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Giving Instructions in L1 and L2 in EFL Listening Classes: The Effects on A2 Level
Learners
(A Master’s Thesis)

Tarkan GUNDUZ

ABSTRACT

Among the researchers and teachers, the use of L1 in teaching a foreign language has been a
controversial topic for many years, and it can be said that it is still a debateable issue in EFL
classes. It is claimed that L1 should completely be excluded from the classroom environment
while other shareholders support that it can be put into practice limitedly for predetermined
purposes. The aim of this study is to measure and compare performances of A2 level
preparatory school students at Pamukkale University in listening activities through post-tests
when the activity instructions are provided in L1 (Turkish) and L2 (English) separately in two
different homogeneous classes. Another aim of this study is to gather the views of volunteer
participants of experimental group towards receiving instructions in L1 and the possible
effects on their performances. The study was carried out with 48 students in the preparatory
classes in the School of Foreign languages, Pamukkale University in spring term of 2016-
2017 academic year. The total duration was 8 weeks with two hours of instruction per week
for both experimental and control groups. The study benefited from quasi-experimental
research design using post-test-only design since it did not include use of ramdom
assignment. In addition, it is a mixed research method which involves using two methods of
gathering data via both quantitative and qualitative data collection instruments. The
quantitative results were collected first, and then a qualitative research was conducted in order
to enrich the findings. There was no statistically significant difference between the means of
placement scores of the control group and experimental group. This meant that based on
placement scores these two groups were statistically equal to each other. Statistically
meaningful difference was reached between the means of the scores obtained from students’
post-tests. Based on the post-test scores, it was determined that providing instructions in L1
for the experimental group became effective in experimental group’s moderately more
successful performance than the control group. The effect size was obtained as 0.609 and
providing instruction in L1 in listening activities presented medium size effect on students’
performances in the post-tests. It was also revealed that the students found receiving
instruction in L1 in listening exercises positive, however, they also shared that it increased the
frequency of resorting to L1 in classroom interaction, in particular.
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Yabanci Dil Dinleme Simiflarinda Ana ve Hedef Dillerde Yonergelerin Verilmesi: A2
Diizeyindeki Ogrenciler Uzerindeki Etkileri
(Yiiksek Lisans Tezi)

Tarkan GUNDUZ

0z

Yabanci bir dil 6gretiminde ana dil kullanimi tartigmasi uzun yillardir siire gelen bir sorun
olmustur ve hala da arastirmacilar ve Ogretmenler arasinda tartismaya agik bir konudur.
Bazilar1 ana dil kullaniminin tamamiyla derslerden ¢ikarilmasi gerektigini iddia ederken,
digerleri belli Ol¢lide belirli amagclarla kullanilabilecegini savunmaktadirlar. Bu calismanin
amaci, A2 seviyesindeki iki farkli homojen sinifa ayr1 ayr Tiirkce ve Ingilizce yonerge
verilerek Pamukkale Universitesi A2 seviyesi hazirlik smifi &grencilerinin  dinleme
aktivitelerindeki performanslarimi 6lgmek ve kiyaslamaktir. Bir diger amaci ise deney
grubundaki goniillii katilimeilarin ana dilde yonerge almalarina ve nelerin performanslarini
etkiledigine dair goriislerini almaktir. Calisma 2016-2017 akademik yili bahar déneminde
Pamukkale Universitesi Yabanci Diller Yiiksekokulu hazirlik smiflarinda bulunan 48 dgrenci
ile gerceklestirilmistir. Her hafta hem deney hem de kontrol grubuna ikiser saat ogretim ile
toplam 8 haftalik bir siire¢ olmustur. Calisma, rastgele katilimc1 atama kullanimini i¢ermedigi
icin yalnizca son sinav dizaynini kullanan yar1 deneysel arastirmadan faydalanmistir. Ayrica,
calisma hem nicel hem de nitel veri toplayan her iki metodu igeren karma bir arastirmadir.
Oncelikli olarak nicel sonuglar elde edilmis olup bulgular: giiclendirmek amaciyla sonrasinda
nitel arastirma gerceklestirilmistir. Deney ve kontrol grubunun yerlestirme sinavi skorlarinin
ortalamas: arasinda istatistiksel olarak anlamli bir fark bulunmamistir. Bu da iki grubun
istatistiksel olarak birbirlerine denk oldugunu gdstermistir. Ogrencilerin son smav skorlarmmn
ortalamasi1 arasinda istatistiksel olarak anlamli bir farka ulagilmistir. Son smav skorlar
temelinde deney grubuna Tiirkce olarak verilen dinleme aktivitesi yonergeleri, deney
grubunun kontrol grubundan kismen daha basarili olmasinda etkili olmustur. Etki biiytikligi
0.609 olarak elde edilmistir ve deney grubuna Tiirk¢e olarak verilen dinleme aktivitesi
yonergeleri 6grencilerin son sinav performanslar: iizerinde orta dlgekli etki biiyiikliigii ortaya
koymustur. Ayrica, dgrenciler dinleme egzersizlerinde Tiirkge yonerge almalarini olumlu
bulduklarini ifade ederken o6te yandan bunun ozellikle sinif i¢i etkilesimde kendilerinin
Tiirkgeye bagvurma sikliklarini artirdigini belirtmislerdir

Anahtar Kelimeler: Ana dil, Dinleme becerisi, Hedef dil.
Sayfa sayisi: 90
Danigman: Prof. Dr. Ferit KILICKAYA
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CHAPTER |

INTRODUCTION

This chapter starts with an outline of the background to the study, describes the
problem statement, aim of the study, significance of the study, lists the important
terms included in the study, and finally describes the limitations of the study.

1.1. Background to the Study

It is not far back in history that learners’ first language was possibly considered as
‘elephant in the room’ of English language teaching (Levine, 2003, p.77). Despite
many teachers’ awareness of this elephant, it was seldom emphasized (Cambridge
Papers in ELT Use of L1, 2019). The presence of teacher training courses and
manuals, conferences, journals and books made it possible to be mentioned;
however, it was generally accepted that L1 itself should be avoided by learners
(Cambridge Papers in ELT Use of L1, 2019). As Gabrielatos (2001) states, “L1 use
in ELT: not a skeleton, but a bone of contention” (p. 33). Use of L1 in the foreign
language classrooms has always been a questionable topic starting with the language
teaching method, Grammar Translation Method which is also referenced as the
Classical Method. It was the method used to teach foreign language dominantly
between 1840s and 1940s (Patel and Jain, 2008, p.73), followed by the Direct
Method, which was developed as a reaction to the former one, and it has its place in

all language teaching methods developed until today.

In Grammar Translation Method, the language instructed in the classroom is
generally L1 of the learners, and translations are done between the L1 and L2
(Larsen-Freeman, 2000, p. 18). Accordingly, this method is in favor of using L1 in
the teaching environment. Direct Method exactly claims that the Grammar
Translation Method is not satisfactory in training the students to be able to practise
the L2 to communicate (Larsen-Freeman, 2000, p. 23). It was developed as a

response to the practices of the Grammar Translation Method, and thus totally



forbids the use of L1 in the classroom environment. While some of the methods
following these two totally forbid the use of L1 in teaching, and some of them use
L2, Communicative Language Teaching asserts that there is no problem in using L1
moderately (Larsen-Freeman, 2000, p. 132). For example, in Audio Lingual Method,
“As far as possible, the L2 is used as the medium of instruction, and translation or
the use of the L1 is discouraged” (Richards & Rodgers, 1999, p. 58), or in Silent
Way, “Just as the Fidel Figures are used to visually illustrate pronunciation, the
colored cuisenaire rods are used to directly link words and structures with their
meanings in the L2, thereby avoiding translation into the L1” (Richards & Rodgers,
1999, p. 108). Thus, these language teaching methodologies try to avoid or forbid the
use of L1. However, in Suggestopedia, “the students follow the text in their
textbooks where each lesson is translated into the L1” (Richards & Rodgers, 1999,
p.151). Moreover, in Community Language Learning, “A group of learners sit in a
circle with the teacher standing outside the circle; a student whispers a message in
the native language (L1); the teacher translates it into the foreign language (L2)”
(Richards & Rodgers, 1999, p. 113), which means these two language teaching

methodologies benefit from the use of the learners’ L1 in the classes.

1.2. The Statement of the Problem

Lee (2018) indicates that the debate on the L1 use can possibly be related to the
common belief that when the students are in the process of learning more than one
language , there might be interferences with each others,linguistic codes might
become disorganized totally, resulting in perpetual communication difficulties.
Accordingly, the duration used for the L1 might be comprehended as wasted time as
it could have been allocated for only L2 more benefiacially. L1 use by teachers
during the classroom activities such as giving instructions and interaction in other
skills is not advised since it prevents the students from reaching the experience and
circumstances of practising English. As in the example of immersion model applied
in Canada, constructive appraisals have had an influence on promotion of only L2 in
the classroom policy (MacMillan & Turnbull, 2009). On the other hand, L1 and L2
might not have a sort of rivalry which causes interference in learners’ language

learning process. In contrast, it might mean that the learner is doing his/her best to



become what Cook (2001) defines as a “multicompetent language user,” an
individual who may benefit from language resources simultaneously. Cook (2001)
states that an L2 user has the feature of holding L1 and L2 in his/her mind in an
intermingled way. There is no clear separation between the knowledge, meanings of
L2 and L1 in the learners’ mind. In the light of these understanding the role of the L1
can be significant for adult learners who are within L2 learning programs in different
environments, specifically where most of the learners are from similar academic
qualifications with similar L1 proficiency. It might be worth questioning for those to
internalize certain grammatical structures and instructions provided in English in

relation to comparable skills in their L1.

1.3. The Purpose of the Study

It might be inevitable to use L1 in foreign language classes in some situations. As
Greggio and Gil (2007) emphasize in the research, instructors might utilise the L1 if
it is necessary in various cases. In their study, it was determined that instructors
made use of the learners’ L1 to “a) explain the grammar, b) give instructions, c) help
the students/check them, d) correct the activities” (p. 376). Besides these, it was
observed that L1 was also used in higher levels although the use was not frequent
compared to the other levels. Additionally, Swan (2007) states that certain diversities
among languages do not cause to crucial learningobstacles all the time in terms of
protection of cultural identity. Swan (2007) believes that L1 is basically reflection of
cultural identity and it might be considered as a point that needs to be underlined.
Moreover, contextualization of listening activities with the assistance of L1 cultural
items is highly important. In addition, the help or harm of mother tongue in the
creation of this contextualization seems something to be investigated. Specifically,
listening skill activities are harmonious from the perspective of topic and subject
matters. Encouraging the learners to be more into the topic can help the teachers
create desired background information and time efficiency for the listening activities.
Therefore, it can be important to study on the effectiveness level of L2 instruction
when it is integrated with L1. Oflaz (2009) mentions that learners might rely on L1

instruction and they might not search for contextual inference.



Giindiiz (2012) states that L1 might have a role in L2 teaching in terms of giving
instruction in different skills, but it is significant to find proofs for a moderate
quantity of resorting to L2 and L1. The idea of settling limited usage of L1 and
avoiding students’ reliance on L1 is valuable to study within a certain skill such as
listening. In teaching environment, the effects of controlled L1 use can be tested on
the basis of conducting listening activities by giving specific L1 instructions for the

exercises.

The aim of the present study is to examine and compare the performances of A2
level adult learners in listening activities when the activity instructions are given in
L1 and L2 separately in two homogeneous classes. The study is an action research
designed as a quasi-experimental design benefiting from qualitative and quantitative
data. It aims to reveal the effects of giving instruction in L1 before certain listening
activities in A2 level EFL classes. In this study interviews and post-put into practice
in terms of collecting data. Through the interviews, the data were enriched and more
insight was gained in addition to the quantitative data obtained through the post-tests.
In spring term of 2016-2017 academic year, the study was conducted in the

preparatory classes in the School of Foreign languages, Pamukkale University.

In line with these aims, the research questions which were presented in this study are
as follows:

1. What are the effects of giving instructions in L1 and L2 in listening
activities?

2.  What are the participants’ views on the instructions in L1 and L2 in listening
activities?



1.4. The Significance of the Study

Patel and Jain (2008) explain some of the circumstances in which L1 could be
utilised. For example, regarding motivation “if a learner is motivated by his/her
teacher to learn English with the help of L1, she/he can easily learn English” (p. 16).
Another example is “Teacher should give opportunities to students to learn foreign
language with the help of mother tongue” (p. 16). Based on these examples, in the
foreign language teaching environment limited use of L1 might help teachers in
describing complex, unfamiliar grammatical structures in lower levels in particular.
In the cases of no or limited response from learners, teachers may benefit from it to
check their comprehension. Lee (2018) mentions that L1 might be utilized positively
by the instructors to present and test subject of the lesson such as definition of words
and sentences, to determine learners’ comprehension difficulties in grammatical
concepts, to implement and manage the inclass duties and tasks, and to construct

regularity in the classroom environment.

Richards and Rodgers (1999) state that the use of mother tongue as “Translation
should be avoided, although the mother tongue could be used in order to explain new
words or to check comprehension” (p. 8), and Pollard (2008) emphasizes that we
could put effort to use L2 whenever it is convenient with our students. As Atkinson
(1993) also asserts, “every second spent using the L1 is a second not spent using
English and every second counts” (as cited in Mattioli, 2004, p. 5). The studies
provided above do not present analysis on the methods to use L1 appropriately in
instruction of different skills in teaching environment, however, they are mostly
centered on observations of teachers and learners. In the most general sense, present
study makes contributions to revealing the effects of L1 use in listening skill through
providing instructions for the listening activities. The effects on A2 level young adult
learners’ performances could be studied in a novel foreign language environment.
While the quantitative results in this study aim to provide statistical findings about
the learners’ performances, the qualitative aspect of this study aims to provide
support in determining learners’ attitudes towards the process of L1 instruction in
listening activities. Moreover, they could interpret their own performances by

reasoning through personal experiences. This study also shares some certain findings



within the literature by examining the role of L1 in terms of practicality during L2

listening activities.

1.5. Assumptions

This study assumes that the participants of this study represent the majority of A2
level students who study at Pamukkale University, School of Foreign Languages.
Moreover, it is also assumed that the interview participants reflected their true
knowledge, views, and thoughts, and answered the interview questions objectively

and voluntarily.

1.6. Limitations

Although this study provides empirical contribution to the literature, there are some
limitations to be noted. One limitation can be put forward through the limited
duration of the study.Due to time constrain, it is not a longitudinal study. Besides
this, on volunteering basis, limited number of participants (9) took part in the
interview recordings to triangulate research design. Another limitation is that
generalizability of the findings is limited since it was carried out in the preparatory
classes in School of Foreign Languages. However, these results can be transferable
to the similar contexts. Another limitation of the present study could be stated as the
relatively small number of participants included in the quantitative aspect due to
class size constraints. Moreover, this study merely aimed to explore the effects of L1

use within a separate skill (listening) through the comprehension tests.

1.7. Definition of Key Concepts

L1: In this study it refers to partcipants’ mother tongue (Turkish) based on their
report.

L2: It refers to the target foreign language; English.

Giving instruction in L1: It refers to providing listening activities’, exercises’ or
tasks’ explanations in Turkish before they are initiated by the teacher.

SLA: Second Language Acquisition



ELT: English Language Teaching
EFL: English as a foreign language



CHAPTER I

LITERATURE REVIEW

This chapter presents the theoretical framework of the study and a review of the
related literature. It starts with the overview of mother tongue (L1) use in Foreign
Language classrooms and continues with studies conducted on L1 use: as medium of
instruction and code-switching. Lastly, it also includes the section about related

studies on the use of L1 in EFL classes.

2.1. Overview of Mother Tongue Use in Foreign Language Classrooms

The use of L1 has been in the process of attracting attention from teachers and
researchers recently and its methodological value is widely discussed (Taskin, 2011).
Nevertheless, while some researchers are in favor of placing L1 in langiage
classrooms, some others consider it as an obstacle and they vote on English-only
classrooms (Taskin, 2011). Auerbach (1993) discusses the insist on L2-only policies
from three points of view. The most common belief is that exposure to L2 increases
possibility of internalization of the language. Secondly, relative success of the
immersion programs applied on the children directed lead the researchers to focus on
it. Finally, the widely rejection of Grammar Translation and consideration of its
ineffectiveness in novel studies empowered the idea of excluding L1completely in
the classroom. However, some other researchers do not comply with the first reason
for L1 avoidance. On the contrary to this, they believe that the more L1 is put into
action as a facilitator the sooner learners improve their proficiency (Swain & Lapkin,
2000). The opponents of L2-only approach consider L1 as one of the most efficient
devices which provides teachers and learners with swift access to a foreign language
explicitly (Butzkamm, 2003). Moreover, it does not necessarily mean signify resorting
to the Grammar Translation Method since L1 might be a resource for one’s thinking,

feeling, and artistic life (Piasecka, 1986).

Nation (2003) puts forward a balance between two distinct sides of the idea of using
L1 or not. In relation to this, Nation (2003) asserts that we should not ban using L1

by stating that teachers are obliged to be respectful for the learners' L1 and need to



avoid classroom practices that make the L1 seem inferior to English. What Nation
states regarding the use of L1 may not be deniable since when the teacher leads
students to perceive that L2 is superior to their mother tongue, they might feel
ashamed of their L1 and resist learning languages. However, the teacher cannot
permit students to overuse L1 in the classroom as “it is the English teacher's job to
help learners develop their proficiency in English” (Nation, 2003, p. 6). Additionally
Nation (2003) suggests that a balanced approach is necessary because there has to be
a significant role of L1 and also the case of increasing amount of L2 use in the
teaching environment needs to be recognized. This can both prevent students’
negative feelings and help them learn L2. Therefore, putting forward these counter-
arguments encourage teachers and researchers to follow a strategic way of utilizing L1 in
the class. With respect to these standpoints, it can be convenient to review the studies
conducted on L1 use in two groups; studies based on student performances and student-

teacher views, and code-switching observations

2.2. Studies Conducted on L1 Use Based on Student Performances and Student-

Teacher Views

Levine (2003) carried out a study with 600 students and 163 instructors from
different universities from different states in order to develop preliminary
components of a descriptive model of L1 use and find out the relationships between
L2 use and student anxiety about L2 use through an anonymous web-based
questionnaire. The results revealed that students generally communicated with each
other in their L1. The use of L1 was the most with the instructors talking to the
students and decreased when the students talked to the instructors, and the least
amount of L2 use was with students talking to their peers. The use of L2 was
reported to be most for the topic/theme based communication then for the
communication about grammar and the least use of it was for the communication
about tests and assignments. Regarding anxiety, minority of the students reported
that they felt anxious while using the L2; however, the instructors perceived the
anxiety level higher. Students’ ancxiety about the use of L2 could correlate positively
with the quantity of complete L2 use.Nonetheless, this hypothesis was not supported

by the results of the questionnaire.
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With the examination of learner questionnaire, monitoring teaching environment and
teacher interview, Duff and Polio (1990) studied on 13 university level language
classes’ instructors’ L2 use. The aims of the study were to find out the ratio of L1 use
to the L2, the factors affecting the use of L1 and L2, and the perceptions and
attitudes of both the students and the instructors towards the use of L1. The
researchers found out a broad range of the ratio of the L2 to L1 use, which was from
10% to 100%. In terms of the factors affecting the use of L1 and L2, the researchers
found out that type of language, institutional guidelines, materials of teaching content
and official teacher training can be named as underlying factors. A significant
finding of the study was that the majority of the students were satisfied with the L1
use in the classroom no matter whether the teacher used 90% or 0% of it. We can
infer from these results that if we start using L2 from the first day of the class, the

students may get used to and not complain about it.

Four years after the previous study, as a follow up, Polio and Duff (1994) with the
same data of Duff and Polio (1990), investigated when and for what functions
teachers used the L1 of the students. The results showed that the teachers used L1 of
the students for classroom administrative vocabulary, grammar instruction,
classroom management, empathy/solidarity in order to build rapport with the
students, unknown vocabulary/translation, and lack of comprehension. One
interesting comment made by the researchers was that the teachers were not aware of
their use of English in the classroom since what they reported in the interviews did
not correlate with the observation results. The teachers encouraged students to speak
the L2; however, they used their L1 in the classroom rather than L2.

Studying with 159 students and 50 teachers from three different universities in
China, Jingxia (2008) looked at the amount of L1(Chinese) used in different class
implementations, evaluation of exams, analysis of the texts, theme based exercises
and other type of duties by delivering questionnaires to the teachers and the students,
recording the lessons and interviewing the teachers. The results of the data revealed
that L2 was mostly used in theme-based activities, less in text analysis, and least in
discussion of tests and other assignments. As reasons for this, Jingxia claimed that

theme-based activities aimed at developing the student’ speaking and these activities
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could contain more L2 strategies and nonlinguistic techniques. They did not have as
much risk of misunderstanding as the other two lesson contents.

In order to find out the views of the teachers and the students on L1 use, Oflaz
(2009) conducted a study with sixty English teachers and one hundred students from
Gaziantep University, School of Foreign Languages. He used two questionnaires,
one for teachers and one for the students, and interviewed five of the students.
According to the results of the questionnaires, both the teachers and the students
were in favor of using L1 in the classroom as long as it did not hinder the acquisition
of the target language and this decision did not change according to the gender of the
teachers. Although Moran (2009) found out that the experience of the teachers
affected their use of L1 in the classroom, Oflaz (2009) found out that it did not affect
their attitudes towards it. The results of the interviews also showed that the students

supported the use of L1 in the classroom and found it encouraging.

In her study, Crawford (2004) submitted a survey questionnaire to 1251 language
teachers and 581 of them completed it. The teachers were teaching in primary and/or
secondary schools. The results of the study showed that many teachers that
responded to the questionnaire had reservations about the desirability of L2 use or
even actively oppose it especially in the early stages of the program. In the following
stages, the use of L2 increased in a small degree but there was not an important
difference. In addition, it is claimed in the study that the use of TL does not only

depend on the language proficiency level of the teachers.

In their study with 24 teachers and 50 students Yildirirm and Mersinligil (2000)
examined the use of L1 (Turkish) by the teachers and the students in the ELT Unit of
Faculty of Education through semi structured questionnaires. According to the results
of this study, teachers needed to use L1in the classroom in some situations depending
on different variables such as the aim of the teacher, the nature of the given course,
the level of students, and the nature of the ongoing conversation in class. In addation,
a minority of the teachers allowed the students to use the mother tongue in the
classroom, while a majority were against it although another majority said that, when
they needed, they used the mother tongue. Many students stated that they used
mother tongue when they did not have adequate knowledge of L2 and added that

they were not against the teachers use of mother tongue in the classroom since they
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thought it was for their own benefit. Furthermore, the researchers also pointed out
that both the teachers and the students who were against the teachers‘ using mother
tongue in the classroom, believe that the classroom is the unique context for the
language learners to improve their speaking in the L2 so the teacher should be a good

model for students in this respect.

In their study, Stapa and Majid (2009) tried to find out whether there are more ideas
for low level language learners to get ideas about the L2 writing when they get them
in their L1 or not, and also if they can write better. The researchers studied with 60
students, 30 in experimental group and 30 in control group. The students in the
experimental group generated ideas in their L1 before writing in their L2 (English)
while the control group did the idea generating in L2. Two independent raters rated
the results of the students. As the result of the study, while the number of the
participants of the control group by which the ideas were generated was 85, the
number of the participants in experimental group was 166 and the quality of the ideas
the experimental group wrote were better. The experimental group was better in
terms of content, organization, vocabulary, language use, mechanics and overall

score.

Miles (2004) studied the effectiveness of using L1 in the classroom through two
experiments. In the first experiment, he used three classes for false beginners but still
there was a difference in the English levels of the students. The classes were MG8 —
the highest level 12 students of all three, MG9 with 8 students, and MG10 — the
lowest level with 6 students. The levels were formed via a pre-test. In all classes, the
teachers were the native speakers of L2 (English) and in MG8; the teacher did not
use and forbade the students’ use of their L1 (Japanese). In MG9 the teacher could
speak Japanese and used it in the classroom, in MG10 the teacher did not speak
Japanese but let the students use it. After five months of study, the students took
another test in which they all showed an improvement. However, in MG8, some of
the students got lower grades from the oral exam, in MG10, one of the students got
the same grade again from the oral exam. In MG9 all of the students showed an
improvement. In the second experiment, the researcher used MG9 only. Two lessons
were given in one week, one permitting use of Japanese one not. In the following

week the vice versa of the previous was done. A pre-test and a post-test were given



13

to the students for each week to see what they have learnt in these lessons. In the first
week, the students scored better in the lesson that was taught by using L1 of the
students when necessary but in the second week, the scores were higher in the
English only lesson. Both of the experiments could not show that L1 used instruction
instead of target language only instruction could facilitate learning, but they showed
that the use of L1 did not hinder it.

Bateman (2008) applied research with 10 Spanish prospective teachers he was
supervising through pre and post questionnaires, classroom observations and journals
on the beliefs and attitudes of the prospective teachers about using Spanish in the
classroom. How much of it they can use in specific activities, what variables affect
their decision on the use of Spanish, and the changes of these attitudes while they are
teaching were basic points in the research. As a result of the pre-questionnaire, the
researcher found out that all of the prospective teachers believed that in order to give
as much input as possible to the students, L2 use should be at maximum levels in the
classroom. As a result of the second research question, the prospective teachers
believed that the L2 should mostly be used during regular routines and activities
those in which the content was already in L2. There were significant differences
between pre and post questionnaires in terms of two items. One of the items was
explaining instructions for assignments and projects. The prospective teachers
decided to use more L1 during their teaching. The other item was presenting
information about the target culture. Before starting teaching, the prospective
teachers believed in using more L2 during these activities, however, the rate of this
belief decreased during teaching. The factors affecting the use of L2 of the
prospective teachers were the ones related to themselves such as classroom
management, time limitations, their target language limitations, tiredness, rapport
building, avoidance of the vocabulary the students do not know. The others were
related to the learners such as the low language levels of the students, students’
cognitive development and their level of motivation. Most of the prospective
teachers stated that more L1 might be used while teaching grammar and culture in

order to keep pace with time constraint.

The subject of teachers’ attitudes on their own L1 use in EFL lesson was studied by

Moreira (2001) in public school context. Based on the questionnaires she provided to
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EFL teachers, she revealed that majority of the teachers who took part in her research
made use of L1 in EFL teaching environment. Testing comprehension of words,
sentences, or texts; delivering instructions, describing grammar structures, reviewing
methodology, presenting administrative information, directing commands and
requests, correcting assignments and checking comprehension of message were

particular aims of the teachers’ code switching in the study.

In a language school with beginner level learners in EFL, Cristovao (1999) studied
the use of code switching. It was revealed in the study that the teacher used L1 to
reflect the subject matter and encourage the learners to engage in the lesson by
making use of triggering effect of L1. However, the students barely resorted to L2.
From Cristovao’s point of view, use of L1 could have a particular function in making
contributions to co-building of social meaning under the scope of communications
between studious participants in a teaching environment. Depending on her findings,
Cristovao (2001) stated that in a foreign language teaching environment L1 could
function specifically in making contribution to building social meaning based on

interactions among active participants in a classroom.

An investigation focusing on EFL acquisition through interaction among pre —
intermediate level learners was conducted by Neves (1995). In the study it was found
out that L1 use could originate from the cases of incomprehension and in the process
of real life- like exchanges. The learners as participants in the study preferred to
resort to L1 to continue the course of the conversation, contrary to struggling to
communicate through negotiation of meaning. It was also noted by Neves (1995) that
code switching played significant roles in the peculiar social context of the two
classrooms in which she implemented the study. Those roles were listed by Neves
(1995) as following; signifying the start of the class; questioning/providing
equivalent meaning(s) in L1 or L2, facilitating comprehension of new linguistic
items; assuring students’ rights and carrying out the predetermined conduction of the

lesson.

In terms of lower age level context, one of the studies was carried out by Caletkova
(2011). The research was based on the video recordings of 79 lessons taught by 25
teachers at Czech lower secondary schools. Although its main aim was to investigate

the opportunities to develop language skills in English classes at lower secondary
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schools, one of the research questions asked about the extent to which English
classes took place in L2 and L1. On average, L1 was used for 20 % of the time of the
classes. At the same time, several differences between individual teachers were also
noticed. While some of them spent less than 5 % of the lesson time teaching in L1,
some other teachers used L1 for more than 30 % of the time of the class.
Nonetheless, this research presents only the information on the amount of L1 used by

teachers, without any regard to functions the Czech language might have served.

Another research focusing on the amount of L1 and L2 used in English classes at
lower secondary schools was conducted by Najvarova (2011). The aim of the study
was, among other things, to identify the proportion between the target language and
the mother tongue used by both teachers and learners. Employing video recordings,
the study revealed that, in an average lesson, L1 was used for 40 % of time. Again,
significant differences were discovered between individual teachers. While one of
them was observed to use the L2 for 68 % of the lesson time, another teacher spent
the same amount of time using L1. Similar differences appeared in the number of
words uttered by various teachers in L1 and L2. These findings might lead us to go

into details about teachers’ attitude and students’ success on the base of L1 use.

Another study that investigated teachers’ purposes for the use of L1 in English
classes in the Czech context was carried out by Betakova (1998). In this research,
structured questionnaires were distributed to teachers at lower secondary schools
with the aim to identify their attitudes towards various aspects of teaching, including
the range of situations in which the teachers tend to use the mother tongue. Out of the
total of 50 teachers, 46 of them reported that they use Czech for explaining grammar,
39 teachers reported the use of L1 for complex explanations, 18 for setting
homework, 17 for maintaining discipline, 15 for presenting vocabulary, 13 for
teaching 42 culture, 12 for evaluating pupils, 8 for teaching pronunciation and only 1
teacher reported the use of the mother tongue for giving instructions. Furthermore,
some teachers’ comments revealed the use of Czech for explaining special tasks and
learners’ mistakes and for dealing with weaker learners and learners with learning
difficulties. Moreover, teachers reported the use of L1 in non-standard situations, in
situations that need careful handling, when there is a lack of time and when learners

are tired. The author of the research concludes by claiming that the language
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functions most commonly conducted in Czech are those relating to grammar, which
require complex explanations, as well as those relating to the more personal and

emotional dimension of the teacher-pupil relationship.

2.3. Studies Conducted on L1 Use Based on Code Switching

Eldridge (1996) studied at Denizli High School with the elementary and lower
intermediate English as foreign language learners aged between 11 and 13. He used a
tape recorder and a notepad and transcribed one hundred instances of code-
switching. The learners also described when and why they used code-switching. One
of the aims of the researcher was to find out the relationship between the learners’
use of code-switching strategies and their level, and no relationship was found. The
second aim was to find out the general purposes, which were on classroom tasks,
comments or by the students towards the teachers on procedural topics, or questions
about English. Moreover, the researcher further investigated specific functions of

code switching and found out about the motivations of the students to code-switch.

In order to identify the functions and frequencies of the teachers’ L1 use, to find out
the effect of the teacher related variables (educational background and experience)
and classroom related variables (type of lesson and class level) on it, and teachers’
awareness of their use of mother tongue in classroom, Moran (2009) video recorded
24 teachers, whom she had chosen through a demographic survey for one hour each.
She transcribed the switches to mother tongue and she and a colleague of her
analyzed the transcriptions and found out the functions of the switches. According to
the results of the data, the researcher determined four teachers who code-switched
the most and four other who codes-witched the least by interviewing about their
awareness of their own mother tongue use. The results of the research showed that
the teachers’ code-switched mostly for catching up with the curriculum, then for
classroom management, thirdly for interpersonal relations and least for other reasons.
Another result was that intermediate level teachers switched more than the
elementary level teachers; the type of course, the teachers’ educational background
(with MA or without MA), and the experience of the teachers did not affect the
frequency of code-switching. However, not in the elementary but in the intermediate

level, experienced teachers code-switched more than the inexperienced teachers.
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Experienced intermediate level teachers code-switched mostly in writing lessons and
experienced elementary level teachers codes-witched in grammar lessons while the
inexperienced teachers of both levels did so in reading lessons. Lastly, teachers were

aware of their code-switching in some situations and not in some other situations.

Macaro (2001) can be named as another shareholder of supporting L1 use in teaching
a foreign language. The study was implemented in England through 14 French
language lessons. The quantity of L1 provided by the teachers in the teaching
environment was investigated and views of two teachers towards code switching in
teaching a foreign language were analyzed. The reasons and cases of teachers’ L1
use were searched in order to determine the amount of their L1 use at this level in
language teaching environment. Prior to the study, the teachers needed to attend 36-
week training program in which theoretical positions and experimental studies were
presented. The subject of code switching was argued by the teachers along with the
training program and both arguments and counterarguments of L1 use in foreign
language teaching environment were provided. The research and literature on use of
L1 were read by the teachers and they had opportunity to favor any of three
recommended theoretical positions. Apart from the discussions, the teachers were
made to participate in foreign language classes for one day and share reflections
upon being instructed exclusively in L1. Following this, they needed to make
observations of other teachers and focus on their resorting to code switching. The
classes of the study were recorded via video camera in order to assist the analysis of
the researcher. The students’ ages were between 11 and 14, they studied at four
different schools in the south of England. The time they had been spending with
studying French ranged from 1 to 3. The lessons were coded differently and with
respect to this the independent variables happened to be different categories.
Accordingly, those came to light as following; writing tasks, non-interactive silence,
listening to tape tasks, reading comprehension tasks, pair or group work oral tasks,
student talk in the L1, talk in the L2, student teacher talk in the L1 and student
teacher talk in the L2. The amount of teachers’ code switching in the course of the
various parts of the lesson was the dependent variable. Following the analysis of the
teachers’ decision making process via interviews, the amount of L1 use was
analyzed. Sample recordings were argued with two of the teachers by the

researchers. The use of L1 was found out to be low level among the teachers. On the
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other hand, based on the analysis it was observed that the communicative content of
an expression in the L1 can be transferred more swiftly than the equivalent content in
an L2 communication. Thanks to the findings, it was revealed that in different cases
the instructors utilized L1. Additionally, the amount of the instructors’ L1 use had
very limited effect on the students’ use of L1 and L2. It can be stated that in this
study the students’ code preferences were not affected by the quantity of L2 provided
by the teacher. Furthermore, being exposed to the literature and research prior to the
study did not affect the teachers according to the interview. Without regard to this,
their decision making did not basically come out of their personal assumptions,
governmental policies seemed to be effective, as well. With reference to the
interview, the topic of code switching presented disagreement for some of the
teachers but it cause a disputation for others. Some of the teachers demonstrated the
clash between their individual beliefs and official dictation on them whereas the
others looked satisfied with their own code switching style.

In a high level of foreign language teaching environment, Liebscher and Dailey-
O’Cain (2005) conducted a study and revealed an analysis related to learners’ code
switching between L1 and L2. A brief theoretical information is given to simplify the
comprehension of the findings in the study. Discourse-related and participant-related
functions are the services provided by code switching in communicational contexts.
In terms of interactional meaning,a particular expression is enriched by the discourse
related code switching. The personal choices of instructors or learners to code
switch represent the participant related code switching. This case can occur in the
cases of predicting learners’ failure in comprehension about a specific expression in
L2 and an instructor might resort to L1 in order to avoid communication breakdown.
At the University of Alberta in Canada researchers gathered the data which included
11 45-minute sections of 80-minute instruction time in the classroom environment.
There were 12 high level (advanced) learners of German that took part in the
research. Applied linguistics was assigned as the subject matter of the course and the
teaching environment was based on a content based German language teaching. The
students were expected to exercise and develop their German, as well. Contrary to
other linguistic classes conducted there, the instructor in this study gave the students
the information about acceptance of English in the teaching environment, on the

other hand, the instructor seldom communicate in English. Readings were provided
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in German completely. The recorded communicational exchange patterns which
include code switching occurrences were analyzed by the authors. It was identified
that the students utilized patterns of participant-related and discourse-related code
switching. It can be inferred that the students did not prefer code switching just for
resorting to L1 in emergent cases, they also benefitted from it to form contextual use
of their statements during the interaction. This case shows similarities with the
environments where bilingual people spontaneously make use of code switching and
it can be said that learners perceive the teaching environment as a bilingual context.
In the study the authors reached an agreement that permitting the students to utilize
code switching makes them behave in comfort with the use of L2 and it provides
them the freedom to explore L1 and L2 in a natural way just as the bilinguals do.
Furthermore, the subject of code switching’s contribution to L2 acquisition is not
discussed in this study and the authors recommend this case as a subject of a future

research.

In Swedish setting, Flyman-Mattsson and Burenhult (1999) studied the effects of
three teachers’ utilizing code switching between Swedish and French. The study
included analysis of video and audio records of teaching environment interaction
between teachers and Swedish students of French as a foreign language. The
researchers monitored that the teachers made use of both L1 and L2 as a teaching
medium in the lessons. Based on the examination of the data, code switching played
some certain important roles such as making the students comprehend complex
points, defining rules and structures of the foreign language, bringing sympathy in to
the teaching environment, reflecting teacher’s annoy, building solidarity, developing
friendship, being helpful and simplifying the meaning. Moreover, the reasons for
teachers’ code switching in the foreign language classroom were examined by the
researchers. They found out that linguistic insecurity, topic switch, affective
functions, socializing functions, and repetitive functions constituted the fundamental
causes of teachers’ code switching in the foreign language teaching environment. It
can be said that the researchers’ observations and findings in this study might be

associated with the students’ insistent eagerness on the use of L1.
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As a summary, these studies revealed the effect of L1 use in different contexts
ranging from secondary school to higher education through gathering quantitative
and qualitative data. It can be said that they provide insight for the shareholders of
foreign language teaching field thanks to valuable findings enriched with point of

views.

2.4. Related Studies on the Use of L1 in EFL Classes

Lightbrown and Spada (2019) state that some certain pedagogical approaches have
been built to increase L2 learners’ tendency in using L1 positively in their own
language learning processes. In terms of teachers’ concerns about utilising L1 in EFL
classes, it is thought that it might cause comprehension difficulties for students and
ruin the process of foreign language acquisition, However, Lightbrown and Spada
(2019) assert that some certain studies showed that use of L1 facilitates conveying
information and effective interaction. With respect to this, the difficulty might be
keeping L1 from dominating L2 when learners can not practise L2 because of limited
proficiency and use their L1 as an assistance. Jin and Cortazzi (2018) emphasize that
the role of L1 could be interrelated with native linguistic and academic cases,
teaching environment practices, perspectives, and opinions of learners. It can be said
that the role of L1 needs to be questioned for whether, when, and why it might or
might not be used. In relation to this perspective, teachers’ experiences and expert
opinions should be considered by the authorities (Jin and Cortazzi, 2018). Lee
(2018) supports that learners might use their entire (not just L1 or L2) linguistic
repertoire strategically to raise their bilingual/ multilingual identities. Thus, optimal
level of L1 use in classroom environment might help in surpassing the hindrances by
empowering successful communication. Zulfikar (2018) underlines that L1 use may
be beneficial for a teacher in explaining or clarifying concepts, tasks, assignments,
instructions, or activities more clearly. Besides this, if using the learners’ L1
contributes to a teacher to describe these necessities more comprehensible, L1 should
not be avoided (Zulfikar, 2018).

Hall (2018) states that there is a clear need for balancing L1 and L2 use by
describing acceptable amount and time in the teaching environment. At this point
Hall (2018) mentions that teachers start to apply their own approaches which might
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be far away from appropriate amount and timing and this case has to be intervened
by professional strategies. Kaymakamoglu and Yiltanlilar (2019) suggest in their
study that participants revealed adverse circumstances of using L1 such as relying on
L1 help excessively and confronting with oral practice hinderances in the learning
process of L2. During the study majority of foreign teachers thought that using
Turkish was helpful especially in simplifying the instruction before exercises. Most
of the participants emphasized that lower levels needed L1 more than higher level
students who were more likely to apply L1 to check teachers’ instructions before the
activities (Kaymakamoglu and Yiltanlilar, 2019). The varied preferences of L1 use
by the students might be related to learners’ priorities based on their language levels.
In language classrooms where students are native speakers of the same L1, teachers
complain that students apply their L1 when they are in pairs or groups (Ghorbani,
2011). As teachers feel that students need to use their L1, sometimes they are
hesitant to use group or pair work (Ghorbani, 2011). It is suggested in Ghorbani’s
(2011) study that the teachers should refer to awareness- raising activities to to make
them use L2. With reference to this finding, learners might resort to their L1
although it is against the teaching policy. Even the moderate use of L1 by the teacher
may indirectly encourage students to interact with each other in L1. These findings
indicate that learners in lower levels might be in the need of resorting to their L1 in

order to overcome the obstacles emerge in target language acquisition.

2.5. The role of Listening Skill in EFL Classes

Listening is a basic skill in first language acquisition and is crucial in Foreign
Language (EFL) learning. Listening skill has a significant role both in
communication and teaching a foreign language. As Guo and Wills (2006)
emphasize “it is the medium through which people gain a large proportion of their
education, their information, their understanding of the world and human affairs,
their ideals, sense of values” (p. 3). Mendelson (1994) states that “of the total time
spent on communicating, listening takes up 40-50 %; speaking 25-30 %; reading 11-
16 %; and writing about 9 %” (p. 9). In addition to this Peterson (2001) asserts that
“no other type of language input is easy to process as spoken language, received

through listening, learners can build an awareness of language systems at various
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levels and thus establish a base for more fluent productive skills” (p. 87). Anderson
and Lynch (2003) present that “we only become aware of what remarkable feats of
listening we achieve when we are in an unfamiliar listening environment, such as
listening to a language in which we have limited proficiency” (p. 3). Listening is the
fundamental skill in the process of language learning and more than half of the time
that students spend functioning in L2 can be dedicated to listening (Nunan, 1998).
Accordingly, Anderson and Lynch (2003) mention that listening skills are as vital as
productive skills since individuals cannot contact in person unless both receptive and
productive skills are improved together. In addition to this, listening skills are
significant for educational aims as with the help of listening learners reach
information and improve their own perpectives (Wallace, Stariha & Walberg, 2004).
In terms of classroom practices L1 plays an important role in listening
comprehension. If the listening passage contains great deal of L2, it might lead to
nervousness, therefore resorting to L1 in the pre-listening phase may help decrease
the level of this feeling (Macaro, 2005). Also, Brooks-Lewis (2009) presented in
their study that learners’ responses were comprised of how and why they felt L1 let

them perform freely in listening activities during EFL classes.

These findings underscore the importance of L2 listening contexts as listening allows
the learners to improve their overall proficiency in learning a foreign language. In the
light of these findings, it will be of utmost importance to study the effects of giving
instructions in L1 in listening activities and the factors affecting learners’

performances a novel setting.
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CHAPTER 11

METHODOLOGY

In this chapter, overall design of the study is described, the research questions and
the hypotheses are presented, and population and sampling of the study, as well as
the sampling process are presented in detail. The quantitative and qualitative data
collection tools used in the study are also given in detail; subsequently, the data
collection procedures, and finally how the quantitative and qualitative data were

analyzed were also included in this chapter.

3.1. Research Design

The main objective of this study is to find out if there is a significant difference
between giving instructions in L1 and L2 in listening activities. Another aim of this
study is to gather the views of volunteer participants of experimental group towards
taking instructions in L1 and what affects their performances. Furthermore, the
opinions, views, and suggestions of the participants on the research are also included

in the study.

In line with these aims, the present study benefited from quasi experimental research
using post-test-only design since it did not include use of random assignment. Also,
it is a mixed research method which involves using two methods of gathering data
both quantitative and qualitative. Edmonds and Kennedy (2017) describes quasi
experiments using post-test-only design as “a strong alternative for researchers
within the field of education who typically cannot use random assignment but have
access to groups considered as cohorts” (p.44). It can be said that thanks to post-test-
only designs, if random assignment is applied, then group equivalency could be secured
(Edmonds and Kennedy, 2017). In this study, the quantitative results were collected
first, and then a qualitative research was made in order to enrich the findings.
Cresswell (2003) states that “in quasi-experiments, the investigator uses control and
experimental groups but does not randomly assign participants to groups because
they may be intact groups available to the researcher (p.159). Edmond and Kennedy

(2017) emphasizes that “the researcher can match a group by grade level (i.e.,
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cohort) and then assess the effects of a treatment by contrasting the differences
between 01 of the control and 01 of the treatment group” (p.44) (Figure 1).

Oliver-Hoyo and Allen (2005) also mention the use of different methods of data
collection to acquire more integrated assessment and validity of the results in
educational research. Quasi experimental study using post-test-only design guided
the current study by analyzing quantitative data gathered from post-tests’ results and
exploring the views of the participants in qualitative data collected from interviews.
The main reason to conduct mixed research method in this study is that bringing
together qualitative and quantitative approaches improves the integrity and validity
of the findings and provides a broader understanding (lvankova, 2006; Oliver-Hoyo,
Allen, 2005). According to Dornyei (2011) “Independent-samples t-tests are for
research designs where we are comparing the results of groups that are independent
of each other, for example; class I and class 2” (p.215). In this study the statistical
analysis of the post-tests was conducted by using independent-samples t test,

together with appropriate descriptive statistics and effect-size calculations.

As it was mentioned previously, the purpose of this study is to measure and compare
performances of A2 level preparatory school students at Pamukkale University in
listening activities through post-tests when the activity instructions are provided in
L1(Turkish) and L2 ( English) separately in two different homogeneous classes. The
study was carried out in the preparatory classes in the School of Foreign languages,
Pamukkale University in spring term of 2016-2017 academic year. The total duration

was 8 weeks with two hours of instruction per week for both of the groups.

Posttest Control Group Design

Group Treatment Posttest
1 X O,
2 - 0,
Time »

Figure 1. Post-test Control Group Design

3.2. Research Questions

This study aimed to answer the following research questions:
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1- Is there a statistically significant difference between the scores obtained in the
post-tests by the control and the experimental groups?

2- What are the views of the experimental group students towards being

provided the instruction in their L1

3.3. Participants

3.3.1. The Sampling. The quantitative aspect of this study made use of
convenience sampling. Edmonds and Kennedy (2017) explain that “it is sometimes
referred as haphazard or accidental sampling and investigator selects individuals
because they are available and willing to participate” (p. 20). Dornyei (2011) states
that convenience sampling is practical because the researcher uses those who are
available in terms of time, financial or setting constraints. Also, Dornyei (2011)
emphasizes that “it usually results in willing participants, which is a prerequisite to
having a rich dataset” (p. 129). In addition, Cresswell (2003) points out that thanks to
randomization a representative sample from a population can bring about the ability

to generalize to a population. Therefore, the current study

3.3.2. Characteristics of Participants. The classes consisted of 24 students
each and as a result of this, control group and experimental group had the same
number of participants. While A2-EN-N-02 coded class was appointed as
experimental group, A2-EN-N-03 class was chosen as the control group. The
participants of the study were the students who were placed in A2 level classes with
regard to the examination of the previous module that stand for the placement exam.
There were two homogeneous A2 level groups with the number of 24 for each one.
In the experimental group, there were 10 male students and 14 female students aged
between 18 and 21, whereas the control group included 9 male students and 15
female students aged between 18 and 20 (see table 1). They were speakers of Turkish
as a mother tongue. The participants were invited to the study on volunteering basis.
All the students were registered in faculty of economics and administrative sciences
and English preparatory class was obligatory for each. None of the participants took

English preparatory classes at high school. Participants of both group declared that
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they had never been abroad before. While the class A2-EN-N-02 had day time
education between 09.00 a.m. and 01.00 p.m., the class A2-EN-N-03 had evening
education between 05.00 p.m. and 09.00 p.m. 5 participants of the experimental
group and 3 participants of the control studied at a private high school. 5 female and
4 male students from the experimental group volunteered to participate in interview

session (see table 2).

Table 1.

Characteristics of Participants

Control Experimental  Total

Female 15 14 29
Male 9 10 19
Total 24 24 48

Table 2.

Characteristics of Interview Participants

Participant Gender  Age ggcsjtr—;est
A F 18 13
B M 18 10
C M 18 20
D F 21 9
E F 20 10
F M 20 19
G M 19 16
H F 18 15
| F 18 18




3.4. Procedure

Table 3.

Data Collection Procedures
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Experimental Group

Control Group

Before
the study

The participants were informed about the aim of the study, and consent forms were

obtained.

Week 1

Giving instruction in Turkish for the
listening activities such as multiple choice,
true/false statements, multiple matching and
matching exchanges in Unit 1, On Screen
(Express Pub.)

Giving instruction in English for the
listening activities such as multiple
choice, true/false statements, multiple
matching and matching exchanges in
Unit 1, On Screen (Express Pub.)

Week 2

Giving instruction in Turkish for the
listening activities such as multiple choice,
true/false statements, multiple matching and
matching exchanges in Unit 2, On Screen
(Express Pub.)

Giving instruction in English for the
listening activities such as multiple
choice, true/false statements, multiple
matching and matching exchanges in
Unit 2, On Screen (Express Pub.)

Week 3

Giving instruction in  Turkish for the
listening activities such as multiple choice,
true/false statements, multiple matching and
matching exchanges in Unit 3, On Screen
(Express Pub.)

Giving instruction in English for the
listening activities such as multiple
choice, true/false statements, multiple
matching and matching exchanges in
Unit 3, On Screen (Express Pub.)

Week 4

Giving instruction in Turkish for the
listening activities such as multiple choice,
true/false statements, multiple matching and
matching exchanges in Unit 4, On Screen
(Express Pub.)

Giving instruction in English for the
listening activities such as multiple
choice, true/false statements, multiple
matching and matching exchanges in
Unit 4, On Screen (Express Pub.)

Week 5

Giving instruction in Turkish for the
listening activities such as multiple choice,
true/false statements, multiple matching and
matching exchanges in Unit 5, On Screen
(Express Pub.)

Giving instruction in English for the
listening activities such as multiple
choice, true/false statements, multiple
matching and matching exchanges in
Unit 5, On Screen (Express Pub.)

Week 6

Giving instruction in  Turkish for the
listening activities such as multiple choice,
true/false statements, multiple matching and
matching exchanges in Unit 6, On Screen
(Express Pub.)

Giving instruction in English for the
listening activities such as multiple
choice, true/false statements, multiple
matching and matching exchanges in
Unit 6, On Screen (Express Pub.)

Week 7

Giving instruction in Turkish for the
listening activities such as multiple choice,
true/false statements, multiple matching and
matching exchanges in Unit 7, On Screen
(Express Pub.)

Giving instruction in English for the
listening activities such as multiple
choice, true/false statements, multiple
matching and matching exchanges in
Unit 7,0n Screen (Express Pub.)

Week 8

Giving instruction in Turkish for the
listening activities such as multiple choice,
true/false statements, multiple matching and
matching exchanges in Unit 8, On Screen
(Express Pub.) Post-test in  Turkish
Interviews with the experimental group
participants*

Giving instruction in English for the
listening activities such as multiple
choice, true/false statements, multiple
matching and matching exchanges in
Unit 8, On Screen (Express Pub.)
Post-test in English
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Table 3 presents the steps followed, the actions taken, and their durations. Firstly, the
researcher works as an English Language instructor in School of Foreign Languages
at PAU. Based on the school’s syllabus, the coursebook of listening skill , On Screen
2, Express Publishing by Evans and Dooley (2015) was taught throughout the study
(Appendix 6). After the researcher applied for the official permission from school
administration for the study (Appendix 2), he contacted with the publisher through e-
mail in order to obtain information about the coursebook materilas in terms of
validity and reliability issues as the tests were to be used as the post-test (Appendix
3). Additionally, through e-mail contact the researcher received permission from
Express Publishing in order to use the end of units test materials from listening
section of On Screen 2 grammar book (Appendix 4).The test material was also

utilized as pop quiz exam by the School of Foreign Languages in previous modules.

The instructions of listening activities in each unit such as multiple choice, true/false
statements, and multiple matching and matching exchanges were translated into
Turkish by the researcher and examined by two other experts in the field In the light
of feedback given by the the experts the instructions were modified and revised to be
used throughout the study. The same procedure was followed for the instructions of
the post-tests. Before the lessons started, the participants were informed about the
study one week earlier. Moreover, the printed version of the course syllabus was
shared with the students and were provided with consent forms to sign (Appendix 1).
Starting with the first lesson, the researcher as both the implementer of the study and
instructor initiated separate Turkish and English principled instruction giving in both
groups. The control group was exposed to listening activities and the instructions in
English as they were provided in the coursebook. In addition, they were asked
instruction check questions all the time in English. On the other hand, the
experimental group were exposed to the same listening activities, but the instructions
were provided in Turkish. They were also provided with ‘instruction check
questions’ in Turkish. The study was conducted throughout 8 weeks in the same way.
In the eighth week, after the final class the post-test was given to both groups to
obtain students’ final scores. Both groups were given the same post-test, but in
experimental group the instructions were provided in Turkish, while those were in
English in the control group (Appendix 4). The scores obtained from post-tests were

analyzed statistically. The next day the interviews were held with the participants
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from the experimental group (Appendix 5). 5 female and 4 male students volunteered
to be interviewed one by one.

3.5. Data Collection Instruments

The quantitative data of the study were collected through the scores of the post-tests
and the qualitative data were collected through semi-structured interviews. Both
quantitative and qualitative data were collected in order to find answers to the
research questions. The quantitative data included the scores obtained by the
participants in both groups on the post-tests, while the qualitative data included the
nine volunteer participants’ responses provided during the semi-structured

interviews.

The placement test which determined two groups’ language level was used to prove
that the variances of the two groups the study is measuring are equal in the
population. The post-test was taken from the coursebook in use, On Screen A2 Level
Test Masters, which are utilized as practice tests by the School of Foreign Languages
in A2 Level Listening Skills classes (Appendix 4). The post-test includes items in the
formats of multiple choice, true/false statements, multiple matching and matching
exchanges, and scores were calculated by checking the number of correct items. The
exam included 20 questions in total and there were 6 multiple choice, 6 true/false

statement, 4 multiple matching and 4 matching exchange questions (see appendix).

The follow up interview sessions were conducted in order to reveal the participants’
views towards being provided with the instructions in L1. Through the interviews,
the quantitative data collected beforehand were supported by these qualitative data
and provided more insightful data. As Ozkardes (2011) states in her thesis,
“interviews serve as useful tools to acquire meaningful and explanatory data rich in
nature” (p. 61). Among the three basic approaches of collecting qualitative data
through interviews that Patton (2002) specified, “standardized open-ended interview”
(p. 342) was used in this study. The standardized open-ended interview is, on the
other hand, structured because questions to be asked are carefully worded and
arranged beforehand, and participants are always asked identical questions (Gall,
Gall, & Borg, 2003). Since questions are open-ended, participants are able to convey

as much detailed information as they wish about their experiences. In this type of
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interview, it also depends on the researcher‘s skill to ask probing questions as a

means of follow-up.
The participants were expected to answer following interview questions:

1. Do you think that receiving the instructions in Turkish is helpful for you

while doing listening exercises or activities? Why, why not?

2. When the instruction is given in Turkish, how often do you need to re-ask

about it to the teacher? If yes, what could be the possible reasons of it?

3. Do you prefer to ask it to the teacher or classmates when you have difficulty
in comprehending the instructions provided in Turkish during the lesson?
Why?

4. How does it affect the pace of the lesson to receive the instruction in Turkish?
Why?

5. 5-How does it affect your level of concentration on the lesson when you
receive the instruction in Turkish, positive or negative? What are the reasons?

Semi-structured interviews were conducted by the researcher for the qualitative
aspect of the study. The first question was prepared with the aim of gathering
information about whether participants find receiving instruction in L1 assistive or
not. The second one was prepared with the aim of gathering information about the
views of the participants with regard to their overall interaction with the teacher
while receiving instruction in L1. Moreover, the third question was addressed to the
participants in order to collect information about their views on their interaction
preferences; with the teacher or classmates. The fourth question was placed in the
interview to learn about students’ views on time use, and the final one sought the
effects on the students’ focus on the lesson. The questions were drafted on a Word
document and sent to 2 experts in English Language Teaching field. After the
suggestions of the experts, spelling and wording adjustments were made to the
questions and the final version of the questions were asked in the interviews. It is
also important to note that, depending on the topic and the flow of the interviews,
some additional questions were asked to collect more detailed information about the

participants’ views.
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Interviews were conducted in the researcher’s office and they were hosted with
hospitality to make them share their opinions in a peaceful atmosphere. With respect
to participants’ language level interview questions were asked in Turkish in as it was
believed that they would feel more relaxed while expressing themselves. They shared
their opinions about being provided with Turkish instruction for listening activities
and exercises throughout 8 weeks. They were also asked to provide their views and
suggestions regarding their performances and showed their feelings towards
receiving instruction in Turkish. The interviews with participants were taped and the
researcher took notes to be transcribed later on. The questions of the interview were
pre-determined; however, the researcher adopted both the questions and the order of
asking them according to the answers of the interviewees. The questions “why?”” and
“how?” were also asked to encourage the participants to give more explanations or
examples or to make them clearer. Moreover, paraphrases or explanations of the
questions were made or examples were given when the researcher believed that the
questions were not understood or misunderstood. The interviews took 20-25 minutes

approximately (Appendix 5)

3.6. Data Analysis

The quantitative data gathered from the post-test scores and analyzed on IBM SPSS
24.0 Statistics Data Editor software. With reference to participants in experimental
and control groups (two categorized one independent variable) ‘whether their scores
in the listening section of the placement exam (dependent variable) had statistical
difference or not’ was analyzed by independent samples t test method. In the same
way the post-test scores of the experimental and control group were analyzed by
independent samples t test method. Through analyzing descriptive statistics; the
means, and standard deviations, the quantitative findings of the data were presented
in tables. The performances of the participants were analyzed on SPSS software and

presented in tables in the findings chapter.

For the qualitative aspect of the study, the audio recordings of the interviews were
transcribed and were coded within distinctive words, phrases and sentences. Miles,
Huberman and Saldana (2014) describe codes as “labels that assign symbolic

meaning to the descriptive or inferential information” (p. 73). Saldafia (2013) states



32

that there are two cycles to coding; the first cycle can constitute a word, a sentence or
a paragraph or even a page, and the second cycle can constitute the coded portions
which can be the same units or a “reconfiguration of the codes themselves developed
thus far” (p. 3). The responses of the participants were coded into segments which
represented the main ideas during the first cycle of the coding process, and during the
second cycle, these codes were re-categorized into more generalized codes. The
characteristics and demographic information of the participants were not subject to
the coding process since they were already noted during the interviews. Through the
process of coding, the general attitude of the participants towards the effects of
providing instruction in L1, and the themes of the factors affecting their
performances that the participants stated during the interviews emerged. For the
purpose of establishing a validation to the analyses, during the interviews, the
researcher sometimes re-phrased the participants’ responses back to them and
attempted to confirm their statements. Moreover, the researcher reviewed the
transcripts twice and made minor adjustments to coding system. Furthermore, the
transcripts and the coding reports were shared with two experts in the field in order
to further ensure the validation of the codes. A verbal agreement was reached after
the reviews of the experts and additional minor adjustments of the codes. Direct
quotes were also taken from the transcripts of the interviews and included in the
presentation of the findings to ensure the validation of these codes, and the results of

the interviews were presented and in an organizational structure accordingly.

3.7. Threats to the Validity of the Study

The researcher may represent potential threat since he conducted the study as both
the researcher and instructor of the classes. It may affect how the students perceive
the L1 instruction although the researcher paid full attention not to reveal his attitude

towards providing instruction in Turkish in listening activities, exercises.

The attitudes and personal traits of the participants can influence the results of this
study if they have previous experience related to L1 instruction and or they have
prejudice against this type of instruction. Although both of the groups were
homogenous A2 level classes placed by an institutional exam (School of Foreign

Languages) and they were found to be statistically equivalent to each other, there
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might be differences at the levels of mental fatigue since one group was registered in
day time education (experimental group), the other group (control group) was
registered in evening education. This case might have affected their personal
performances. The post-tests were held right after final instruction hours (8th week, 2
hours) as an extra class hour. This might have affected students’ concentration on the
test and performances. Particularly, control group might have been affected

negatively due to the late hours of the day.
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CHAPTER IV

FINDINGS

This chapter presents the results of the study collected through quantitative and
qualitative data collection tools. The presentation of descriptive statistics is followed
by the results obtained from the post-tests and interviews which are presented in

accordance with the research questions of the study.

4.1. The Statistical Analysis of the Scores Obtained in the Post-tests by the

Control and the Experimental Groups

The participants’ scores obtained in the post-tests were statically analyzed using IBM
SPSS (Version 24.0) software. Table 4 indicates the descriptive statistics obtained

through this analysis.

Table 4.
Descriptive Statistics on the Scores Obtained in the Post-tests by the Control and the

Experimental Groups

Group Variable N Min Max Mean St.D. Variance Skewness Kurtosis

Placement 24 48 100 68.67 13.84 191.536 0.287 -0,469
Control
Post 24 40 95 65.21 14.99 224.955 -0.054 -0,703

Placement 24 40 100 68.17 14.90 221.884 -0.008 -0,337
Expr.
Post 24 50 95 7354 1220 148.868 0.155 -0,313

As seen in Table 4, according to the descriptive statistics table regarding post-test
and placement exam scores of the experimental and control group, there are 24
students in each of the groups. Sample reveals that there is enough quantity in both

groups (n>20). Since the placement was answered out of total score of 25 and the
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post-test was answered out of total score of 20, scoring types of both group were
brought to the same scoring level. Therefore, placement scores were multiplied by 4,
post-test scores were multiplied by 5 and two scoring types were rearranged out of
total score of 100. Minimum and maximum scores inform about the range of scores.
In the control group minimum 48 points and maximum 100 points were scored from
the placement exam. In the same group minimum 40 points and maximum 95 points
were scored from the post-test. As for the experimental group, while minimum 40
points and maximum 100 points were scored from the placement exam, minimum 50
points and maximum 95 points were scored from the post-test. The means of
experimental and control groups’ placement exam scores are Very approximate to
each other. Whereas the mean of the post-test scores of the control group is 65.21,
the mean of the post-test scores of the control group is 73.54. Kurtosis and Skewness
values are statistical items that provide information about the normality of the data. If
these values are between -1 and +1, the distribution is accepted as normal (Pallant,
2007; Tabachnick and Fidell, 2013). Kurtosis and Skewness values of the scale

scores show normal distribution in both of the groups.

With reference to participants in experimental and control groups (two categorized
one independent variable) “whether their scores in the listening section of the
placement exam (dependent variable) had statistical difference or not” was analyzed
by independent samples t test method. In the same way the post-test scores of the
experimental and control group were analyzed by independent samples t test method.
The basic assumptions of this method are that independent variable needs to be two
categorized and independent from each other, dependent variable needs to show the
feature of normal distribution in all groups and dependent variables need to be

continuous.

Table 5 presents Independent Samples t-test results based on Placement Scores

Table 5.

Independent Samples t-test results based on Placement Scores

Mean  St.D. t sd p
Control 68,67 13,84 0,12 46 .905
Expr. 68,17 14,896

Placement
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As seen in Table 5, there is no statistically significant difference between the means
of placement scores of the control group and experimental group (tus=.120, p=.905,
p>.05). This means that based on placement scores these two groups are statistically

equal to each other.
Table 6 presents Independent t-test results on Post-test Scores

Table 6.

Independent t-test results on Post-test Scores

Mean  St.D. t sd p
Control 65,21 14998 -2,112 46 .04
Expr. 73,54 12,201

Post Test

As it can be seen in Table 6, statistically meaningful difference was obtained
between the means of the scores obtained from students’ post-tests (tue=-2.112,
p=-04, p<.05). This means that the mean of the experimental group’s post-test scores
(X=73.54) is higher than the mean of the control group’s post-test scores (X=65.21).
The results indicate that the participants in the experimental group, who were
exposed to instructions in L1 performed better in the test compared to the control

group participnats’ post-test scores.

Moreover, in order to determine magnitude of this difference, it was also necessary
to determine the effect size, which is a statistical calculation that provides the size of
differences in means or total variance quantity in dependent variable estimated
through levels of independent variable (Tabachnick & Fidell, 2013) . It is calculated

as follows:

M, — M,

/SD12 + SD?
2

M1,M2: Means regarding Experimental and Control groups

d =

d= Effect Size

SD1, SD»= Standard deviation value regarding Experimental and Control groups.

In the study, the effect size was obtained as 0.609 with respect to both groups’ means

and standard deviance values of post-tests. Cohen d is accepted as commonly used
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Effect Size statistics. In order to provide convenience Cohen (1988) defined
categorization criteria as follows; If d<0.2, it is considered as small effect size. If it is
0.2 <d<0.8, it represents medium effect size. If d>0.8, it signifies large effect size.
Accordingly, the significance in the current study presents medium size effect on

students’ performances in post-tests.

4.2. The Students’ Views towards Receiving Instruction in L1 in Listening

Activites
The participants were expected to answer following interview questions:

1. Do you think that receiving the instructions in Turkish is helpful for you

while doing listening exercises or activities? Why, why not?

2. When the instruction is given in Turkish, how often do you need to re-ask

about it to the teacher? If yes, what could be the possible reasons of it?

3. Do you prefer to ask it to the teacher or classmates when you have difficulty
in comprehending the instructions provided in Turkish during the lesson?
Why?

4. How does it affect the pace of the lesson to receive the instruction in Turkish?
Why?

5. How does it affect your level of concentration on the lesson when you receive

the instruction in Turkish, positive or negative? What are the reasons?

(Questions were provided in Turkish during the interviews by the researcher)

The interviews were held by the researcher the next day after the post-tests were
conducted. Semi-structured interviews were conducted by the researcher for the
qualitative aspect of the study. Table 7 presents demographic characteristics of

interview participants.
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Table 7.
Demographic Characteristics of Interview Participants

Participant Gender  Age gg;:—etest
A F 18 13
B M 18 10
C M 18 20
D F 21 9
E F 20 10
F M 20 19
G M 19 16
H F 18 15
| F 18 18

Participants’ opinions about receiving the instructions in Turkish for the listening
exercises or activities were collected and noted down. On the whole, participants
(n=6) said that they found it helpful. They claimed that it contributes to following the
steps of the activity easily. Also, they stated that it gave the feeling of dealing with
something familiar to them. One of them mentioned that he felt like it helped him not
getting lost in the process of listening to the audio. They provided that they were able
to make educated guesses about the possible answers of the audio exercises thanks to
the instructions in Turkish. They shared that they could become sure of the tasks and
felt more confident before the activities started. Some examples of the responses
were as follows;

“ 1 was able to know about what to do next. For example, | kept up with recordings 1

and 2 in multiple choice questions” (Participant I)

“In the past I had difficulty in differentiating tasks of matching activities when they
were placed successively in the exercise. However, this time they were familiar to me

and they seemed clearer” (Participant B)

“Listening exercises generally make me nervous, Although I know what to do, |
sometimes forget when audio starts. When | am told what to do in Turkish I feel less

nervous and remember my duty better. I start to do it more confidently” (Participant F)
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Two participants (n=2) said that they felt neutral and found no difference in
comparison to getting instructions in English based on their past classroom
experiences, as in the following comment;

“When I was in Al level, our teacher used to give the instructions in English. I think it

is the same because the only purpose of the teachers is to explain the exercises either

this way or that way.” (Participant D)
One participant claimed that it was not helpful as she supported paying more
attention to the comprehension of the listening material itself than instructions. She
also added that it made the students more dependent on the teacher. She shared her
opinion as in the following comment;

“I don’t understand why we focus on instruction in Turkish. I have difficulty in

understanding the audio and it is the most important part, 1 guess. Also, if we start

Turkish we might want Turkish instruction all the time.” (Participant E)
The frequency of asking the teacher more about the instruction he has just given in
Turkish was also questioned. One participant (n=1) said that she felt free to ask in
Turkish to make the instruction clearer. She also revealed that she wanted to benefit
from unique time span to communicate in Turkish. Two participants (n=2) answered
the question with the frequency adverb hardly ever and shared that it was easy to deal
with minor failures in comprehending the instruction since it was provided in
Turkish. One example of the responses was as follows;

“The teacher spoke Turkish only before the listening exercises to give instruction and I

felt that 1 might not have a chance to speak in Turkish in any other part of the lesson.

Thus, | sometimes asked about what the teacher said before.” (Participant I)
One of them said that she needed to re-ask when she deprived of full concentration
on the lesson due to personal issues. The other one needed to ask when the teacher
spoke fast while giving the instruction. Six of the participants (n=6) said never since
it was crystal clear to comprehend and they followed the instruction check questions
of the teacher. Some examples of the responses were as follows;

“I think there is no need to ask about the instructions. They are in Turkish and not

complex sentences.” (Participant C)

“If there is no noise in the classroom, it is easy to understand what is said in Turkish.”

(Participant G)
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Additionally, participants’ preferences about whom to ask a question were discussed.
Four of the participants (n=4) answered as teacher. They stated that they wanted to
ask the teacher as he was the only authority in the class and he seemed to volunteer
to answer. Two of them added that classroom mates might not listen to the
instructions carefully although they were in Turkish and they were afraid of doing
the exercise in a wrong way. They felt that teacher’s reply felt more secure. One
example of the responses was as follows;

“I rarely need it but if 1 have to ask something about the instruction, | choose the

teacher. I think no one knows about what to do better than him in the class” (Participant

H)
Other four of the participants (n=4) answered as classmate. They stated that teacher
might feel disturbed but friends did not. They mentioned that it was something they
were used to independent of instruction in Turkish. They thought that friends seemed
more available and it was a type of solidarity. Additionally, one of them said that
asking to teacher might make him look like foolish as the instruction was already
provided in Turkish. One statement was as follows;

“I know it is inappropriate but I ask it to my classmate next to me. Actually, I ask it by

whispering, this something we do very frequently. We just help each other in this way”

(Participant D)
Besides these, One participant (n=1) answered as none of them. She shared that she
listened to the teacher attentively and she did not like to bother the teacher or the
classmates. Her comment was as follows;

“ 1 always listen to the teacher carefully and I wouldn’t like to interrupt the teacher or

disturb my classmates” (Participant E)
Moreover, the effect of receiving instruction on the pace of the lesson was
commented by participants. Seven participants (n=7) answered as positive. They
believed that it decreased the number of the students’ question about what to do
before the listening activity started. Moreover, they mentioned that they became
more focused on the activities and followed the steps easily. They observed that the
teacher could switch to another listening activity fast without the necessity to
paraphrase the instruction with simpler vocabulary items in English. Some examples

of the responses were as follows;
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“ T observed that we asked less questions about the exercises, I think we gained time.”

(Participant A)

“ For a couple of times we had spare time before the break time, I think it was because

we were able to start the activities earlier than expected time” (Participant G)
One participant (n=1) responded neutrally. She said that she felt like the same
amount of time would be used with the instruction in English. She also supported
that more time needed to be spent in the course of listening to audios instead of
instruction phase. One participant answered as negative. She stated that students
became more likely to ask irrelevant details about the instruction instead of putting
effort to benefit from it to do the listening exercises correctly. Examples of the
responses were as follows;

“I did not notice any difference in terms of time. Instead of discussing about the time

spent on the instruction we should have listened to the audios at least three times” (

Participant H)

“I think that some of my friends do not care about the content of the exercises. They
sometimes ask unnecessary questions about what to do in the activity although the
teacher explains beforehand.”
Finally, the participants were asked about their level of concentration in terms of
receiving instruction in Turkish. Six participants (n=6) gave answer as positive. One
of them found it catchy and he said that he did not get lost at the beginning of the
activity. They mostly stated that receiving the instruction in Turkish was for the sake
of doing listening activity exercises successfully. Accordingly, they emphasized that
it became more persuading to participate in the activities. One comment was as
follows;
“I believe that listening to something in English and answering questions related to it
can sometimes become unpleasant because you get lost at a point and you give up.
However, in our classes I could keep my attention high, there was nothing surprising to
distract my attention. | confronted with tasks explained by the teacher.” (Participant B)
Two participants answered neutrally as they thought that it was neither motivating
nor de-motivating and it turned out to be just a matter of explanation for the listening
exercises. One statement was as follows;

“I think it has nothing to do with my concentration level. You just listen to an

explanation, that is all” (Participant H)
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One participant answered as negative since she believed that it caused an irresistible
expectation for the translation of the other sections of the listening activity such as
the questions of the exercises. Also, she added that this could lead students to be
dependent on the teacher’s translation. Her statement was as follows;
“Actually, it affected negatively. I could not resist expecting for more Turkish
explanations, even for the questions of the exercises.” (Participant E)
The themes, categories, and codes that emerged during the analysis are presented in

Tables 8 to 10 based on the interview questions.

Table 8.
Theme, Categories, and Codes Regarding Positive Attitudes towards Receiving

Instruction in L1

Theme Categories Codes
Accelerated flow of the activity -Following the steps easily (3)
(6) -Decrease in the number of

students’ questions (1)
-Fast switch to another activity

2)

Predictability of the activity (5)  -Feeling of dealing with
something familiar (2)
-Making educated guesses (1)
-Becoming more sure of the

tasks (1)

-Feeling more confident before
Positive  attitudes  towards the activities (1)
receiving instruction in L1 Attentiveness (5) -Not getting lost in the process

of listening to audio (1)
-Finding instruction in L1
catchy (2)

-Not losing attention at the
beginning of the activity (2)

Awareness (4) -Perceiving reasons of receiving
instruction in L1 (2)
- Being more persuaded to
participate (2)
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Theme, Categories, and Codes Regarding Neutral Attitudes towards Receiving

Instruction in L1

Theme Categories

Codes

Claiming no distinction (2)

-Finding no difference between
instruction in L1 and L2 (1)
-feeling of the same amount of
time would be spent in L2 (1)

Participating as usual (3)

Neutral attitudes towards
receiving instruction in L1

-Already listening to teacher
attentively (2)

-Avoiding bothering the teacher
or classmates (1)

Indifferent point of view (2)

-Considering it neither
motivating nor de-motivating
@)

-Considering it a matter of
explanation of exercises (1)

Emphasis on content (1)

-The need for more time to be
used in listening to audios (1)

Table 10.

Theme, Categories, and Codes Regarding Negative Attitudes towards Receiving

Instruction in L1

Theme Categories

Codes

Priority on subject (2)

-The need of paying more
attention to listening material

Dependency on translation (3)

Negative attitudes towards

-Making students more
dependent on teacher (1)
-Expectation for more
translation (1)

-Relying on teacher’s
translation more frequently (1)

receiving instruction in L1 Tendency to interact in L1 (5)

-Feeling free to ask the teacher
about the instruction in L1
again (2)

-asking classmates about the
instruction (2)

-Becoming more likely to ask
irrelevant details about the
instruction (1)
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CHAPTER V

CONCLUSION, DISCUSSION AND RECOMMENDATIONS

This chapter presents discussion regarding the results, the implications of the study,

and recommendations for further research.

5.1. Conclusion and Discussion

The first sub-section presents the gquantitative findings of the study: The Statistical
Analysis of the Scores Obtained in the Post-tests by the Control and the
Experimental Groups. The second sub-section discusses the qualitative findings of
the study: The Students’ Views towards Receiving Instruction in L1 in Listening

Activites.

5.1.1. Statistical Analysis of Post-test Scores. As stated in descriptive
statistics, the quantitative findings of this study indicated that there is no statistically
significant difference between the means of placement scores of the control group
and experimental group (tue=.120, p=.905, p>.05). This means that based on
placement scores these two groups are statistically equal to each other. Statistically
meaningful difference was reached between the means of the scores obtained from
students’ post-tests (tue)=-2.112, p=.04, p<.05). This means that the mean of the
experimental group’s post-test scores (X=73.54) is higher than the mean of the
control group’s post-test scores (X=65.21). Providing instructions in L1 for the
experimental group became effective in experimental group’s moderately more

successful performance than the control group based post-test scores.

In this study, the post-test scores presented experimental group’s moderately more
successful performance than the control group. It is important to mention that giving
instruction in L1 in listening activities presented medium size effect on students’
performances in post-tests, so the performance difference is considered as moderate.

These findings and interpretation are in alignment with Oflaz (2009) since in his
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study results, he revealed that comprehending the instructions given in the exams can
be equal to giving answers to questions correctly in a way. Oflaz (2009) presented
that 40 % of teachers generally use L1 in order to help students catch and understand
what they listen to. On the other hand, 35 % of teachers avoid usingL1 during
listening tasks and 25 % of them sometimes use L1 and sometimes avoid it
depending on the students understanding what they listen to. The aim of showing this
finding was to seek answers to the question of language preference of the students
when they have difficulty in understanding an instruction given in the exam (Oflaz,
2009). It was also stated in his study that listening can be considered as one the most
difficult skills. He pointed out that teachers generally face difficulties in improving
this skill of their students and the reasonable solution to that problem might be to
expose students to listening as much as possible in order that they can become

familiar with pronunciation of many different words (Oflaz, 2009).

In the present study researcher provided instructions in Turkish before listening
exercises in each unit such as multiple choice, true/false statements, and multiple
matching and matching exchanges exercises. Accordingly, the researcher provided
instructions in Turkish in post-test exam for the experimental group. The post-test
scores revealed experimental group’s moderately more successful performance than
the control group. This result might reflect that L1 (Turkish in the study context)
might have a role in teaching a language with its different features. These findings
are partially in alignment with the statistical results of the study conducted by Paker
and Karagac (2015), whose study found out that L1 is an integrated part of teaching a
language and it basically proposes various functions in it like enabling the
topic/meaning clear by providing examples, presenting extra explanations before
certain tasks and describing complex concepts or ideas in the instructions prior to

exercises.

As for an overall inference, in this study learners might have become sure of the
tasks and felt more confident before the activities started. Respectively, in relation to
this they might have revealed better performance in the post-test. In the light of this
inference, it can be said that facilitative role of L1 might assist learners in coping

with instruction related hindrances.
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It can be said that these findings are partially parallel with the statistical results of
Mayo and Hidelgo’s (2017) study. Mayo and Hidelgo (2017) stated that their
findings certified the facilitative role of the L1 that fundamentally served to assist
learners as they handled unknown vocabulary items in the instructions. Based on the
findings of Mayo and Hidelgo (2017) it was revealed that L1 was more repeatitively
resorted in the second time the students dealt with the task. The results interpreted
the facilitating function of the L1 for the fulfilment of the tasks by the students in

foreign language context.

It might be said that this study shows parallelism with Bhooth, Azman and Ismail’s
(2013) study since the experimental group’s more successful performance on a
medium scale could be a minor indicator of increased level of students’ engagement
in the listening activities. Based on their findings, Bhooth, Azman and Ismail (2013)
proposed that L1, in the case of Arabic language, might be used by students as a kind
of learning strategy such as translating new words, describing concepts and assiting
each other in their group activities. Moreover, Azman and Ismail (2013) stated L1
would be utilised by the teachers as an instructional method to empower learners’
comprehension and raise the level of their participations in the teaching environment,
however, teachers need to be assured that students do not excessively depend on L1.

Although this study reveals a medium effect of L1 use on learners on a very limited
scale, there still might be indications of constructive effect of controlled L1 use.
Namely, it can be said that a limited and controlled way of using L1 might result in
moderately better performances among lower level L2 learners such as A2 level
students in this study. It can be said that Taskin’s (2012) study is not in alignment
with this study in terms of complete exposure to L2 by the learners. Within the
discussion of her findings, Taskin (2011) supported that teachers should be well
equipped about what to do in every single stage of the lesson regardless of which
skill it is. Additionally, she pointed out that learners can become aware of the
language they use thanks to L2 exposure even through comprehension check
questions of a basic activity instruction. Taskin (2011) also emphasized that the
findings in her study cleared the importance of benefitting from materials based on

audio-visual features in addition to body language to avoid using L1.
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5.1.2. The Students’ Views towards Receiving Instruction in L1 in
Listening Activites. In this study, interviewees claimed that receiving instruction in
L1 made contribution to following the steps of the activity easily. Also, they stated
that it supported the feeling of dealing with something familiar to them. They
implied that they were able to become sure of the tasks and felt more focused before
the activities started. These findings show parallelism with Giindiiz’s (2012) findings
in her study. Giindiiz (2012) revealed in her study that among the student participants
the common reason for using L1 was to comprehend complex concepts and to ask for
detailed explanations. Also, Giindiiz (2012) stated that L1 provided students with
relaxations in situations where they had difficulties in reflecting themselves.

In response to the second interview question in this study six of the students said that
they never needed to ask again about the instruction given in L1 since it was crystal
clear to understand. It might show that the feature of the listening activity required
them to focus on the audio and following exercises within the activity. In relation to
responses of the students, it might be said that students preferred to comply with the
feature of the activity without feeling the need of interaction with the teacher in L1.
This finding partly corroborates to Ghorbani’s (2011) study. Ghorbani (2011)
presented that the analysis in his study showed that the use of L1 in L2 classroom
can be interpreted with respect to features of the classroom activity and

student/teacher’s interaction.

Based on the responses to the third interview question four participants said that they
would prefer to ask the teacher if they had difficulty in comprehending the
instructions provided in Turkish as he is the only authority in the class and he seemed
to volunteer to answer. Two of them added that classroom mates might not listen to
the instructions carefully although they are in Turkish and they are afraid of doing
the exercise in a wrong way. They felt that teacher’s reply could make them more
secure. Other four of the participants answered as classmate. They stated that teacher
might feel disturbed but friends did not. At this point, as most of the students have
tendency to interact due to their own reasons, instruction in L1 may cause
interference or confusion. Moreover, it may weaken students’ preferences to interact
with each other. This review is not completely in alignment with the findings of
following study. Macaro (as cited in Turnbull & Dailey-O’, 2009) made
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interpretations through the studies on L1 use that L2 must be the language in the

classroom to promote interaction among students and teachers.

In this study, most of the participants stated that receiving instructions in L1
decreased the number of the students’ questions about what to do before the listening
activity started. Moreover, they mentioned that they became more focused on the
activities and followed the steps easily. They observed that the teacher could switch
to another listening activity fast without the necessity to paraphrase the instruction
with simpler vocabulary items in English. Aforementioned, they mostly stated that
receiving the instruction in Turkish was for the sake of doing listening activity
exercises successfully. Accordingly, they emphasized that it became more
persuading to participate in the activities. In relation to these assertions, minor
associations can be made with Lee (2018) who frames the issue of L1 use by
claiming that L1 can provide effective ways of quickly dealing with the meaning and
content of L2 tasks. Furthermore, with respect to kind of task, students’ language
level, closeness to the task, learners might also make use of L1 as L1 use construct
associations between L1 and L2 knowledge, present alternative ways for providing

instructions and explanations.

In conclusion, it can be said that student responses indicate that receiving instruction
in L1 might be assistive throughout 8 weeks and for their performances in Post-test.
The views of the participants with regard to their overall interaction with the teacher
while receiving instruction in L1 show less hesitation about re-questioning what the
teacher says. It might show that the feature of the listening activity required them to
focus on the audio and following exercises within the activity and they could adapt to
this. In relation to responses of the students, it might be said that students preferred to
comply with the feature of the activity without feeling the need of interaction with
the teacher in L1. Moreover, the third question was addressed to the participants in
order to collect information about their views on their interaction preferences; with
the teacher or classmates. Approximately half of the students (n=4) revealed that they
were liable to interact with their classmates in order to catch up with the provided
instruction. Since the instruction presented in Turkish students might be likely to
prefer their L1 to interact with their classmates. It can be stated that preferring L1

due to easiness, comfort and availability of the classmates might be misleading for
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students in terms of main objectives of EFL classes. The fourth question was placed
in the interview to learn about students’ views on time use. Students mostly observed
that switching to another listening activity swiftly without the necessity for the
teacher to paraphrase the instruction with simpler vocabulary items in English could
improve the pace of the lesson. The final one sought the effects on the students’
focus on the lesson. They mostly stated that receiving the instruction in Turkish was
for the sake of doing listening activity exercises successfully. With respect to this, it
can be said that learners might be persuaded about the genuine reasons of L1 use
which are providing a shortcut for giving instructions and explanations before the
listening exercises in this study.

5.1.3. Implications of the Study. The studies which deal with teaching L2
classes in foreign language settings are conducted widely in hsgher education
teaching environment (Duff & Polio, 1990; Polio & Duff, 1994; Levine,2003; Song
& Andrews, 2008; de la Campa & Nassaji, 2009; Littlewood & Yu, 2011; McMillan
& Rivers, 2011; Forman, 2010, 2012). In similar contexts, omitting L1 from L2
lessons was a common acceptance in teaching a foreign language for a while. The
mentioned strategy, in favor of avoiding L2 (Turnbull, 2000; Turnbull & Arnett,
2002), is considered through the perspective that L1 use could bring negative side
effects and degrade input and output circumstances in L2 (Chaudron, 1988;
Lightbown, 1991; Liu, 2008). Some other names share the view that L1 carries a
function in L2 teaching environment (Atkinson, 1993; Cook, 2001; Garcia, 2009;
Kumaravadivelu, 2009; Macaro, 1997). Stern (1992) considers L1 use as a
procedural point which has psychological bases in nature.When these arguments are
taken into consideration in terms of teaching in EFL classes within four skills,
Graham (2006) monitors that existing barriers in improving listening skills may lead
to an opinion of weakness in learning process, insufficient eagerness and a being less
capable listener. Graham (2006) also assumes that the procedure of teaching listening
skill is not promoted sufficiently in the classroom. At this cirtical point, this study
provides a small scale methodological and empirical contribution to the field of
English Language Teaching. Two statistically equal groups based on placement

scores were analysed and statistically meaningful difference was reached between



50

the means of the scores obtained from students’ post-tests. This means that providing
instructions in L1 for the experimental group became effective in experimental
group’s moderately more successful performance than the control group. With
respect to interviews and considering majority’s statement on receiving instruction in
L1 as assistive, it can be said that learners might be persuaded about the genuine
reasons of L1 use which are providing a shortcut for giving instructions and

explanations before the listening exercises in this study.
Depending on points mentioned previously, it may be suggested that

a. A2 level adult learners in EFL classes might perform moderately better in
listening activities or exercises such as multiple choice, true/false statements,
and multiple matching and matching exchanges when instructions are
provided in L1 by the teacher. It can also be suggested that receiving
instruction may lead students to obtain better results in examinations in
accordance with their performances during class hours. In addition, students
might focus on the content of the listening material and following tasks
without experiencing comprehension problems related to instructions of the
listening task. Moreover, the content of the activity may become more
distinct for the students and they may follow the steps with less hesitation.
Since post-tests were applied at the end of the study, they might have been
percieved as final-like exam by the students. In relation to this, it can be
inferred that receviving instruction in L1 during the exam might lower the
anxiety, focus on the listening audio better and accordingly they might
achieve higher scores.

b. With respect to common responses in the interview, it can be stated that
receiving the instruction in L1 may help students not getting lost in the
process of listening to the audio. Furthermore, it may support them to to make
educated guesses about the possible answers of the audio exercises thanks to
the instructions in Turkish. Students may become more decisive about the
tasks and feel more confident before the activities start. Furthermore, it may
be easier for the teacher to switch to another listening activity swiftly without
the necessity to paraphrase the instruction with simpler vocabulary items in

L2. Due to the lack of comprehension gap in receiving instruction, it might be
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more persuading to encourage learners to participate in the activities. On the
other hand, students might be more likely to interact with each other in L1
even in small communication breakdown. It might also indirectly encourage
the students to apply to their L1 even if they are not in need of it. It may be
proposed that teachers should convince each and every student in the class
that providing instruction in L1 is merely because they are supposed to
perform better in listening activities, exercises. In accordance with this,
students should be made aware of the fact that ultimate goal is to be better

users of L2 on the basis of all four skills’ integration.

5.2. Recommendations

This study provides a small scale methodological and empirical contribution to the
field of English Language Teaching. Two statistically equal groups based on
placement scores were analysed and medium size statistically meaningful difference
was reached between the means of the scores obtained from students’ post-tests.
Additionally, qualitative aspect of this study attempted to explore the students’ views
towards receiving instruction in L1 in listening activites. Because of the time
constraint the study took 8 weeks within 3 module in School of Foreign Languages
at Pamukkale University. It can be suggested that a further research might be needed
to conduct in a longer process. In terms of one of the main deficiencies of this study,
students’performances during the process can also be observed and evaluated thanks

to longer duration.

Moreover, this study was conducted with 48 students in total and 9 of them
volunteered to participate in the interviews. A further research might be carried out
with higher number of participants in order to achieve large scale implications.
Besides this, in this study the experimental group was registered in daytime
education while the control group was registered in evening education and there
might have been some minor undetected effects on the results. In order to eliminate
these factors a further study can be conducted with groups registered in the same
time section. Also, this study presents findings obtained from A2 level learners, a
future study can be conducted with higher levels of students in novel contexts. In

addition to these points, in this study no training of listening strategies such as
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identification of topics, inferencing and taking notes was provided before the
implementation started. Some students might have already acquired these due to their
past experiences, however, some others might not have known how to benefit from
them. This case may have some minor effects on both the post-test scores and the
responses of the students in the interview. Future studies may take these listening
strategies into consideration and empower their implications through more accurate
findings. Finally, in order to broaden the scale of implications, one more post-test,
which could also be named as a delayed post-test, can be applied to the experimental
group with L2 instruction. With reference to this delayed post-test, it might be
possible to observe whether the effects of providing L2 instruction in the delayed
post-test differ from the findings of the present study or not. In a future study, this
might contribute to generalizability of the study’s findings among A2 level adult

learners.
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TURKCE GENISLETILMIiS OZET
Giris
Problem Durumu

Yabanc bir dil 6gretiminde ana dil kullanimi tartigmasi uzun yillardir siire gelen bir
sorun olmustur ve hala da arastirmacilar ve 6gretmenler arasinda tartismaya agik bir
konudur. Bazilar1 ana dil kullaninminin tamamiyla derslerden ¢ikarilmasi gerektigini
iddia ederken, digerleri belli Ol¢iide belirli amaglarla kullanilabilecegini
savunmaktadirlar. Tang (2002) kismi ve tedbirli ana dil kullanimimin yabanci dil
edinimine destek verici oldugunu belirtirken, hedef dil 6gretiminde kolaylastirici
etkisinin olabilecegini vurgulamaktadir. Scheweers (1999) ise kontrollii ana dil
kullaniminin ~ 6grenenler iizerinde giliven olusturucu, eski deneyimlerinden
faydalanmaya yonelten ve kendilerini ifade etmelerini saglayan etkilerinin

olabilecegini savunmaktadir.

Bu alanda bir ¢ok calisma bulunmaktadir; fakat, dinleme, konusma,okuma, yazma
gibi ayr1 beceriler tlizerinden ana dil kullanimin1 sinirli sayida ¢alisma incelemistir.
Buna ek olarak, A2 seviyesi gibi orta alti dil seviyesindeki katilimcilarla yapilan

caligmalar da kisithdir.
Problem Ciimlesi

Bahsedilen amagclar1 gergeklestirmek amaciyla, bu ¢alismanin aragtirma problemleri
asagida belirtilmigtir:
1- Deney ve control gruplarinin son smavlarindan elde edilen skorlar arasinda

istatistiksel olarak anlamli bir fark var midr?

2-Deney grubu Ogrencilerinin dinleme aktivitelerinde kendi anadillerinde yonerge

almalarina dair diisiinceleri nelerdir?
Arastirmanin Amaci

Bu calisma, A2 seviyesindeki 6grencilerin anadillerinde yonerge aldikarinda dinleme
becerileri dersindeki peformanslarini gbzlemlemeyi ve 6l¢meyi hedeflemektedir.
Ayrica, 06grencilerin de konuya yaklasimlarim1 edinerek etkilerin neler olabilecegini

ortaya ¢ikarmay1 amaglamaktadir.
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Arastirmanin Onemi

Bu calismanin, bahsedilen amaclar dogrultusunda yabanci dil egitiminde anadil
kullannminin  etkileri  ¢ercevesindeki alan  yazinmma  katki  saglayacagi

distiniilmektedir.
Yontem
Arastirmanin Yontemi

Bu calisma, nitel ve nicel veri toplama araglarinin kullanildigi karma arastirma
deseninden yararlanmistir. Arastirma deseni olarak 6nce nicel verilerin toplanip
analiz edildigi ve sonra bu veriler 151g¢inda nitel verilerin toplandig1 sirali a¢iklayici

model kullanilmistir (Creswell, 2003).
Calisma Grubu

Calisma 2016-2017 akademik yili bahar déneminde Pamukkale Universitesi Yabanci
Diller Yiiksekokulu hazirlik siniflarinda bulunan 48 G6grenci ile gergeklestirilmistir.

Nitel veri olusturma stirecinde 9 goniillii 6grenciyle miilakatlar gergeklestirilmistir.
Veri Toplama Araclan

Deney ve kontrol grubundaki 6grencilere (iki kategorili bir bagimsiz degisken) gore
onlarin yerlestirme sinav puanlari (bagimli degisken) arasinda istatistiksel olarak fark
olup olmadig1 bagimsiz gruplar t testi yontemi ile incelenmistir. Bu yontemin temel
varsayimlar1 bagimsiz degisken iki kategorili ve birbirinden bagimsiz olmali, bagimh
degisken tiim gruplarda normal dagilim 6zelligi gostermeli ve bagimli degiskenler
stirekli olmas1 gerekmektedir. Nitel veriler arastirmaci tarafindan hazirlanan 5 adet
sorunun (Appendix ) soruldugu yari-yapilandirilmis goriismeler sonucunda elde

edilmistir.
Verilerin Analizi

Nicel verilerin analizinde IBM SPSS 24.0 Statistics Data Editor program kullanilarak
analiz edilmistir. Nicel verilerin ilk olarak betimleyici istatistikleri elde edilmis ve

tablolastirilmistir.
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Bulgular
Tablo 1.

Betimsel Istatistik Tablosu

Grup  Degisken N Min Maks Ort SS Varyans  Carpiklik  Basiklik
Yer 24 48 100 68,67 13,84 191,536 0,287 -0,469
kontrol
Post 24 40 95 65,21 14,998 224,955  -0,054 -0,703
Yer 24 40 100 68,17 14,896 221,884  -0,008 -0,337
Deney
Post 24 50 95 73,54 12,201 148,868 0,155 -0,313

Deney ve kontrol grubuna uygulanan sinav puani ile onlara uygulana yerlestirme
puanlarina iliskin betimsel istatistik tablosuna gore iki grupta da 24 Ogrenci
bulunmaktadir. Orneklem iki grupta da yeterli bilyiikliiktedir (n>20). Yerlestirme
puani 25 tizerinden post ise 20 puan iizerinden cevaplandigi i¢in iki sinavin puan tiirii
ayni O6l¢ek diizeyine getirilmistir. Dolayisiyla yerlestirme puanlari 4 ile post sinavlari
ise 5 ile carpilarak iki puan tiirti 100 puan {lizerinden yeniden puanlanmistir.
Minimum ve maksimum puanlar puan dagilimimin agikligi hakkinda bilgi verir.
Kontrol grubunda yerlestirme sinavindan minimum 48 maksimum ise 100 alinmustir.
Ayn1 grupta post sinavindan minimum 40 maksimum 95 alinmistir. Deney grubu i¢in
yerlestirme smavindan minimum 40 maksimum 100 alinmisken post sinavindan ise
minimum 50 maksimum 95 alinmistir. Deney ve kontrol grubuna iligkin yerlestirme
puan ortalamalar1 birbirine ¢ok yakindir. Kontrol grubunun post puan ortalamasi
65.21 iken deney grubunun post puan ortalamasi ise 73.54 olarak elde edilmistir.
Basiklik ve ¢arpiklik degerleri verinin normalligi hakkinda bilgi veren istatistiklerdir.
Bu degerler -1 ile +1 arasinda ise dagilim normal olarak kabul edilir (Pallant, 2007,
Tabachnick ve Fidell, 2013). Olgek puanlarmin basiklik ve carpiklik degerleri her iki

grupta da normal dagilim 6zelligi géstermektedir.

Deney ve kontrol grubundaki 6grencilere (iki kategorili bir bagimsiz degisken) gore
onlarin yerlestirme sinav puanlar1 (bagimli degigsken) arasinda istatiksel olarak fark

olup olmadig1 bagimsiz gruplar t testi yontemi ile incelenmistir. Bu yontemin temel
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varsayimlar1 bagimsiz degisken iki kategorili ve birbirinden bagimsiz olmali, bagiml
degisken tiim gruplarda normal dagilim 6zelligi gostermeli ve bagimli degiskenler

siirekli olmasi gerekmektedir.
Tablo 2.

Yerlestirme Puanlarina Gore Bagimsiz Gruplar T Testi Tablosu

Ortalama SS t sd p

Kontrol 68,67 13,84 0,12 46 0,905
Yerlestirme
Deney 68,17 14,896

Deney ve kontrol grubundaki 6grencilerin yerlestirme puan ortalamalar1 arasinda
istatiksel olarak anlamli fark yoktur (tue=.120, p=.905, p>.05). Yani bu iki grup

yerlestirme puanlarina gore birbirine denktir.
Tablo 3.

Post Teste Gore Bagimsiz Gruplar T Testi Tablosu

Ortalama SS t sd p

Kontrol 65,21 14,998 -2,112 46 ,04
Post Test
Deney 73,54 12,201

Deney ve kontrol grubundaki Ogrencilerin post-testlerinden elde edilen puan
ortalamalar1 arasinda istatiksel olarak anlamli fark elde edilmistir (twue)=-2.112,
p=.04, p<.05). Yani deney grubunun post-test ortalamasi (X=73.54) , kontrol
grubunun post-test ortalamasindan (X=65.21) daha yiiksek elde edilmistir. Deney
grubuna uygulanan yonergelerin Tiirkge olarak okutulmasi 6grencilerin post-

testlerinde daha basarili olmasinda etkili olmustur.

Etki biiyiikligli ortalamalar arasindaki farkin biytlikliglini ya da bagimsiz

degiskenin diizeylerinden tahmin edilebilen bagimli degiskendeki toplam varyans
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miktarini1 gdsteren bir istatistiktir (Tabachnick ve Fidell, 2013). Asagidaki formiil ile

hesaplanir.

My — M,

/SDl2 + SDZ
2

Mz1,M;: Deney ve kontrol grubuna iliskin ortalama

d =

d=etki bilyiikliigii

SD1, SD2= Deney ve kontrol grubuna iligkin standart sapma degeri

Birden ¢ok etki biiytikliigii istatistikleri yer almasina ragmen en yaygin kullanilanm
Cohen d olarak bilinen istatistiktir. Cohen (1988) etki biiyiikligiinii yorumlamada
kolaylik saglamasi amaciyla smiflamay1 su sekilde yapmistir. Bu siniflamaya gore
d<0.2 ise kiiciik etki, 0.2 <d<0.8 arasinda ise orta biiyiikliikte etki ve d>0.8 ise biiyiik
etkiye sahiptir. Deney ve kontrol grubunun post puanlarinin ortalama ve standart
sapma degerleri ile etki biiyiikliigi 0.609 olarak elde edilmistir. Buna gore post
puanlarinda Tiirkge olarak yonerge verilmesinin Ggrencilerin bu sinavlardaki

basarisina etkisi orta biiytikliiktedir.
Tablo 4.

Frekans Tablosu

Kontrol Deney Toplam

Kiz 15 14 29
Erkek 9 10 19
Toplam 24 24 48

Sonug, Tartisma ve Oneriler

Bu calismada A2 seviyesindeki iki farkli homojen sinifa ayr1 ayri Tiirkge ve Ingilizce
yonerge verilerek Pamukkale Universitesi A2 seviyesi hazirlik smifi dgrencilerinin
dinleme aktivitelerindeki performanslari 6lgmiis ve kiyaslanmigtir. Deney

grubundaki gonillii katilimcilarin ana dilde yonerge almalarina ve nelerin
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performanslarini etkiledigine dair goriisleri alinmigtir. Calisma 2016-2017 akademik
yili bahar déneminde Pamukkale Universitesi Yabanci Diller Yiiksekokulu hazirlik
siniflarinda bulunan 48 6grenci ile gergeklestirilmistir. Her hafta hem deney hem de
kontrol grubuna ikiser saat 0gretim ile toplam 8 haftalik bir siire¢ olusmustur.
Calisma, rastgele katilimci atama kullanimini igermedigi i¢in yalnizca son sinav
dizayni kullanan yar1 deneysel arastirmadan faydalanmistir. Ayrica, ¢alisma hem
nicel hem de nitel veri toplayan her iki metodu igeren karma bir arastirmadir.
Oncelikli olarak nicel sonuglar elde edilmis olup bulgular1 giiclendirmek amaciyla
sonrasinda nitel arastirma gerceklestirilmistir. Deney ve kontrol grubunun
yerlestirme sinavi skorlarinin ortalamasi arasinda istatistiksel olarak anlamli bir fark
bulunmamistir. Bu da iki grubun istatistiksel olarak birbirlerine denk oldugunu
gostermigtir. Ogrencilerin son smnav skorlarmin ortalamasi arasinda istatistiksel
olarak anlamli bir farka ulagilmigtir. Son smav skorlar1 temelinde deney grubuna
Tiirkce olarak verilen dinleme aktivitesi yonergeleri, deney grubunun kontrol
grubundan kismen daha basarili olmasinda etkili olmustur. Etki biiyiikligi 0.609
olarak elde edilmistir ve deney grubuna Tiirkge olarak verilen dinleme aktivitesi
yonergeleri O6grencilerin son smav performanslart {lizerinde orta Olgekli etki
biiyiikliigii ortaya koymustur. Ayrica, ogrenciler dinleme egzersizlerinde Tiirkge
yonerge almalarin1 olumlu bulduklarini ifade ederken 6te yandan bunun o6zellikle
smif i¢i etkilesimde kendilerinin Tiirkgeye basvurma sikliklarini artirdiginm
belirtmislerdir. Bu calisma, alanda faaliyet gosteren egitimciler ve arastirmacilar igin
yabanci dil egitiminde anadil kullanimina dair kiigiik 6lgekli ¢ikarimlar sunmasi
muhtemel bir caligmadir. Yabanci dil egitiminde anadil kullanimin1 dinleme becerisi
tizerinden gozlemleyerek spesifik bulgularin edinilmesine katkida bulunmaktadir.
Ayrica, katilimer diislincelerinin degerlendirilmesi bulgularin derinlestirilmesinde
faydali olmustur. Son olarak, bu calisma alandaki paydaslarin yabanci dil egitiminde
ana dil kullanimina dair literatiirde alternatifli degerlendirmeler bulmalarina fayda

saglamaya yardimeci olacak bir ¢caligmadir.
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APPENDIX-1
CALISMAYA GONULLU KATILIM FORMU
Sevgili 6grenciler,

Bu ¢alisma Mehmet Akif Ersoy Universitesi, Egitim Bilimleri Enstitiisii, Ingiliz Dili
Ogretimi Béliimii’nde hazirlanmakta olan ‘Ana Dildeki ve Hedef Dildeki
Yonergelerin Etkisi: Dinleme Aktivitelerinde Etkileri Var mudir?’, konulu Yiiksek
Lisans Tezinin uygulanmasidir. Caligma, dinleme aktivitelerinin yonergelerinin
verilmesinde Tiirk¢e kullanimina dair 6grenci performanslarini degerlendirmek igin
hazirlanmistir. Bu arastirmaya olan katilimimizdan ve degerli katkilarinizdan dolay1
tesekkiir ederim.

Ogr. Gor. Tarkan Giindiiz

A. OGRENCI PROFILI

I.Cinsiyet: (__ ) Bay (__) Bayan

II.  yasindayim

Mn.C_)1-5 (__)5-10 (__)10-15  yildir Ingilizce 6greniyorum.
V. Ad: Soyad:

Imza:
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APPENDIX-2
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PAMUEEALE UNIVERSITESI
(Genel Sekreterhk
COK IVEDI
Sayn  :2T7848278-044/38703 14/06/2017

Konu  :Anket Izni (Okt. Tarkan GUNDUZ)
TABANCI DILLER YUKSEEOKULUNA

flgi  :09/06/2017 tarih 37817 sayih yazimz.

Yitksekokulunuz &gretim elemanlanndan Okt Tarkan GUNDUZ in, "Ana Dildeki ve
Hedef Dildeki Yénergelerin Etkisi: Dinleme Aktivitelerinde Etkilenn Var mdu?” konulu
gahgmazim, 12-16 Haziran 2017 tarihler arasinda 2016-2017 Akademik Y1l 3. Modiil Dinleme
Becerileri dersini verdigi A2-EN-N-02 ve A2-EN-N-03 smufi &grencilen ile, Universitemiz
Yabanc: Diller Yiiksekokulu A2 dizeyinde Gfremm giren &grencilere wygulama talebi,
Rektdrligimiizee uygun gérilmistir.

Bileilerinizi rica ederi

Prof. Dr. Hiiseyin BAG
Rektdr

Kl Kampisl 20160, DENIZL Ayrubln bilg igin irtibak © Aygesdl ETIZ
Tek 0 238 256 20 61 Faikes: 0 |238) 0
E-Fuosta: Eleitronik Ag-htto://wers paw edu tr/penebekreterikftr



¥] Gmail

ugtur

slen Kutusu 7.085
dizl

telenenler

‘emli

snderilmis Postalar

islakdar 40

an - +

Sesli arama yap

] Lmai

I- Olugtur

GelenKutusu 7025
Yildizh

Ertelenenler

Gnermli

Gonderilmis Postalar

2V ¥y © % O

Taslaklar 40

[ ] >
..Tarkan +

Sesli arama yap

Aynca Android ve (OS icin moki
uygulamalanmiz da deneyin

2 @

Q

&

in:sent on screen Xy

Y

&

71

APPENDIX-3

1]
[ <

Dear Steve Lever,

I 'am really grateful for your help. In my study | applied listening questions and recordings of "On Screen Workbook 2, Unit 7, Listening Skills" as the post test. In my thesis
defense | need to provide that these guestions and recordings were piloted beforehand. Here are the specific questions | am in need:

1) Were the questions and listening material (audio recordings) developed or adapted by experts and published by approval of a commission? What are the basic mechanism
of preparation and approval?

2) Were the questions and the listening material piloted on language leamers at certain institutions? In which grades were they piloted?
3) What is the time span of piloting process? What is the schedule of the piloting process?

4) Did teachers/ trainers or implementers and language leamers give feedback on the questions and listening material? Did the feedback contribute to improve the questions
and listening material?

5) With respect to piloting process, are the questions and listening material valid and reliable to test A2 level language leamers?

I will be able to support my study thanks to the answers of the questions above. | would like to express my sincere thanks for your concem. | wish you have a nice evening

Regards

in:sent on screen 2 2 (VERHE | |
g o a o o e SRR
Alier: TARKAN »

Wy Inglizce + > Torkce v lletiyi cevir inglizee icin kapat x
Dear Tarakan,

| forwarded your questions to our editor in chief, and she has made the following comments:

Question: Were the questions and listening material (audio recordings) developed or adapted by experts and published by approval of a commission? What are the basic
mechanisms of preparation and approval?

Answer. Research was done to decide on topics thematically related to that of the module, then audio scripts were written and questions for the tasks were added. 4 editors
reviewed the questions, evaluated them and selected the best options in terms of level and understanding,

Question: Were the questions and the listening material piloted on language leamers at certain institutions? In which grades were they piloted?
Answer. Yes they were, Students aged 10-15 years old CEFR level AT+/A2 ( to check easiness/difficulty of tasks).

Question: What is the time span of piloting process? What is the schedule of the piloting process?
Answer. Two months in various countries - materials are sent students do tasks - answers were collected and evaluated - in few cases questionsfscripts need to be amended.

Question: Did teachers/ trainers or implementers and language leamers give feedback an the questions and listening material? Did the feedback contribute to improve the
guestions and listening material?
Answer. Of course. This is the main advantage of piloting materials.

Question: With respect to piloting process, are the questions and listening material valid and reliable to test A2 level language leamers?
Answer. Yes, they are.

Maria Lalea
Editor in Chief ¢
Express Publishing
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Dear Steve Lever,
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125020191931 &

This is & great help provided by you and the Editor in Chief. | would like to express my sincere thanks for your concer as | mentianed before. | wil be able continue my study
thanks to your support. May | include the e-mail with angwers to my questions in ry thesis in case | am asked to present during rmy thesis defence? Most probably it won'
be required by the jury but [would like to feel safe to include it With your permission [ will be able to reference to it f it is needed. | wish you have & nice evening

Kind Regards

@  Viris bulunrnuyor, i avast.com

Steve Lever <steve@expresspublishing, co.uk>, 12 Sub 2019 Sal, 15:57 tarhinde gunu yazd:

"

@ Viris bulunrnuyor, i avast.com

Q. insent on screen
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Steve Lever <steve@expresspublishing co.uk>
Alici: ben »

Wy inglizce v > Turkce v lletyievir

Dear Tarkan,

We were happy to hear the good news about your study. You are welcome to use the email should you need it

Steve

Steve Lever
Senior ELT Consultant and Teacher Trainer
Express Publishing

From: Tarkan Gindilz

Sent: 12 February 2019 18:31

To: Steve Lever

Subject: Re: Asking Help for My Study

Dear Steve Lever,

0 @

ISR «

1250020191756 ¥ &

ngllizce icin kapat

This is & great help provided by you and the Editar in Chief. | would like to express my sincere thanks for your concem as | mentioned before. | will be able continue my study
thanks to your support. May | include the e-mail with answers to my questions in my thesis in case | am asked to present during my thesis defence? Most probably it won't
be required by the jury but | would like to feel safe to include it, With your permission | wil be able to reference to it f it is needed. | wish you have a nice evening.

Kind Regards
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APPENDIX-4

DENEY ve KONTROL GRUPLARINA UYGULANAN SON TESTLER (POST
TESTS)

(Deney Grubu)

iki adet dinleme kaydini ikiser kez dinleyeceksiniz. 1-3 arasi sorular 1. Kayt ile ilgiliyken 4-
6 arasi sorular 2. Kayit ile ilgilidir. Duyduklariniza gore dogru olan segenegin harfini
yuvarlak igine alarak sorulari cevaplayiniz (A,B,C ya da D).

Dinleme 1

1. Colleen wanted to buy

a)acCD b) arobot dog c) a doll d) a game console

2. Colleen is shopping for a present for her

a) friend b) cousin c) sibling d) counsin’s friend

3. The conversation takes place at

a) music shop b) bakery c) atoy shop  d) souviniers

4. Joel says most tourists

a) have trouble deciding where to go in NYC.  b) don’t know about any attractions in NYC.

c) try to avoid visiting the usual attractions. d) leave the city without seeing important
places

Dinleme 2

5. Joel thinks The Socrates Sculpture Park is a great place

a) to see famus works of art b) to experience New York culture.

c) to relax and escape the busy city d) to make new friends from all over the world.
6. Joel is describing

a) his favorite place in New York City  b) a popular tourist attraction in New York City

c) his visit to New York City b) travel advices of NYC tourist information center

Bir duyuruyu iki kez dinleyeceksiniz. 7-12 arasi ciimleleri dogru (T:True), yanlis (F:False) ya
da belirtilmemistir (NM: Not Mentioned) olarak isaretleyiniz.

7. Visitor can do different activites in the village. T F NM

8. Visitors will watch a show during the tour. T F NM
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9. Visitors are free to tour the village by themselves. T F NM
10. Tour guides will get extra money for antique city trip. T F NM
11.Children under 10 won’t be allowed to enter the museum T F NM
12.Tour agent will provide refreshements during sightseeing T F NM

Dort adet soruyu ikiser kez duyacaksiniz. Her bir soru igin dogru cevabi seginiz ve harfi
(A,B,C,D ya da E) kutucugun igine yaziniz. Cevaplardan biri hicbir soruyla
eslesmemektedir.

A. | certainly did. It was as cheap as my old one.
B. Because it’s too expensive to buy.

C. Yes, I'd like to try this on.

D. No, they aren’t big enough to fit

E. Sure, the changing rooms are over there.

1%t Question 2" Question 3" Question 4™ Question

Bir okul etkinligi hakkinda konusan iki kisiyi dinleyeceksiniz. Kisileri (1-4), karnavalda
tistlendikleri sorumluluklarla (A-E) eslestiriniz. Uygun olan harfi (A,B,C,D ya da E) dogru
kutucuga yaziniz. Konusmayi iki kez dinleyeceksiniz. Sorumluluklardan biri higbir kimseyle
eslesmemektedir.

PEOPLE RESPONSIBILITIES
1
->Margaret A | games
2 . B | food
->Kim
3 C | parade
2 ->Kyle D | decorations
_>Tony E tickets
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(Kontrol Grubu)

You are going to hear two recordings twice. Questions 1-3 refer to recording 1, while
questions 4-6 refer to recording 2. Answer the questions according to what you hear by
circling appropriate letter.

Recording 1

1. Colleen wanted to buy

a)acCD b) arobot dog c) a doll d) a game console

2. Colleen is shopping for a present for her

a) friend b) cousin c) sibling d) counsin’s friend

3. The conversation takes place at

a) music shop b) bakery c) atoy shop d) souviniers

4. Joel says most tourists

a) have trouble deciding where to go in NYC.  b) don’t know about any attractions in NYC.

c) try to avoid visiting the usual attractions. d) leave the city without seeing important
places

5. Joel thinks The Socrates Sculpture Park is a great place

a) to see famus works of art b) to experience New York culture.

c) to relax and escape the busy city d) to make new friends from all over the world.
6. Joel is describing

a) his favorite place in New York City  b) a popular tourist attraction in New York City

c) his visit to New York City b) travel advices of NYC tourist information center

You will hear an announcement twice. Mark the sentences (7-12) T (True) ,F (False) or (NM) Not
mentioned

7. Visitor can do different activites in the village. T F NM
8. Visitors will watch a show during the tour. T F NM
9. Visitors are free to tour the village by themselves. T F NM
10. Tour guides will get extra money for antique city trip. T F NM
11.Children under 10 won't be allowed to enter the museum T F NM

_|
-

12.Tour agent will provide refreshements during sightseeing NM



76

You are going to hear four questions twice. For each question (1-4) , choose the correct
response (A-E) and write the letter (A,B,C,D or E) in the box. One response doesn’t match
any of the questions.

A. | certainly did. It was as cheap as my old one.
B. Because it’s too expensive to buy.

C. Yes, I'd like to try this on.

D. No, they aren’t big enough to fit

E. Sure, the changing rooms are over there.

15t Question 2" Question 34 Question 4* Question

You are going to hear two people talking about a school event. Match the people (1-4) to
the responsibility they had at the carnival (A-E). Write the appropriate letter (A,B,C,D or
E) in the right box. You will hear the conservation twice. One responsibility doesn’t match
any of the people.

PEOPLE RESPONSIBILITIES
1 ->Margaret
A | games
2 ->Kim B | food
3 ->Kyle C | parade
2 D | decorations
->Ton
v E | tickets
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APPENDIX-5
GORUSME SORULARI

Dinleme dersinde yaptigimiz etkinlik ve egzersizlerin yonergelerinin
(aciklamalarinin) 6gretmen tarafindan Tiirk¢e verilmesi, sdylemesi etkinligi

ya da egzersizi yaparken size yardimci oluyor mu? Sizce sebepleri nelerdir?

. Yonerge Tiirkce verildiginde ne siklikla 6gretmene tekrar soru sorma ihtiyact

hissediyorsunuz? Sizce nedeni nedir?

. Yonergeler Tirk¢e verildiginde anlamakta giiglilk c¢ektiginiz noktalar
arkadaslariniza m1 yoksa direkt 6gretmene mi sormayi tercih edersiniz?

Neden?

Sizce yonergelerin Tiirk¢e verilmesi dersin islenis hizin1 ne yonde etkiliyor?

Neden?

. Yonerge Tiirkce verildiginde yapilmakta olan etkinlik ya da egzersize
odaklanma seviyeniz ne yonde etkileniyor? Olumlu mu toksa olumsuz mu?

Sizce sebepleri nelerdir?
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APPENDIX-6

HAFTALIK DERS iCERIGi ORNEKLERI (8 HAFTALIK)
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Listening skills

Multiple choice T/F statements
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APPENDIX-7
GORUSME TRAKNSKRIPT ORNEKLERI
(Participant B)

1. Dinleme dersinde yaptigimiz etkinlik ve egzersizlerin yoOnergelerinin
(agiklamalarinin) 6gretmen tarafindan Tiirkge verilmesi, sdylemesi etkinligi

ya da egzersizi yaparken size yardimci oluyor mu? Sizce sebepleri nelerdir?

Bence yardimci oluyor. Ozellikle baslamadan once tek tek hangi ksimda ne
vapacagimi bilmek beni daha rahat hissettiriyor. Mesela egletirme sorulari
bazen kafa karistirict oluyor, Tiirk¢e oldugunda hemen anmimsiyorum ne
yapacagimi. Ashinda Ingilizce olarak séylediginde de anliyorum ama sanki
Tiirkce oldugundaki gibi kalici olmuyor. Yani en azindan Tiirk¢e olarak ne
vapacagim soylendiginde ve sonrasinda o karsilastirma sorular: geldiginde,
telas yapip ne yapacagimi unutmuyorum, daha emin bir sekilde yapmaya

basliyorum. Sebep olarak bunlar geliyor aklima.

2. Yonerge Tiirkce verildiginde ne siklikla 6gretmene tekrar soru sorma ihtiyaci

hissediyorsunuz? Sizce nedeni nedir?

Ben hi¢ tekrar yonerge ile ilgili ogretmene soru sorma istegi duymuyorum.
Zaten Tiirkge oldugu icin gayet agik net oluyor. Ama tabi dersin oldugu giine
bagli olarak belki dikkat ekskligim oldugu bir giin olursa onu bilemem. Hem
tam duyamasam ya da ogretmenin dedigini kagirsam bile sormak ayp olur

diye diisiiniiyorum, zaten Tiirk¢e soylenmig, belki dalga bile ge¢ilebilirim.

3. Yonergeler Tiirk¢e verildiginde anlamakta gilicliik ¢ektiginiz noktalar
arkadaglariniza m1 yoksa direkt 6gretmene mi sormayi tercih edersiniz?

Neden?
Dedigim gibi zaten Tiirk¢e oldugu icin gii¢lik ¢ekmem ama mesela

vogunluktan veya dikkat eksikliginden ogretmenin dedigini kacirirsam yan

siramdaki arkadasima sorarim sessizce. Ciinkii, o da anlamasa bana ayni
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sekilde sorar eminim. Boyle yaparak birbirimize yardim etmis oluyoruz bir

nevi. Hem ogretmeni de gereksiz mesgul etmemis oluruz.

4. Sizce yonergelerin Tirkge verilmesi dersin iglenis hizin1 ne yonde etkiliyor?

Neden?

Bence oOgretmen tekrar tekrar anlatma geregi duymadigr icin  hizli
ilerlenebiliyor. Sonucta dinleme yapmadan dnce vakit ¢ok gitmiyor, 6gretmen
cok nadir yonergeyi tekrar etme geregi duyuyor. Obiir tiirlii olsa farkl farki

kelimelerle tekrar tekrar soylemesi gerekebilir.

5. Yonerge Tiirk¢e verildiginde yapilmakta olan etkinlik ya da egzersize
odaklanma seviyeniz ne yonde etkileniyor? Olumlu mu toksa olumsuz mu?

Sizce sebepleri nelerdir?

Cok bariz bir fark yok ama daha bir ilgili oldugumu séyleyebilirim. Dinleme
biraz karisik olsa bile yani zorlasa bile o esnada dinlemenin kendisine
odaklanabiliyorum. Ciinkii bir sonraki aktivitede ne yapacaktim, eslestirme
mi, dogru-yanlis isaretleme mi kafam orada olmuyor, biliyorum zaten ne
vapacagimi. Agikcast dinleme kaydi anlasilir, seviyemize uygun olsun en
onemlisi bu. Hatta keske sorularin bile Tiirkcesi verilse, 0 zaman daha da

fazla odaklanirim galiba.

(Participant G)

1. Dinleme dersinde yaptigimiz etkinlik ve egzersizlerin yoOnergelerinin
(aciklamalarinin) 6gretmen tarafindan Tiirk¢e verilmesi, sdylemesi etkinligi

ya da egzersizi yaparken size yardimci oluyor mu? Sizce sebepleri nelerdir?

Yardimci oluyor, evet. Ama tabi oyle ¢ok biiyiik bir yardim gibi degil de daha ¢ok ilk
defa karsilagsacagim bir sey var mi yok mu konusundaki merakimi yenmemi sagliyor.
Zaten bir sure sonra ayni yonergeleri soyliiyor oluyor ogretmen. Ha bir de dinleme
kaydi c¢aliyorken tekrar aciklmanamin oldugu kisma doniip okuma ihtiyact

duymuyorum.
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2. Yonerge Tiirkce verildiginde ne siklikla 6gretmene tekrar soru sorma ihtiyaci

hissediyorsunuz? Sizce nedeni nedir?

Boyle bir ihtiya¢ duymuyorum. Soranlara da sasirryorum, Tiirkce bir seyi tekrar
sormak i¢in o esnada ogretmeni dinlemiyor olmak lazim. Hatta bir kez basima geldi;

telefonda whatsapp mesajlarima bakvyordum, agiklamay: kagcirdim

3. Yonergeler Tiirkge verildiginde anlamakta giiclilk c¢ektiginiz noktalar

arkadaslariniza m1 yoksa direkt 6gretmene mi sormayi tercih edersiniz?

Neden?

Yani dedigim gibi anlamakta giicliik ¢ektigim bir sey yok. Ama mesela o agiklamyt
kagirdim dedigim olayda Irfan’a sordum hemen (yan swrada outran égrenci). O da
ses etmeden kitaptaki kismu isaret etti eliyle, ¢ozdiik olayr. Simdi basit bisey i¢in
ogretmene sormamn bir anlami yok. Sorarsam baskalarinin yapmasina tepki

gosterdigim seyi yapmis olurum.

4. Sizce yonergelerin Tiirk¢e verilmesi dersin islenis hizin1 ne yonde etkiliyor?

Neden?

Bu en iyi faydas: bence, evet hizlandwriyor. Hatta dikkat ettim normalde dinleme
kaydim yetistirmek icin ara zamanini gectigimiz oluyordu eski kurda, simdi Tiirkce
olunca dersin bitimine 3-4 dk kala aktiviteyi tamamlyoruz. Hatta égretmen dinleme

kaydiyla ilgili ekstra sorular bile soruyor ara vaktine kadar.

5. Yonerge Tiitk¢ce verildiginde yapilmakta olan etkinlik ya da egzersize
odaklanma seviyeniz ne yonde etkileniyor? Olumlu mu toksa olumsuz mu?

Sizce sebepleri nelerdir?

Ben emim degilim bu konuda, yani etkiliyorsa bile ben pek bi fark géremedim. Benim
icin onemli olan dinleme kaydimin kendisi oldugu icin zaten her tiirlii odaklanmak
zorunda hissediyorum kendimi. Ayrica bir etksi olsa bile ¢ok dolayli olur diye
diistintiyorum. Kaldi ki bir sure sonra hangi dinleme egzersizinde neyi yapacagimi

goziim kapali biliyor hissediyorum kendimi
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