey has not had friendly relations with
Britain throughout its history. He concluded that the students like the people, language, culture
of these groups, but what they do not like is mainly their state policies.
Another example from the Turkish EFL context is Bektaş’s (2005: 129) study, the results
of which indicated that non-major college students had positive attitudes toward international
community, and their willingness to communicate in L2 was found to be directly related to their
attitudes toward the international community and SPCC. According to her, students who have
positive attitudes toward international community are motivated to learn English, and their level
of motivation leads to WTC by affecting their perceived competence. Her findings are
166

consistent with Yashima (2002) and Yashima et al. (2004), but in the Korean context, Kim
(2004) found an indirect relationship between their motivation and attitudes through confidence
in English communication.
The Definition of Emotional Intelligence and EI as a Predictor of WTC
In 1985, Bar-On, a clinical psychologist coined the term EQ (emotional quotient) to assess
emotional intelligence according to his approach (Seal, Boyatzis & Bailey, 2006; Singh, 2006).
However, emotional intelligence as a concept formally introduced by Peter Salovey and John
Mayer in an article titled “Emotional Intelligence” in a journal named Imagination, Cognition,
and Personality. They gave the first formal definition and also described the related skills to the
concept (Salovey & Mayer, 1990). They suggested that emotional intelligence is “the subset of
social intelligence and involves the ability to monitor one’s own and other’s feelings and
emotions, to discriminate among them and to use this information to guide one’s thinking and
actions” (Salovey & Mayer, 1990:189). They put special emphasis on Gardner’s personal
intelligences (interpersonal and intrapersonal) and remarked that the feelings referred in
personal intelligences are close to emotional intelligences.
In conceptualization of emotional intelligence, Salovey and Mayer (1990) found out the
common features by compiling scattered set of findings of the preceding works and stated that
in emotional intelligence there are appraisal and expression of emotion, regulation of emotion
and utilization of emotion. Their model enabled the development of ability-based tests of
emotional intelligence (Salovey & Grewal, 2005) and contributed to the scientific development
of emotional intelligence. In 997, Mayer and Salovey refined their definition and described four
distinct abilities which are: perceiving, using, understanding and managing emotions. For them,
emotional intelligence is a set of interrelated skills that lets people use emotional information
in an efficient and accurate way (Mayer, Caruso & Salovey, 1999). In 1997, Bar-On developed
an alternative model of emotional intelligence and created EQ-i, known as the first test to
measure emotional intelligence.
After Salovey and Mayer’s (1990) introduction of emotional intelligence, a great number
of studies have been conducted on the role of the emotional intelligence in many fields from
health to business. Upon realizing the possible outcomes of the concept, also academic
environment struggled to assemble emotional intelligence with school curriculums (Fernandez167

Berrocal & Extremera, 2006), stating that emotional and social learning is a missing piece in
education (Kristjansson, 2006). Most of the studies in the context of education dealt mostly
with the relationship between emotional intelligence and academic success giving valid and
reliable results in varied conditions with varied models of measure (Bar-On, 2006).
The reason why emotional intelligence was welcomed by many authors can lie in the
problems of traditional standards in education. For Fernandez-Berrocal and Ruiz (2008), until
the end of 20th century, only intellectual and academic dimensions of education have been
prioritized lacking the skills to deal with negative and destructive emotions. By the same token,
there have been many confrontations and doubts about the design of curriculum or the
approaches adopted and even some claimed that the emotional intelligence-related skills such
as emotional awareness or social interaction are indispensable for educational context (Romasz,
Kantor & Elias, 2004). This idea questions the earlier view of focusing on core curriculum and
seks ways to equip learners with skills which will address their emotional being to challenge
life (Humphrey et al., 2007), and increase the quality of a learner’s life experience (Blair, 2002).
There appeared many researches in the field supporting emotional intelligence integrated
school education. For example, Walker (2001) conducted a study on the relationship between
emotional intelligence and academic success of college students. The number of participants
was 1205 and students’ scores from EQi were compared to their grade point averages (GPA)
suggesting that there is a significant relationship between emotional intelligence and academic
success. In her study, the researchers found positive correlations between GPA and emotional
intelligence scales (intrapersonal, interpersonal, stress management, adaptability and general
mood).
Shuford (2003) is also of the opinion of implementing emotional intelligence in schools
suggesting that emotional intelligence and academic achievement are correlated. For him,
students with an inability to deal with emotions cannot concentrate on cognitive tasks.
Therefore, emotional literacy cannot be separated from education context.
In another study, in 2004 Parker and his colleagues studied with 667 high school students
in Canada using Bar-On EQ-i. The correlation between emotional intelligence and academic
achievement was found to be .41 indicating that there is moderate but statistically significant
relationship between the variables. The results showed that emotional intelligence has at least
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17% role in predicting academic achievement of learners. Their study also displayed the
capability of emotional intelligence measure (EQ-i) in distinguishing students’ performance.
In 2001, Jaeger did a study on the relationship between emotional intelligence, academic
achievement and learning style. There were 158 participants, half of whom were educated with
a curriculum in which emotional intelligence skills were implemented and the other half
followed an ordinary curriculum for one semester. At the beginning and at the end of the
semester, the researcher applied EQ-i to differentiate the effectiveness of emotional
intelligence-based curriculum. To determine students’ academic achievement GPA was used
and the results signified that there is a positive relationship between emotional intelligence and
academic achievement. Moreover, by the end of the semester, students in emotional
intelligence-based curriculum had higher scores compared to the other half implying that
emotional intelligence level of students can be increased and an increase in emotional
intelligence leads to an increase in achievement. As Bar-On (2006:19) also claims “the
enhancement of the weaker emotional-social intelligence competencies and skills is expected
to increase performance at school.”
Some studies have also been conducted in language learning context giving a special
focus on the relationship between anxiety and emotional intelligence. For instance, Rouhani in
2008 studied with literary excerpts as reading materials in order to understand the effect of
cognitive-affective course. In this course, literary excerpts were used as learning materials and
guided classroom activities. The group work, discussion or journal writing activities gave a
chance to the learners to empathize with the characters and by so doing helped them to express
emotions and use them to solve the problems that occur in the events. The results showed that
the students in experimental group had higher emotional intelligence skills and their foreign
language anxiety lowered by contributing to their performance.
With the implementation of emotional intelligence-supported programs the outcomes
may lead to “a caring school community where students feel understood, respected, and cared
about, and this spirit of empathy and care will gradually spread to the wider community so that
family and society benefit” (Kristjansson, 2006:53).
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Willingness to Communicate in the Native (L1) Language
Ahmet Selçuk Akdemir1
Öznur Ataş Akdemir2

As two prominent researchers in the field of language acquisition and psychological
studies, for the first time it was McCroskey and Bayer (1985) who developed ‘willingness to
communicate’ as an affective construct to identify individual differences in L1 communication
(McCroskey, 1992; McCroskey & Richmond, 1987). Considering willingness to communicate
as a construct to predict and explain the likelihood of learners to take part in a conversation, it
was initially viewed by the researchers as a fixed or unchangeable personality trait which is
stable across diverse communication contexts or situations (MacIntyre et al., 1997).
Having this in mind, a variety of attempts have been made to define this significant
affective construct. McCroskey and Bayer (1992) used the term to construe the individual’s
personality-based propensity towards approaching or avoiding the initiation of communication
when given free choice to do so. WTC was also described by McCroskey (1997) as “an
individual’s inclination or eagerness to start communication with others” (p. 77). In a relatively
more recent study, Kang (2005) suggested that WTC is an individual’s voluntary act or
orientation towards initiating communication and taking part in it actively in a specific situation
(p.2). He also pointed out that among the potential situational variables that influence the extent
to which individuals want to communicate are the topic of communication, interlocutor(s), and
conversational context. According to Ellis et al. (2008), willingness to communicate (WTC) is
a strong indication of to what extent learners feel prepared to begin communication when given
a choice, and so it is one of the most influential antecedents that accounts for individual
differences in language learning process.
Since it was introduced as a significant construct in 1980s, a considerable number of
studies have been conducted with respect to WTC in order to investigate why some people are
more inclined to start communication by interacting with others but some of them refrain from
doing so. In this sense, a variety of important factors such as speaking anxiety, self-perceived
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communication competence, motivation and attitudes, personality, and self-confidence have
been studied to understand the effects of these factors on and their relationships with WTC. In
1990, McCroskey and Richmond conducted a cross-cultural comparative study to investigate
WTC in L1 in a number of countries such as the USA, Sweden, Australia, Micronesia, and
Puerto Rico. It was aimed to find out the relationship between WTC, communication
apprehension (CA), self-perceived communicative competence (SPCC), and introversion.
The results of the study indicated some differences between these countries in terms of
the degree of WTC and the other variables stated above as well as the degree of relationships
of these variables with each other. Whereas the American students were reported to have more
willingness to communicate, the Micronesian students had the least degree of willingness to
communicate. In addition, the results showed that the Swedish students had the highest
perceived language competence, while the Micronesian students had the lowest. Considering
the relationship between WTC and self-perceived language competence, it was reported that
the Swedish students differed considerably from the Micronesian students in that the Swedish
students had a higher degree of perceived language competence and willingness to
communicate than the Micronesian students. McCroskey and Richmond (1990) further stated
that culture can be another significant factor along with many other factors that affect people's
predisposition towards communication. That is, there is likely to be a relationship between
willingness to communicate and cultural differences if an individual has already begun to live
in another culture or social environment different from his or her own. Based on this, they
suggested that any kind of generalisation regarding WTC and the other factors should be done
meticulously in L2 learning process.
In another comparative study conducted by Sallinen- Kuparinen, McCroskey, and
Richmond (1991), the communication orientations of 249 Finnish university students at a state
university were investigated. One of the primary objectives of this study was to compare the
data gathered from the Finnish students with the data gathered previously from other students
in different countries, such as Sweden, Micronesia, Australia, and the USA

(Şener, 2014).

The results indicated that the American students differed substantially from the Finnish students
with respect to their WTC and introversion levels. While the American participants were
reported to have the highest level of WTC, the Finnish participants had the lowest level of
WTC. However, it was found that the Finnish students were relatively more willing than the
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Micronesian students in communication. Further, it was seen that the Finnish students were
similar to the Micronesian students in their levels of self-perceived communication competence
and communication apprehension.
Unlike the other groups, it was the Swedish students with the highest level of selfperceived communication competence. When compared to the other groups, the Finnish
students were found to be less willing to initiate an interaction or communication with their
friends, acquaintances, and strangers. The fact that the Finnish students were also relatively less
oriented towards initiating communication than the other groups was another significant result
of the study. In addition, it was found that the Finns had a higher level of communication
apprehension than the Americans, particularly during meetings or small group discussions. As
suggested by Şener (2014), this specification of the Finnish students can be attributed to their
socio-affective concerns. In other words, the Finns attribute particular importance to meetings
as a form of decision making in their life. Hence, displaying such kind of sensitivity about
applying formal procedures might cause apprehension or anxiety in them during
communication.
In 1994, getting inspired by the previous studies conducted by McCroskey and his
associates, MacIntyre investigated the relationship between a number of significant affective
variables such as communication apprehension, perceived communication competence,
introversion, anomie, alienation, self-esteem, and WTC. In this sense, he contrived a structural
model to examine how these variables predict WTC in the first language. He argues that, of the
variables stated above, the two predictive variables that directly influence WTC in L1 are selfperceived communication competence (SPCC) and communication appreciation (CA) (See
Figure 1).
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Figure 1. MacIntyre’s (1994) Structural Model of L1 WTC and
Personality-Based Variables

In 1999, a study involving 226 university students from Canada was carried out by
MacIntyre, Babin, and Clement to investigate the antecedents and consequences of WTC at
both trait and state levels. In order to examine the trait aspect of WTC, such variables as
communication apprehension, self-perceived competence, emotional stability, self-esteem, and
extraversion were investigated by the researchers. To implement this objective of the study, the
researchers gave questionnaires to the participants. To construe the state aspect of WTC,
perceived competence, anxiety, and communication tasks of the students, the researchers
observed 70 of the participants who got involved in a number of specific laboratory tasks
voluntarily.
In the study, a structural equation model was employed to analyze the hypothesized
predictors of WTC. Considering the trait aspect of WTC, it was found that the results of this
study were similar to MacIntyre’s (1994) study in that the correlation between self-perceived
competence and WTC was considerably strong in both of the studies. However, the path from
communication apprehension to WTC was not significant. That is, there was not a strong
correlation between CA and WTC in this L1 study. Moreover, it was found that there was a
negative correlation between SPCC and CA. The fact that the results revealed a high correlation
between extroversion, self-esteem, and SPCC indicates that extroverts are likely to have higher
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communication.
As for the state aspect of WTC, the participants who volunteered for the communication
tasks in the laboratory setting were found to be more willing to communicate than the ones wo
did not. Similarly, the students initiating a conversation during the lab tasks were found to be
relatively more oriented towards communication than the ones who did not. And also, selfperceived competence was considered to be a significant predictor of speaking time for easy
speaking tasks, whereas communication apprehension was the predictor of speaking time for
difficult tasks.
Considering the results of the different studies stated above, it was found that individuals’
L1 WTC is influenced by a variety of antecedents in both trait and state levels. Another variable
that is considered to be influential in WTC is culture. The results of these studies also indicated
that while American students’ WTC levels were similar to Australian students’, it was different
in the case of Americans’ and Europeans’. That is, the American participants’ WTC levels were
considerably higher than the European participants’. Another striking result of these studies
was that CA and SPCC are two significant antecedents of WTC. Additionally, it was found
that introverts feel more apprehensive in communication, while extroverts feel more willing to
communicate.
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The Role of Interaction and Communication in the L2 Communicative Classroom
Öznur Ataş Akdemir 1
Ahmet Selçuk Akdemir2

In recent years, there has been a considerable increase in respect to the awareness of
communication and interaction among a great majority of people from all over the world. As a
consequence of this, there has been an ever-increasing concern in Communicative Language
Teaching (CLT) and its prominent role in second language teaching and learning. Since the
emergence of Communicative Language Teaching in 1970s, one of the primary tenets of which
is to highlight the significance of interaction as both the means and the ultimate goal of learning
a language, an intensive use of communication has culminated in another congruent concept
‘interaction’, which is defined by Yılmaz (2003) as “mutual or reciprocal action or influence”
(p. 12).
As it is defined by Malamah-Thomas (1987), interaction is a process through which both
the addresser and addressee act in mutual accordance with each other in order to bring about a
reaction, which in return results in an action fulfilled by the addressee. As can be understood
from the definition above, interaction in fact implicates more than communication does. In other
words, the roles that are performed by different participants in a particular setting are constantly
subject to change. In a sense, both the addresser and the addressee may switch their roles
immediately in case of an interaction between the two. As it is argued by Ellis (2008), it is by
means of interaction that effective instruction can be fostered, and learners can find an
opportunity to improve their own language skills by either performing or practicing them
actively in the society they live in.
Regarding the interactional hypothesis, Long (1996) suggests that effective language
acquisition takes place when learners get actively engaged in communication in the target
language. He further goes on indicating that there is a congruence between interactional
hypothesis and experiential learning theory in that learners are more likely to learn how to
perform a task by doing or experiencing it. One of the important highlights made through the
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interactional hypothesis is that if learners are provided with a classroom environment in which
they are given the opportunity to interact with each other, they will be able to outperform in the
tasks assigned to them more productively. To this end, the process of acquisition will be
enhanced as the tasks they engage in require them to perform beyond their current competence.
Given this, there is no doubt that a two-way communication is more essential than a one-way
communication in order to foster the process of L2 acquisition. As it is postulated by Nunan
(1999), the primary reason for this is that the negotiation of meaning becomes much more
comprehensive if learners are necessarily given the chance to provide feedback on
understanding the native speaker(s).
In a similar vein, it is put forth by Ellis (2008) that verbal interaction is considered as
highly significant in interactionist theories during the process of language learning.
Additionally, he urges that an effective interaction is assumed to provide learners with
comprehensible input that contains data to promote more acquisition. Regarding this
fundamental role attributed to interaction in language acquisition, Brown (1994) puts a
particular emphasis on employing small-group interactions in which learners can enhance their
communicative skills as well as making themselves understood by the other group participants.
According to Brown (1994), some of the key prerequisites for a successful interactional
communication are such as providing favorable conditions for effective collaborative
interaction, elaborating the task(s) to be performed meticulously, knowing the dynamics of the
classroom environment, and ensuring an effective classroom atmosphere through which
learners can engage in communication.
Gliksman, Gardner, and Smythe (1982) point out that a student-to-student interaction in
an active classroom environment encloses a more authentic input rather than a simplified one.
They further maintain that it is thanks to the authenticity of such interactions that learners can
get more liable to initiate communication with one another and so express themselves as readily
as they can. Based on this notion, even learners who are not initially willing to participate in a
communicative task are more likely to become aware of their communicative skills through
such authentic tasks.
Regarding the role of teacher during the process of classroom interaction, Gliksman et al.
(1982) indicate that the teacher is a mediator by playing a guiding role that mediates between
teaching and learning. Considering this proposition, it can be inferred that what teachers are
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assumed to do is to take a moderating role in the teaching and learning process. Besides,
teachers are supposed to monitor the developmental stages of their learners so that they can
give them the feedback they need on their reactions at each stage of their language development.
In doing so, teachers need to take into account some pedagogical factors as well if they want
the communicative tasks they provide for learners to be efficient enough to encourage them to
communicate. As for the role of learners, as stated by Williams and Burden (2000), they are
assumed to succeed in communicating in the target language as lon as they are provided with
an appropriate classroom environment where they can achieve this goal adequately. Likewise,
they need to be active participants in the process of interaction, and thus enhance their level of
understanding and productivity in the second or foreign language.
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