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OZET
ARTZAMANLI CMC’NIN KONUSMA YETERLILIGI VE KAYGISI UZERINE
ETKISI: PODCASTLER

Bu ¢alisma a) podcastlerin yabanci dil olarak Ingilizce 6grencilerinin sdzlii
performanslarina etkisi, b) podcastlerin yabanci dil olarak ingilizce 6grencilerinin
konugma kaygisina etkisi, ¢) konusma kaygisi ve sozlii performans arasindaki iliski
ve d) 6grencilerin podcastlerle ilgili algilarini arastirmak i¢in dizayn edildi. Calisma
Istanbul, Tiirkiye’de bir lisede yapildi. Bahsi gecen okulda, 9. simif seviyesindeki iki
sinifin 6grencilerine Young (1990)’dan adapte edilen, genel yabanci dil sinifi kaygisi
ve sinif —i¢i aktiviteleriyle ilgili 24 madde igeren kaygi 6l¢egi uygulandi. Bu
ogrencilerden kaygi diizeyi en yiiksek olan 30’u ¢alisma i¢in se¢ildi. Bu 6grencilerin
sozlii performanslar1 Konusma Ingilizcesi Testi (TSE testi) ile degerlendirildi ve
ogrencilerle konusma kaygilar1 ve sézli performanslariyla ilgili goriisme yapildi.
Sozlii performanslartyla ilgili olarak, sozlii performanslarini degerlendirmeleri ve
s0zlii performanslarini neyin etkiledigini diistindiikleri soruldu. Konusma
kaygilariyla ilgili olarak, sinif i¢inde konusmanin kaygi tetikleyici olup olmadigi
soruldu. Ayrica, hangi ders-i¢i ve ders-disi etkinliklerin ve durumlarin konusmay1
kaygi- tetikleyici hale getirdigi veya Ingilizce konusurken rahat hissetmelerini
sagladigini ifade etmeleri istendi. 11 hafta boyunca, kontrol grubu ders kitaplarini
takip edip oradaki konugma aktivitelerini yaparken, deney grubu bunlara ek olarak
podcast hazirladi. Bu siire¢ boyunca, deney grubundaki 6grencilerle podcastlerin
konugma yeterliligi, stres ve kaygi lizerindeki etkisi, karsilastiklar zorluklar ve
siirliliklar, podcastlerin sagladig: faydalar ve podcastlerin konulari ile ilgili
algilarin1 aragtirmak icin 3 kez goriisme yapildi. 11 hafta sonunda, katilimcilara

kaygi1 son-6lgegi, son-goriisme ve sozlii performans son-testi uygulandi. Calismanin

viil



basinda sorulan goériisme sorularina ek olarak, ¢alismanin sonunda, 6grencilerden
donem basindaki ve donem sonundaki sozlii performanslarini kargilastirmalart ve
farki neyin olusturdugunu diisiindiiklerini ifade etmeleri istendi. Calismanin
sonug¢lari, podcast kullanan 6grencilerin podcast kullanmayan 6grencilerden daha
yiiksek sozlii performansa (t(28)= 2,4 p=,025) ve daha diisiik konugma kaygisina
(t(28)=7,01 p=,00) sahip oldugunu; ve katilimcilarin sozlii performanslari ve
kaygilar1 arasinda negatif bir iligki (r=,46 p<,05) oldugunu gosterdi. Goriismelerin
analizi, deney grubundaki 12 6grenci icin, sozlii performanslarindaki fark: etkileyen
faktoriin podcastler oldugunu gosterdi. En sik ifade edilen diger faktorler ise sinifta
Ingilizce kullanilmasi, 8dev yapmak ve hikaye kitaplar1 okumakt:. Kontrol
grubundaki 6grenciler i¢in, en sik ifade edilen faktorler kelime bilgisi, yapilan
etkinlikler ve 6gretmendi. Podcastlerle ilgili gériismelerin analizleri, 6grencilerin,
podcastlerin konugmayla ilgili daha az kaygili olmalarina ya da kaygili olmamalarina
ve Ingilizce konusurken daha kendine giivenli olmalarina yardim ettigine; hata
yapma stresi ve korkusunu azalttigina; sozlii performanslarini ve telaffuzlarin
ilerlettigine; kelime hazinelerini gelistirdigine; pratik yapma ve tekrar sagladigina

inandiklarmi gosterdi.
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ABSTRACT
THE EFFECTS OF ASYNCHRONOUS CMC ON SPEAKING PROFICIENCY
AND ANXIETY: PODCASTS
This study was designed to investigate: a) the effect of podcasts in EFL

students’ oral performance, b) the effect of podcasts in EFL students’ speaking
anxiety, c) the relationship between speaking anxiety and oral performance, and d)
EFL students’ perceptions of using podcasts. The study was conducted in a high
school in Istanbul, Turkey. The students in two 9™ grade classes in the subject
school were given the anxiety questionnaire, which was adapted from Young (1990),
consisting of 24 items related to general foreign language class anxiety and in-class
activities. A total of 30 students with the highest anxiety levels were chosen among
these students. The oral performances of these students were evaluated through the
Test of Spoken English (TSE) and the students were also interviewed about their
speaking anxiety and their oral performances. About their oral performances, they
were asked to evaluate their oral performances and express what they thought
affected their oral performance. About their speaking anxiety, they were asked if
speaking in class was anxiety provoking. They were also asked to express what in
and out-of class activities and conditions make speaking anxiety provoking or make
them feel relaxed when speaking English. For 11 weeks, the control group followed
the course book and did the speaking activities in it while the experimental group
created podcasts in addition to those activities. During this procedure, the students in
the experimental group were interviewed three times in order to investigate their
perceptions of podcasts in terms of the effect of podcasts on speaking proficiency,
stress and anxiety; difficulties, challenges and limitations they faced; the benefits

podcasts provided and the topics of the podcasts. At the end of 11 weeks, the



participants were given the anxiety post-test, the post-interview and the oral
performance post-test. In addition to the interview questions asked at the beginning
of the study, at the end of study, the students were asked to compare their oral
performances at the beginning and end of the term, and state what they thought
affected the difference. The results of the study showed that students who used
podcasts had higher oral performance (t(28)= 2,4 p=,025) and lower speaking
anxiety levels (t(28)=7,01 p=,00) than the students who didn’t use podcast; and
there was a negative relationship between the participants’ oral performances and
speaking anxiety (r=,46 p<,05). The analysis of the interviews showed that for 12
students in the experimental group, the factor which affected the difference in their
oral performance was podcasting. The most frequently stated other factors were
using English in class, doing homework and reading storybooks. For the students in
the control group, the most frequently stated factors were vocabulary, the activities
done and the teacher. The analysis of the interviews on podcasts revealed that the
students believed that podcasts helped them feel not or less anxious, and more
confident when speaking English; decreased the stress and fright of making
mistakes; improved their oral performances and pronunciation; expanded their

vocabulary and provided them practice and revision.
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CHAPTER 1
INTRODUCTION

With the developments in technology, educators needed to implement
Information and Communication Technology (ICT, henceforth) applications into
their classes. They followed the technological changes and tried to find ways to
integrate these changes in their teaching practices. Many researchers have focused on
the use of technology in educational fields and pointed out possible implementations.

The focus on the use of technology in language learning and teaching
environments introduced the Computer Assisted Language Learning (CALL) which
is “the search for and study of the applications on the computer in language teaching
and learning” (Levy, 1997, p.4)

A number of studies have been conducted to introduce, teach, support, and
provide ideas on the use of computers in teaching environments for foreign language
teachers since the mid 1980s (Hardisty and Windeatt, 1989). Some of these studies
focus on encouraging teachers to use computers (Gooden, 1996; Tsou, Wang and Li,
2002; Chambers and Bax, 2006; Axtell, 2007; Sagarra and Zapata, 2008;
AbusSeileek, 2012; Hirschel and Fritz, 2013) and some others focus on implementing
Internet-based language practices into classroom environments (Clarke, 2000;
Griffin, 2006; Miyazoe and Anderson, 2010; Kilickaya and Krajka, 2010;
Yazdanpanah, Sahragard and Rahimi, 2010).

The use of technology can supplement and enhance language learning and
teaching particularly in the era of the Net Generation.

With the increasing focus on technological implementations in language
classrooms, network —based technologies, such as Computer Mediated

Communication (CMC), have also gained more importance. Within the networked



environment provided by CMC, learners can communicate others in and out of
classroom environment, i.e. synchronous and asynchronous mode (Murray, 2000;
Sevingil and Bayyurt, 2010).

Another important issue in foreign language research is the role of speaking
and students’ oral performances. According to many researches, speaking is the most
anxiety- producing skill in foreign language learning for language learners (Horwitz,
Horwitz and Cope, 1986; Young, 1990; Koch and Terrell, 1991; VonWoérde, 2003;
Miccoli, 2003; Hurd, 2007; Aragdo, 2011) and students often feel afraid to speak in
the foreign language class.

Accordingly, a number of studies focused on the relationship between foreign
language anxiety and oral performance, and found a negative correlation between
anxiety and foreign language performance (Horwitz, 1986, 2001; Kim, 1998;
Maclntyre and Gardner, 1991; Philips, 1992; Aida, 1994; Saito and Samimy, 1996;
Zhang, 2004; Woodrow, 2006; Sparks and Ganschow, 2007; Liu and Jackson, 2008;
Hewitt and Stephenson, 2012; Tran, Baldauf . Jr and Moni, 2013). However, some
researchers suggest that there is positive or no relationship (Bartz, 1975; Backmann,
1976; Chastain,1975). As speaking has been said to be the most anxiety-provoking
component of language classroom, many studies were conducted on it and they
indicated the relationship between speaking skill and anxiety (Lucas, 1984; Price,
1991; Philips, 1992; Woodrow, 2006).

Researchers examined the direction of this relationship. While Sparks,
Ganschow, and Lavorsky (2000) claimed that language anxiety resulted from poor
language learning, Horwitz, in her 2001 study, stated that anxiety was the cause of

poor language learning in some individuals.



Although the relationship between anxiety and oral performance was proven
and learners considered speaking as an anxiety-provoking activity, language learners
state that they need to learn a foreign language to communicate with others.
Accordingly, language teachers use speaking activities in their classrooms to serve
their students’ needs.

Young (1990) stated that communicative speaking activities cause a dilemma
as the “activities that encourage creative and authentic oral communication may also
tend to encourage student anxiety” (p.540).

At this point, teachers may use technology because according to some
researchers, integrating computing technology with teaching practices has a great
potential that may positively impact student learning (Sharp, 2004). Hiltz (1986)
pointed to the importance of study on the better use of computer in educational
settings. Many studies indicated the importance and effect of CMC in educational
settings (Althaus, 1997; McComb, 1994; Campbell, 2004; Oblinger and Oblinger,
2005; Pinkman, 2005; Fitze, 2006; Wu, 2006; Mantore, Watts and Garcia-Carborell,
2007; Franco, 2008; Kol and Schcolnik, 2008; Turgut, 2009; Wang, 2009; Sevingil
and Bayyurt, 2010; Miyazoe and Anderson, 2010).

Although popularity and importance of implementing technological
developments, changes and applications in educational settings are increasing, it is
still not very common to use web-technologies in teaching and learning contexts.
One reason for this is teachers’ being ‘digital immigrants’ (Prensky, 2001), in other
words their lack of knowledge and practice in current technologies, in contrast to
their ‘digital native’ students. (Oblinger and Oblinger, 2005; Warlick, 2005;

Richardson, 2006; Losinski, 2007). Another reason is that despite being very familiar



with technology and social bookmarking sites, students are not familiar with or
aware of using websites providing educational technologies for language learning.

About the use of the Internet for speaking skill, Chapelle and Jamieson
(2008) stated that the Internet helps students feel more confident about speaking as
the practice on the Net is away from the anxiety in classroom environment.

After the introduction of podcasts in 2005, educators realized the potential of
podcasts for teaching and learning and started using them in educational contexts.

Podcasting is a new technology for broadcasting audio programs on the
Internet (Selingo, 2006). Although audio programs were available on the Web before
podcasts, subscription- through RSS (Really Simple Syndication)- to one’s favorite
podcasts and receiving alerts, and even downloading them automatically make
podcasts unique (Sze, 2006).

Podcasts may be of two kinds. Students may use podcasts created by others
or they can create their own podcasts. Radio podcasts are authentic podcasts created
by others that students may benefit as a rich source of listening. They may be
produced by teachers and/ or instructors to suit the needs of different learners (Sze,
2006). Podcasts have been used widely at university level to record lectures and
putting them on the Net for the students who miss a class (Dudeney, G. and Hockly,
2007; Sorrentino, 2008), for the students who want to listen to a lesson again and re-
check their notes, and for non-native students to re-listen to a lesson (Leach and
Monahan, 2006; Read, 2005). Students may produce their own podcasts and
according to Dudeney, G. and Hockly (2007). This is “more demanding, but
ultimately perhaps more rewarding” (p. 99). Podcasts are believed to be very
motivating (Leach and Monahan, 2006) as once they are published on the Web,

anyone can access them and this means a real audience for students (Sze, 2006).



Researchers particularly point out the benefits of podcasts in language
education especially in listening and speaking skills (Stanley, 2005; Hasan and
Hoon, 2012).

For these two skills, language teaching and learning podcasts may be used for
intensive and mostly for extensive listening and speaking (Sze, 2006). Possible uses
of podcasts for listening may be providing learners exposure to native speakers’
speech, providing extra listening inside and outside of the classroom (Stanley, 2006),
supplementing the course book with authentic audio materials (Bongey, Cizadlo abd
Kalnbach, 2006), giving learners opportunities to listen to some guest lecturers, and
teaching pronunciation (Ducate and Lomicka, 2009; Park, 2009; Knight, 2010).
Possible uses of podcasts for speaking may be presentations, oral reports,
storytelling, debates, radio drama, etc. (Richardson, 2006; Sze, 2006).

Sze (2006) stated that podcasts are beneficial for ‘less confident students’ as
they “... may feel threatened when called upon to speak to an audience... these
students will benefit from producing podcasts since it involves performing ‘behind
the scenes.” ” (p.122).

In the educational context, the needs and interests of whose students were
described above so far, teachers need to implement CMC into their classrooms where
they try to serve their students’ need of speaking in an anxiety-free atmosphere. This
study focused on the use of podcasts as an asynchronous CMC tool for speaking
skills in a high school EFL context.

1.1. Purpose of the Study and Hypotheses

This study was designed to address the direct effect of the podcasting on

students' oral performance and speaking anxiety. For this purpose, three hypotheses

were generated:



Hypothesis 1. Podcasting will improve students' oral performance.

Hypothesis 2. Podcasting will reduce students' speaking anxiety.

Hypothesis 3. There will be a relationship between students’ oral
performance and speaking anxiety

1.2. Research Questions

For the purpose of this study, the following four research questions were
addressed:

1. Does the use of podcast result in a significant difference in oral
performance of EFL students who create podcasts and those who do not create
podcasts?

2- Does the use of podcast result in a significant difference in speaking
anxiety of EFL students who create podcasts and those who do not create podcasts?

3- What is the relationship between speaking anxiety and oral performance?

4- What are ELT students’ perceptions of using podcasts?

1.3. Significance of the Study

The importance and the necessity of integrating technology in language
classrooms have been emphasized by researchers, and educators have been trying to
enhance their classes with it. This study investigated the effect of asynchronous
CMC in EFL context.

Despite the importance of computer-mediated communication around the
world, technological implementations in Turkey, especially at high school level is a
very new field and as a result very limited. This study investigated the use of an
asynchronous CMC tool, podcast, in high school environment.

Language learners find speaking in the foreign language as the most anxiety

producing experience (Young, 1990). Researchers have found out that speaking is



more anxiety provoking than other language skills (Horwitz, Horwitz and Cope,
1986; Koch and Terrell, 1991; VonWoérde, 2003; Miccoli, 2003; Hurd, 2007;
Aragdo, 2011).

The research on language anxiety indicated that there is negative correlation
between students’ anxiety and foreign language performance (Young, 1990; Aida,
1994; Horwitz, 1986,2001; Kim, 1998; MaclIntyre and Gardner, 1991; Saito and
Samimy, 1996; Philips, 1992; Horwitz, 2001; Zhang, 2004; Woodrow, 2006; Sparks
and Ganschow, 2007; Liu and Jackson, 2008; Hewitt and Stephenson, 2012; Tran,
Baldauf . Jr and Moni, 2013). This study examined the relationship between anxiety
and oral performance.

Use of podcasts has been increasing and researchers point out the benefits of
podcasts in language education especially in listening and speaking skills. While
there have been studies on using podcasts to teach and improve listening skills,
studies on speaking are limited to improving pronunciation and radio drama. There
haven’t been studies on improving speaking performance and reducing speaking
anxiety which is the aim of this study.

1.4. Definition of Terms

Asynchronous CMC: “... wherein there is a, potentially significant, time
delay between sending a message and it being read” (Romiszowski and Mason,
2004, p. 398)

CALL (Computer Assisted Language Learning): “The search for and study of
applications of the computer in language teaching and learning" (Levy, 1997, p. 4)

CMC (Computer Mediated Communication): “The process by which people

create, and exchange, perceive information using networked telecommunications



systems that facilitate encoding, transmitting, and decoding messages” (December,
1996)

Digital immigrants: “ Those of us who were not born into the digital world
but have, at some later point in our lives, become fascinated by and adopted many or
most aspects of the new technology” (Prensky, 2001, p.1-2)

Digital native: “Our students today are all ‘native speakers’ of the digital
language of computers, video games and the Internet.” (Prensky, 2001, p.1)

Net generation: Net generation members are ‘digital natives’ who “have spent
their entire lives surrounded by and using computers, videogames, digital music
players, video cams, cell phones, and all the other toys and tools of the digital age.”
(Prensky, 2001, p.1)

Podcast: “A podcast is an audio and/or video file that is ‘broadcast’ via the
Internet and can be downloaded to a computer or mobile device such as an MP3
player for listening/ viewing. The word comes from combining iPod and broadcast”
(Dudeney, G. and Hockly, 2007, p.86)

1.5. Organization of the Study

The first chapter of this study introduced CMC in foreign language
environments and one specific asynchronous CMC tool, i.e. podcasts and two
language research topics, speaking anxiety and oral performance. The second
chapter was the literature review covering the theory of CALL, CMC, podcast, and
their effect on language learning and teaching, studies on language anxiety and oral
performance. Chapter three detailed the methodology chosen in the study, data
collection instruments, pre- and post- data collection procedures, and podcasting

procedure. Chapter four consisted of data analysis and research findings. Chapter



five is the conclusion of the research referring to the research questions,

recommendations and implications for Turkish EFL environments.



CHAPTER II
REVIEW OF LITERATURE

Since the 1960s, with its use in interpersonal communication (Kern, Ware,
Warschauer, 2008), computer and technology have been playing an increasingly
important role in our lives. Their use in educational fields is supported by a growing
number of researches. Inevitably, educators have always found and used many ways
to implement them in teaching environments.

In language teaching, after the 1990s, the question of whether to use
computer changed to how to use computers effectively (Chapelle, 2001). According
to Chapelle (2001), today, language is so tied to technology that the people interested
in language teaching and learning need to understand and engage in technology
mediated tasks.

2.1. Computer Assisted Language Learning (CALL)

With the focus on the use of technology in language teaching and learning,
the term and field of Computer Assisted Language Learning (CALL) were
introduced. CALL is “the search for and study of applications of the computer in
language teaching and learning" (Levy, 1997, p.1).

According to Jeon-Ellis, Debski and Wigglesworth (2005) the foremost goal
of CALL is to create an environment in which students interact in communicative
situations and engage in linguistic interactions.

CALL projects were shaped in parallel with not only educational perspectives
but also the computer hardware and software which were actually developed for
other purposes than language teaching (Saettler, 1990).

The development of CALL could be examined as follows.

10



2.1.1. Early CALL

In the 1950s and 1960s, CALL projects were carried on by mainly individuals
who had access to the computers and who were interested in the field.

In the 1960s, CALL projects were based in the courseware which was a
computer based language learning program. Learners who had access to the
mainframe computers which were connected to the terminals of the campus could
use the courseware (Chapelle, 2001).

2.1.2. Behaviorist CALL

In the1970s individual language teachers around the world were eager to
explore the prospects CALL offered (Atkinson, 1972; Last, 1979).

The CALL in the 1970s and 1980s was named behaviorist CALL as CALL at
that time was based on then-dominant behaviorist theories of learning. In
behaviorism, learning is based on the notions of stimuli and response, and language
learning is the formation of habits (Skinner, 1957). In this view, language learners
are exposed to numerous stimuli and their response is reinforced if the desired
outcome is obtained. Producing the desired outcome for the stimuli and being
reinforced, learners develop a habit. That’s why Audio-Lingual Method, the
pedagogical perspective of which was based on the theory of behaviorism (Kern and
Warschauer, 2000), consists of drills and practice (Larsen-Freeman, 2000). Thus,
CALL of that time provided drills , practice and corrective feedback (Kern and
Warschauer, 2000). For the drills and practice courseware, computer was used “as
tutor” (Taylor, 1980). That means computer served as a vehicle for providing
instructional material to the learner (Kern and Warschauer, 2000).

According to Chapelle (2001), the great impact on CALL was thanks to the

US government’s project which aimed to investigate whether computer assisted

11



instruction would be effective and accessible for teachers and learners. For this aim
US government assigned two private companies to work in computer assisted
instruction. Those companies, accompanied by two other institutions, created two
programs, PLATO and TICCIT. They provided a large number of courseware for
various languages and contributed to the development of CALL, which consists of
drills and brief grammar explanations.

CALL in the1970s and 1980s was seen as a supplement rather than a
replacement for the instruction.

In early the1980s, computers became widely available so users didn’t need to
attach to a mainframe computer. As a result, individual users and teachers started
using them for their own situations and tested the potentiality of CALL.

2.1.3. Communicative CALL

Researchers working in communicative approach suggested that language
teaching and CALL shouldn’t only include and focus on drills and practice
programs. Underwood (1984, p.50) pointed that

“It is important to stress here that this negative view (of computers as useful
only for explicit learning through drills and tutorials) by no means reflects limitations
in computers themselves, but rather limitations in the programs being written ...
Although much of the literature is devoted to arguing that the computer cannot do
this or cannot do that, what is meant is that no one is doing it.”.

Underwood (1984) intended to create an environment suitable for acquisition
and referred to developing Communicative CALL with 13 premises, some of which
are not judging everything students produce, encouraging students to generate
original utterances rather than just manipulating language, using the language

exclusively and naturally, teaching grammar implicitly rather than explicitly.

12



During this period of CALL, various kinds of CALL programs were
developed and used. Some of them used the ‘computer as tutor’ (Taylor and Perez,
1989) model. However, that was different from how Behaviorist CALL used it as
here students’ choice, control and interaction were involved unlike ‘computer as
tutor’ model in Behaviorist CALL.

Another Communicative CALL model, the purpose of which was to stimulate
students’ discussion, writing, and critical thinking, was called ‘computer as
stimulus’. In addition, “computer as tool” (Taylor, 1980) was another CALL model.
The aim of this kind of programs was to empower the learner understand or use the
language.

2.1.4. Integrative CALL

However, a number of educators were not satisfied any more with the ways
and tools Behaviorist and Communicative CALL provided (Warschauer, 1996).
Consequently, they sought ways to teach in a more integrative way, like task and
project-based approaches (Warschauer, 1996). Integrative CALL provides
opportunities to do that using two technological developments: Multimedia computer
and the Internet.

Multimedia technology provides learners a number of media, like sound,
video, text, and graphics on a single tool. Another feature of multimedia is
hypermedia, through which skills could be integrated easily and naturally in a more
authentic learning environment. It also gives learners opportunity to progress on their
own speed, going back or forwards to some parts, and omitting some other parts
(Warschauer, 1996; Hanrahan, 2005; Sagarra and Zapata, 2008).

The other technological development used by Integrative CALL to create an

integrative model of teaching and learning is the Internet. Through it, learners can
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communicate with each other in and out of the classroom environment at the same
time (synchronously) or with time-delay (asynchronously); search almost unlimited
sources to find information and authentic materials they are looking for. The use of
the Internet will be discussed in details later in this chapter.

Since 1980s, a huge number of studies have been conducted to introduce,
explore, support and provide ideas on the use of computers in the field of foreign
language teaching (Hardisty and Windeatt, 1989). In some of these studies teachers
were encouraged to use computers in their teaching (Gooden, 1996; Tsou, Wang and
Li, 2002; Chambers and Bax, 2006; Axtell, 2007; Sagarra and Zapata, 2008;
AbuSeileek, 2012; Hirschel and Fritz, 2013).

2.2. Net Generation

After the Internet has become a part of our lives, the studies began to focus on
implementing Internet-based language practices into teaching environments (Clarke,
2000; Griffin, 2006). Parallel to the important role of the Internet in people’s lives,
researchers started studying on the Internet and its effects on learners. With these
studies we were introduced with the terms Net generation, digital natives and digital
immigrants.

Net generation members are ‘digital natives’ who “have spent their entire
lives surrounded by and using computers, videogames, digital music players, video
cams, cell phones, and all the other toys and tools of the digital age.” (Prensky, 2001,
p.1).

Prensky (2001, p.1-2) defined digital natives as the * “native speakers’ of the
digital language of computers, video games and the Internet” and digital immigrants
as ““ those of us who were not born into the digital world but have, at some later point

in our lives, become fascinated by and adopted many or most aspects of the new
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technology”. In educational context, learners are digital natives who came to school
with previous experience of using technological devices and they are acquainted to
using the Internet.

Digital native learners use Internet tools like e-mails, blogs, social networking
and bookmarking in their everyday lives.

Although students use and communicate through online interaction tools such
as e-mails, blogs, social networking and bookmarking; they may not know how to
use them in educational field (McNeely, 2005). This is because these are new
concepts in education and their digital immigrant teachers are not familiar with those
technologies (Oblinger and Oblinger, 2005; Losinski, 2007).

The lack of knowledge and expertise created a gap between current teaching
practices and digital native learners (Prensky, 2001). In order to fill in this gap,
digital immigrant teachers need to build a bridge between themselves and their
students; and to build this bridge, they need to implement the technologies students
are acquainted with. Those technologies were explored in the studies carried in the
language teaching field. In the light of these studies emphasizing the digital world
today’s learners are living in, teachers need to keep themselves up to date following
the changes in the technology through which students communicate with the world
around them.

2.3. Computer Mediated Communication (CMC)

2.3.1. Definition and Use

Using Computer Mediated Communication (CMC), a network-based
technology which has gained importance with the technological implementations in
the language classrooms, teachers can provide a network environment in which

students can communicate in and out of classroom. In recent years, there have been
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many studies recognizing the importance of computer-based interaction and
communication (Beauvois, 1998; Blake, 2000; Lee, 2004; Matsumura, 2004;
Sevingil and Bayyurt, 2010; Lee, 2011, Miyazoe and Anderson, 2010; Abuseileek,
2012; Abuseileek and Qutawneh, 2013).

In order to understand the nature of CMC, the conceptual framework behind
it, which starts with Krashen’s Input Hypothesis and goes on till the sociocultural
learning theory must be explored. In his 1982 book, Krashen separates conscious
‘learning’ and unconscious ‘acquisition’ and states that acquisition is more effective.
According to him, the amount of comprehensible input one receives is what makes
second language development possible.

Long (1983), in his Interaction Theory, supported Krashen and claimed that
native to non-native speaker interaction is more useful for foreign language learning
than native to native conversations as learners use more conversational tactics, such
as repeating, conformation checks, and comprehension checks in native to non-native
interaction. This provides learners opportunity to try to understand the meaning at
the maximum level through negotiation. Swain (1995), on the other hand, stated that
learners not only need to receive input but also modify their production to use the
language successfully by collaborating within a social environment.

Underwood (1884) stated that computers are not only useful for learning
through drills and argued developing Communicative CALL. In his approach,
learners’ input to the computer is recognized, through the artificial language
techniques, and responses are generated by the computer in order to provide
meaningful conversations and contexts for the learner to acquire the language.

Vygotsky (1962) stressed the importance of collaborative learning which

makes students advance through their proximal development which refers to the
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distance between what learners could accomplish by themselves and what they could
accomplish collaborating with others who are more experienced.

It can be concluded that learners gain the experience necessary for their
individual cognitive development through social interaction, and as a result the
discourse occurs in the collaborative environment explains the quality of the learning
activity (Warschauer, 1997).

2.3.2. CMC’s Promoting Collaborative Learning

When promoting collaborative learning in the language classroom, CMC —as
a powerful tool of human interaction- provides teachers opportunities to create an
environment in which students can study collaboratively and construct knowledge
(Beauvois, 1997; Warschauer, 1997, Abrams, 2008).

CMC’s potential to promote collaborative language learning could be
examined by looking at the features of CMC that differentiate it from other
communication tools. Warschauer (1997, p.470) lists these features as following: “
text-based and computer mediated interaction, many-to-many communication, time
and place independence, long distance exchanges, and hypermedia links”.

Text-based and computer mediated interaction in CMC could be easily
transmitted, stored, reevaluated, archived, edited, and rewritten, which provides
learners the opportunity to focus their attention on interaction. Compared to one-to-
one communication in the classroom, text-based communication over computer has
more advantages as it is slower and allows the learner to comprehend, reflect, and
produce. (Beauvois, 1997; Warschauer, 1997; Hanrahan, 2005; Sagarra and Zapata,
2008)

Studies proved that CMC creates a more equal participation than face-to-face

discussion with its two features (Sproull and Kresler, 1991; Kern, 1995; Sullivan and
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Pratt, 1996). One of these features is that CMC creates opportunity for students to
construct knowledge together. The other feature is its social dynamics, which differ
from face-to-face conversation in turn-taking, interruption, balance, equality,
consensus and decision making (Warschauer, 1997; Abrams, 2003; Lee, 2011;
AbeSeileek, 2012). The reason for this is that CMC’s being time and place-
independent allows learners communicate at any time. Thus, learners can analyze the
language they received better as it is not synchronous, and they can communicate
with others outside the classroom.

Long distance feature of CMC makes long distance exchanges between group
of learners easier, faster, and less expensive. The last feature mentioned above was
that CMC promotes learners’ creating their own publications and productions
through hypermedia links (Warschauer, 1997).

2.3.3. CMC and Anxiety

CMC has been believed to create a low stress and anxiety environment
(Warschauer, 1996). It is also indicated that during CMC sessions, learners face little
to no stress or anxiety (Warschauer, 1996; Beauvois, 1998). For Bradley and
Lomicka (2000), the reason behind it is that within the environment created by CMC,
computer is “a shield from being on-stage” (p.362). According to Warschauer,
Turbee and Roberts (1996), computer makes it possible by reducing paralinguistic
(e.g. frowning) and social clues (e.g. gender, age, etc.). Another feature of CMC
(mostly for asynchronous CMC) which makes it reduce anxiety is that it provides
learners an environment in which they can study at their own pace so they can plan

and manage their learning (Arnold, 2007).
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2.3.4. Types of CMC

As stated by researchers, within the networked environment provided by
CMC, learners can communicate with others in and out of classroom environment,
i.e. synchronous and asynchronous CMC (Muray, 2000; Abrams, 2003, 2008;
Miyazoe and Anderson, 2010; Sevingil and Bayyurt, 2010; Lee, 2011; AbuSeileek,
2012). Synchronous CMC has been used to promote cultural learning, increase
language productivity, and improve students’ written expression. It has also been
used to promote communicative abilities, reading skills, motivate students to produce
more complex output, improve students’ writing and speaking skills (Arnold, 2007,
Abrams, 2008). Synchronous CMC used in educational contexts are usually chat
rooms or similar discussion environments, like MOOs (Multiuser Object Oriented
Environments). These tools give learners opportunity to interact with other people
simultaneously. The advantages of this real-time interaction are providing students
rapid interaction, allowing them pause and pay more attention, improving their
expressiveness compared to ordinary form of interaction (Warschauer, 1997).

Asynchronous CMC have been used to promote cultural learning, increase
language productivity, and improve students’ written expression (Lightfood, 2006;
Arnold, 2007; Sevingil and Bayyurt, 2010). Asynchronous CMC tools may be in the
form of e-mails, discussion lists, blogs, wikis, and podcasts. E-mails could be used
for communication between students- students, student(s)- teacher as well as
communicating with other language learners and speakers of the target language.
Discussion boards are interactive message boards on the Net that users can read or
post messages or notices about their personal interest. Blogs have been a popular
CMC tool recently. Users, individual or multiple- i.e. group blogs-, write and

comment on topics they are interested. Blogs may give the blogger- in this context
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the language learner- the feeling that they are writing for a number of readers. As a
result, this may motivate students to be more careful about the content and the
structure of what they write (Godwin-Jones, 2003; Lightfood, 2006). Another form
of asynchronous CMC tool is Wikis. Users can edit any page which are linked to
each other and other sources on the Net. Podcasts are another form of asynchronous
CMC tools. They will be examined in details below, as the CMC tool investigated in
this study is podcasts.

2.4. Podcasting

2.4.1. Definition

Podcasting is a technology for broadcasting audio programs on the Internet
(Selingo, 2006). The word derived from the word IPod, i.e. the brand name for the
Apple portable MP3 player, and broadcast.

Although there were other audio programs on the Net before podcasts,
podcasting is different from them with its Really Simple Syndication (RSS) feed.
Through RSS, after users subscribe to a podcast, podcasts are automatically
delivered to their computer and they are downloaded by the podcatching program on
the computer.

It was not long after podcasts started being used that educators and
researchers realized its potential use in language learning and teaching (Adams,
2006). The researchers stated that there are many possible uses of podcasts in
language teaching field.

Thorne and Payne (2005) stated that podcasting not only distributes audio,

but also promotes integration of in- and out-of-class activities and materials.
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2.4.2. Types and Uses

Stanley (2005) defines several types of podcasts. Authentic podcasts are not
produced for ELT learners. They are speeches made by native speakers on any
subject and they can be used as a rich source of listening. Radio podcasts of BBC are
examples for authentic podcasts.

Teacher / instructor podcasts are produced by teachers or instructors for the
needs of their students (Sze, 2006). Teachers/ instructors may record their classes
and give students a chance to listen to the lesson again to check their understanding
and for non-native students to re-listen to the class without any distractions that may
occur in the classroom (Leach and Monahan, 2006; Walls et al, 2010).

Teacher podcasts are mostly used at university level to record lectures and put
them on the Net for the students who missed a class (Dudeney, G. and Hockly,
2007). They are in the form of a delivery of recorded lectures and speeches (Sloan,
2005; 0’Bryan and Hegelheimer, 2007; Sorrentino, 2008; Walls, Kucsera, Walker,
Acee, McVaugh, and Robinson, 2010). According to Sze (2006) this type of podcasts
have great potential for language teaching as they may be ‘tailor made to suit the
needs of different learners’ (p.117).

Student podcasts, the third type of podcasts, are produced by students. Sze
(2006) mentioned various benefits of student podcasts, which are listed as follows.
Podcasts are motivating because once they are on the Net, anyone can reach them so
this gives the users the feeling that they have real audience. This also makes students
pay attention to accuracy. Podcasts provide perfection through practice and
rehearsal; they are suitable for mixed ability teaching because students may be
assigned according to their ability; they are suitable for large-class teaching as their

podcasts may be listened by the teacher or other students after the class time.
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Podcasting is also beneficial for less confident students because it reduces the
anxiety brought about by real-time interaction (Gardner, Day and Maclntyre, 1992)
as “it involves performing ‘behind the scene’ ”(Sze, 2006, p.122). Another important
point is that although they are more demanding as students create them, they are
more rewarding for the learners (Dudeney and Hockley, 2007).

Researchers point out possible uses of podcasts in language learning and
teaching (Stanley, 2005; O’Bryan and Hegelheimer, 2007; Lord, 2008; Ducate and
Lomicka, 2009; Knight, 2010; Kim and King, 2011; Hasan and Hoon, 2012). Stanley
(2005) stated that podcasts are especially beneficial in listening and speaking. The
podcasts for listening and speaking skills may be used as intensive or mostly
extensive activities (Pun, 2006). As for listening, podcasts may serve as a rich source
of native speakers’ speech (Chan and Lee, 2005; Thorne and Payne, 2005; Stanley,
2005; Hasan and Hoon, 2012), as supplementary listening materials inside and
outside of the classroom, as an opportunity to listen to guest lecturers, and as a
source for teaching pronunciation (Park, 2009; Ducate and Lomicka, 2009; Knight,
2010).

Park (2009) also stated that podcasts may serve as a source for listening by
providing isolated solo practice on sounds, stresses and intonation patterns. In their
project, Personalidades, Bird-Soto and Rengel (2009) used podcasts for intermediate
to advanced learners of Spanish. They integrated podcasts into their course
curriculum to give the students opportunities to improve their listening and speaking.

For speaking skills, podcasts may be used in the form of storytelling, debates,
oral book reports, expressing ideas on a topic, picture description, role play, radio
drama, etc. (Richardson, 2006; Sze, 2006). Fox (2008) added that podcasts can also

be used to teach speaking strategies and pronunciation.
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Some researchers stated that podcasts may also be used to develop
vocabulary (Putman and Kingsley, 2012) and grammar (Istanto, 2011).

The ideas of learners whose language classes were integrated with podcasts in
Bird-Soto and Rengel (2009) and Ducate and Lomicka (2009)’s studies supported
the use and importance of podcasting. Learners believed that podcasting improved
their listening skills, provided them exposure to different accents, and gave them
opportunities to explore the languages they were learning.

Studies investigating students’ perceptions of podcasting revealed that
students had positive attitudes towards the use of podcasts. In Chan, Chen and
Dopel’s 2011 study, EFL learners had positive attitudes towards podcasts and they
were interested in future podcast-based learning. The learners, who had positive
attitudes towards podcasting, in Lord’s 2008 study stated that they enjoyed
podcasting and were interested in listening to them in and out of the classroom. In
Hasan and Hoon’s 2012 study, students had positive attitudes towards the use of
podcasts in developing listening skills. They stated that podcasts helped them
develop their listening skills and thinking skills; provided them more flexibility; and
made the lessons interesting and enjoyable.

In this study, the use of podcasts is explored along with two other important
issues in language learning and teaching: oral language performance and foreign
language speaking anxiety.

2.5. Language Anxiety and Oral Performance

Foreign language anxiety has been the focus of increasing research in the last
few decades. Research has been investigating types and components of foreign
language anxiety; causes and results of it; and its relationship with four language

skills. Studying the relationship between anxiety and students’ oral performance in
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this study, the concepts related to anxiety must be examined first. “Anxiety is the
subjective feeling of tension, apprehension, nervousness, and worry associated with
an arousal of the autonomic nervous system” (Spielberger, 1983, p.1). Undoubtedly,
it influences language learning as well as many other types of learning. As a result of
this, it has been investigated in several studies in which various types of it were
defined. The first of these- trait anxiety is a stable personal trait whereas the second
type- state anxiety is a temporary condition experienced at a particular moment
(Woodrow, 2006). The third type of anxiety is situation specific anxiety, which
refers to the trait occurring repeatedly in specific situations. According to Horwitz
(2001) and Maclntyre and Gardner (1991), language learning is a situation specific
anxiety as the anxiety occurs in specific, temporary situation, that is in classrooms,
and fades when the trait disappears.

2.5.1. Foreign Language Anxiety

Horwitz, Horwitz and Cope (1986), defined foreign language anxiety as “ a
distinct complex of self-perceptions, beliefs, feeling and behaviors related to
classroom learning arising from the uniqueness of the language learning process.”
(p.128). Horwitz et al. (1986) states that foreign language anxiety consists of three
components: communication apprehension, test anxiety, and fear of negative
evaluation.

Communication apprehension refers to the fear or anxiety resulted from
communication with other people. Having difficulties speaking with others in pairs
or groups, receiver anxiety, stage fright are examples of communication
apprehension. Test anxiety is related to feeling performance anxiety as a result of
fear of failure when being evaluated. Fear of evaluation is feeling anxious about

others’ evaluations and avoiding such situations. Fear of evaluation may occur in any
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social evaluative situation so it’s not limited to the academic environment evaluating
students’ success unlike testing anxiety (Horwitz et al., 1986).

Communication apprehension is sometimes considered as the same as or very
similar to language anxiety as both concepts are closely related (Maclntyre, Baker,
Clément, and Donovan, 2002). However, Horwitz et al. (1986) considered it as a
component of foreign language anxiety, as mentioned above.

Communication apprehension has been proved to be an important component
of foreign language anxiety (Aida, 1994) because learners consider speaking as a
great source of anxiety (Horwitz and Cope, 1986; Phillips, 1989; Young 1990;
Young 1991; Koch and Terrell, 1991; Ellis, 1994; VonWorde, 2003; Miccoli, 2003;
Hurd, 2007; Aragdo, 2011). According to MacIntyre (1999, p.3), it is even ‘the
single most important source of language anxiety’.

Research revealed that some students feel uncomfortable when speaking in
presence of a listener in the classroom. They feel worried about making mistakes,
criticism, and negative evaluation. This increases pressure when learners are in
foreign language environment and when they are involved in a speaking task. This
led the research focus on speaking.

2.5.2. Relationship Between Anxiety and Performance

Foreign language anxiety and speaking have been an important issue to be
examined in applied linguistics. Many studies investigated the effects of foreign
language anxiety on language achievement and performance (Aida, 1994; Saito and
Samimy, 1996).

Most of the studies found a negative relationship between language anxiety
and language achievement and performance (Horwitz, 1986, 2001; Maclntyre and

Gardner, 1991; Phillips, 1992; Aida, 1994; Saito and Samimy, 1996; Kim, 1998;
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Yamashiro and McLaughlin, 2001; Kondo and Yang, 2003; Zhang, 2004; Woodrow,
2006; Sparks and Ganschow, 2007; Liu and Jackson, 2008; Hewitt and Stephenson,
2012; Tran, Baldauf . Jr and Moni, 2013), which will be discussed later here.
However, at the beginning of the period when studies started reporting on that
matter, some studies found no relationship or positive relationship between them
(Bartz, 1975; Chastain, 1975). According to Scovel (1978), the reason for this is the
conflict in defining anxiety, using different measures, and not stating what
component of anxiety was examined. Since Scovel’s suggestion, researchers have
been more careful to state what type of anxiety they were measuring (Horwitz,
2001).

Horwitz et al. (1986) added to this suggestion and stated that adult language
learners face the challenges of foreign language learning which they don’t in their
native languages. This results in their feeling self-concept problems and fears or
panic. In their 1986 study, Horwitz et al. created a questionnaire, Foreign Language
Classroom Anxiety Scale, FLCAS, to reveal the reasons for learners’ having foreign
language anxiety. Many studies (Phillips, 1992; Aida, 1994; Saito and Samimy,
1996; Kim, 1998; Spitalli, 2000; Rodriguez and Abreu, 2003; Hewitt and
Stephenson, 2012) investigating the relationship between language anxiety and
language achievement /performance used it as a measure of foreign language
anxiety.

As mentioned above, many of the studies which examined the relationship
between foreign language anxiety and language achievement found a negative
correlation between them. Horwitz (1986) examined the relationship between foreign

language anxiety- measured with FLCAS- and the grades the students expected and
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received. The results showed negative correlation, which means the students with
high anxiety levels expected and received lower grades than the other students.
Phillips (1992) found a significant negative correlation between FLCAS scores and
the grades the students received in the oral interview examination. Cheng, Horwitz,
and Schallert (1999) also examined the relationship between the FLCAS and the
students’ speaking course grades, and found a negative correlation. Gardner and
Maclntyre (1993) examined the relationship using various measures of classroom
anxiety and language use anxiety. They found significant negative correlations
between students’ anxiety and several language use measures, such as a composition
and a cloze test. Their study also revealed the relationship between students’ self-
evaluating their performance and their actual performance grades. Aida (1994) found
a significant negative correlation between anxiety- using FLCAS scores- and final
grades of American students who were learning Japanese. Saito and Samimy (1996)
replicated Aida’s (1994) work and found a negative correlation, too.

Kim (1998) found a significant negative correlation between students’
FLCAS scores and their final grades. The results also revealed that the anxiety level
of the students were higher in conversation classes than those in traditional reading
classes.

Spitalli (2000) examined the relationship between foreign language anxiety-
measured with FLCAS- and attitudes of learners from different cultures in American
society. The results of the study indicated a negative relationship between two.

Yamashiro and McLaughlin (2001), who worked with Japanese junior college
and university students, found that higher level of anxiety indicated lower levels of
proficiency. Kondo and Yang (2003) found that classroom anxiety was associated

with not only proficiency but also speaking activities and negative evaluation by
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classmates. Woodrow (2006) examined the relationship between students’ second
language speaking anxiety and their oral performance, and found a negative
relationship between two.

In their 1991 study, Sparks and Ganchow found that less anxious language
learners perform significantly better on oral and written language measures.

Hewitt and Stephenson (2012) replicated Phillips’s study which was carried
out in 1992. Besides some differences, their results were mainly supported those of
Phillips’s. They found a negative correlation between language anxiety and oral
accomplishment, as did Phillips.

Although most of the studies examined the relationship between foreign
language anxiety and speaking due to the fact that speaking is considered to be the
most anxiety provoking language skill (Horwitz et al., 1986; Price, 1991, Phillips,
1992; Woodrow, 2006), there are some other studies investigating the relationship
between foreign language anxiety and other language skills (Horwitz, 2001). For
example, Cheng, Horwitz and Schallert (1999) studied the relationship between
anxiety and writing; Kim (2000) studied on listening; and Saito, Horwitz and Garza
(1999) focused on the relationship between anxiety and reading. These studies won’t
be analyzed here, as the focus of this study is the relationship between foreign
language anxiety and oral performance.

2.5.3. Anxiety Provoking Tasks and the Ways to Overcome Anxiety

Having examined and proved the relationship between foreign language
anxiety and oral performance, researchers focused on investigating the types of oral
tasks and situations provoking anxiety and the ways to overcome anxiety.

Some of the studies which were conducted to investigate the types of anxiety

provoking oral tasks revealed that students felt more comfortable when they were
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involved in small groups or pairs rather than in front of the other students in the class
(Young, 1990; Koch and Terrell, 1991).

Studies also indicated that the classroom environment is an important factor
making students anxious and increase or minimize the anxiety. Students participated
in the studies stated that teacher’s attitude towards the students and the support
teacher provided students affected the classroom environment and anxiety (Palacios,
1998). Bailey (1983), for instance, found that competitiveness may cause anxiety
when students compare themselves with the others around them. In Turkish context,
Aydin (1999) found that anxiety resulted from personal concerns like negative self-
assessment or high personal expectation. The study also indicated that students found
teacher’s attitude as a factor causing anxiety.

As for the teacher’s attitude, studies also showed that students found teacher’s
calling on individual students and teaching language as a memorization task anxiety-
provoking (Donley, 1997).

Jen (2003) found that personality factors, fear of negative evaluation, low
English proficiency, pressure from the teacher and tests, lack of preparation, and
parental pressure were common causes of foreign language anxiety. According to
Chan and Wu’s study (2004), main reasons for foreign language anxiety were fear of
negative evaluation, low language proficiency, competitive games, anxious
personality, pressure form parents and one’s own self.

Hurd (2007) found that anxiety related problems focused mainly on speaking,
especially when students were called on to speak in front of others, and when they
have the fear of not being understood. Miccoli (2007) stated that students feel
anxious on speaking, thus, avoid speaking because of the fear of criticism. Aragio

(2011) studied foreign language learners’ beliefs and found that students feel anxious
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about speaking as they feel embarrassed when speaking in class, and this may be due
to the belief that a classmate may criticize or laugh at them.

Overcoming the foreign language anxiety will also help overcome the
dilemma Young (1990) referred. Learners are interested in developing their capacity
to communicate verbally in the target language (Lindenau, 1987) and express that
they need a foreign language to communicate with others. On the other hand, they
state that speaking is an anxiety-provoking and stressful activity in and out of
classroom environment. In order to serve for students’ needs and because of the
increasing trend of improving students’ oral proficiency, teachers try to find ways to
get students speak and help them be able to communicate using the target language.
According to Young (1990), “activities that encourage creative and authentic oral
communication may also tend to encourage student anxiety” (p.540) and this causes
a dilemma for the learning and teaching environment. Another important point here
is what Arnold (2007) mentioned. Typically anxious students try to avoid doing what
causes anxiety and students suffering from communication apprehension will be less
eager to communicate using the foreign language they are learning. This also creates
a dilemma that students feeling anxious about speaking will avoid speaking, and this
will cause them produce not enough output which was believed to be necessary for
learning (Krashen, 1982). Therefore, overcoming the foreign language speaking
anxiety will create the ideal learning atmosphere students need to succeed.

For the fact that helping students overcome foreign language speaking
anxiety and minimizing the anxiety in the classroom have been one of the important
issues language teachers are concerned about, many studies have focused on the
ways to create the ideal anxiety-free or at least low anxiety environment for foreign

language learners (Young, 1990; Arnold, 2007). According to Arnold (2007), CMC
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has been a promising tool to reduce foreign language anxiety and communication
apprehension by the totally different form of interaction it provides. It won’t be
discussed it here how CMC creates that different form of interaction as it was
investigated earlier in this chapter.

The present study investigated the relationship between foreign language
anxiety and oral performance; the reasons for the students’ feeling anxious; the tasks
they found anxiety-free and helpful to improve their oral performance; and tried to
overcome the anxiety using an asynchronous CMC tool and as a result, improve their

oral performance if there was a relationship between their anxiety and performance.
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CHAPTER III
METHODOLOGY

This chapter explains the methodology and the procedures in the present
study that aimed at investigating the direct effect of the podcasting on students' oral
performance and speaking anxiety. For the purpose of the study, the following three
research questions were addressed:

1. Does the use of podcast result in a significant difference in oral
performance of EFL students who create podcasts and those who do not create
podcasts?

2- Does the use of podcast result in a significant difference in speaking
anxiety of EFL students who create podcasts and those who do not create podcasts?

3- What is the relationship between speaking anxiety and oral performance?

4- What are ELT students’ perceptions of using podcasts?

Mixed methods data collection was used for triangulation purposes to
investigate the research questions. According to Kelle (2001) triangulation is used
for three purposes: a) to achieve mutual validation of different methods that are
applied, b) to gain a more complete picture of a certain phenomenon and c) to bring
together quantitative and qualitative methods. In the present study, as quantitative
data collection tools, anxiety questionnaire and speaking proficiency test; and as a
qualitative data collection tool, interviews were used. They were described in detail
below.

3.1. Setting

The study took place in an Anatolian High School in Istanbul, Turkey at the

level of ninth grade classes. Ninth grade classes are the first year of high schools.

Students in Turkey have to take a national exam to study in an Anatolian High
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School. The students who do well in the exam can register for an Anatolian High
School according to their exam results.

Students in the ninth grade have six hours of English classes a week. The
English language level of the students in the subject school is usually at elementary
level. As a result of this, a course book at elementary level is followed in English
language classes. The focus of the lesson needs to be equal on all four skills as
required by the Ministry of Education.

3.2. Participants

The study started with all of the students in two 9™ grade classes- 56 students-
all of whom participated in the pre- anxiety questionnaire. The study continued with
a total of 30 students who got the highest levels of all the students in the pre-anxiety
questionnaire. 15 students from one class were chosen for the experimental group
and 15 students were chosen from the other class for the control group.

3.3. The Research Design

This study was conducted in the first term of 2010-2011 academic year
between October, 2010 and January, 2011.

The study had a quasi-experimental research design. There were two groups
in the study: the control and the experimental group. The control group followed the
course book and as for the speaking practice, they did the speaking activities in the
course book while the experimental group created podcasts in addition to following
the course book and doing the exercises there.

The first research question was investigated through a pre- and post-speaking
proficiency exam. The second question was investigated through a pre- and post-
foreign language class anxiety questionnaire and pre- and post- interviews. As for the

investigation of the third research question, oral performance post-test and anxiety
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post test were used. The fourth research question was investigated through
interviews.
3.4. Data Collection
The data came from 1) pre- and post- Foreign Language Class Anxiety
Questionnaire to investigate students’ level of anxiety 2) pre- and post- Speaking
Proficiency Exam 3) pre- and post- interviews about speaking anxiety and oral
performance 4) 3 interviews about podcasting throughout the procedure.

3.4.1. Foreign Language Class Anxiety Questionnaire

The questionnaire was adapted from Young (1990) (Appendix 1). The
original questionnaire asked students to agree or disagree with 24 items related to
general foreign language class anxiety and in-class activities. In this study, the
choices of agree and disagree were converted to 5-likert scale as Likert type scales
are typically used in instruments to measure foreign language anxiety (Woodrow,
2006).

The questionnaire was used both at the beginning and the end of the study. At
the beginning of the study, all of the students in both classes were given the
questionnaire. As only 30 of these students chosen for the rest of study, only those
students were given the questionnaire at the end of the study.

3.4.1.1. Pilot study

The items of the questionnaire were translated into Turkish in order to
prevent possible misunderstandings as the English language level of the students in
the study was assumed to be at elementary level (Appendix 2 for Turkish version).

The questionnaire in Turkish language was piloted in Yeditepe University (r= .81).
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3.4.2. TSE (Test of Spoken English)

TSE, Test of Spoken English, is a test to measure the ability of nonnative
speakers of English to communicate orally. “The TSE test yields a single holistic
score of communicative language ability reported on a scale of 20 to 60” (p.13).

A sample TSE test (2001) (Appendix 3) was used in this study to evaluate
students’ oral performances. The original test covers the functions given below:

1. Studying a map and answering some questions about it,

2. Looking at a sequence of pictures and telling the story that the pictures
show,

3. Discussing topics of general interest,

4. Describing information presented in a simple graph,

5. Presenting information from information from a revised schedule. (p.10)

However, only the first two language functions were covered in the oral
performance using the sample questions given in the sample test (p.34, 35) because
in the present study the students’ level of English was assumed to be elementary.

The TSE test was used both at the beginning and the end of the study to
evaluate the oral performances of the students who were chosen after the anxiety
questionnaire.

Students’ oral performances were evaluated using ‘TSE Rating Scale’
(Appendix 4) and ‘TSE and Speak Band Descriptor Chart’ (Appendix 5) by two
raters- the researcher of the present study and a colleague of hers.

3.4.3. Interviews

Interviews are essential method in qualitative research to collect precise,
relevant, and meaningful information to draw theories and identify patterns (Yin,

2003). Interviews about speaking anxiety and oral performance in the present study
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helped to identify and gain deeper understanding of how students felt and what they
thought about those two concerns of this study. Interviews about speaking anxiety
helped to validate the results of the Foreign Language Speaking Anxiety
Questionnaire. Interviews about podcasting helped to identify the students’
perceptions of podcasts; what advantages, benefits they had; what difficulties,
challenges and limitations the students faced; thus construct an understanding of
what made a podcast liked, preferred and benefitted by the students; whether there
has been any changes in students’ perceptions of podcasting.

Structured group interviews were used to investigate what students think
about foreign language speaking anxiety, their oral performances, and using podcasts
(Appendix 6). Interviews were used to a) triangulate the data gained from the
Foreign Language Class Anxiety Questionnaire and to provide further insights into
their perceptions about foreign language speaking anxiety and possible stressors; b)
investigate how students evaluate their oral performances c) collect data about their
perceptions of using podcasts.

Interviews to investigate what students thought about speaking anxiety and
oral performance were conducted at the beginning and at the end of the study. At the
beginning of the study, students were asked to evaluate their oral performances, and
express what they thought affected it, what would improve it, whether speaking is an
anxiety-provoking activity, if so what kind of in-class activities make them feel
anxious, and stressed; and what the anxiety-free in-class activities are. In addition to
these questions, in the post-interview, students were also asked to compare their oral
performances at the beginning and the end of the term, and express what they

thought affected it.
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Interviews to investigate students’ perceptions of using podcasts were used
three times during the podcasting procedure. Students were asked to evaluate the use
of podcasts: their effects on oral performance and speaking anxiety, the difficulties
and challenges they faced while creating a podcast, the advantages and benefits of
podcasts, and the topic of each podcast.

Interviews were audio recorded, transcribed and analyzed by two raters in
order to prevent rater- bias. Content analysis was used to establish patterns in the
data by grouping together closely related items.

3.5. Procedure

Students in two 9™ grade classes were given the anxiety pre-test in October,
2010. Students for the control and experimental groups were chosen according to the
results of the anxiety questionnaire. 15 students who got the highest anxiety levels in
each class were chosen for the study groups. Those students were later given the oral
performance pre-test and interviewed about what they thought about foreign
language speaking anxiety and their oral performances.

Students in the experimental group were provided with guidance on the use of
podcasts. In an introductory lesson in the computer lab in the school, the website
which was used in this study, www.podomatic.com, was introduced to the students.
The students created their personal accounts at Podomatic, they were shown how to
create a podcast, and use the website to upload the media and publish a podcast.

Although websites allow users to record the audio online, for the present
study students were made to record the audio using their personal devices, such as
computers, MP3 players, or mobile phones. Students were allowed to rehearse their
texts in order to help them feel confident, as suggested by Dudeney, G. and Hockly

(2007), and improve their skills through repetition, as suggested by Sze (2006). They
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were also allowed to use their notes while they were recording and re-record their
podcasts until they are satisfied with the work they had done as it was important for
them to be as accurate as possible (Dudeney, G. and Hockly, 2007).

During the first term (11 weeks) students followed the course book. The
course book consists of 10 units all of which consist of 7 lessons. 5 units were
covered in the first term. Every week students studied 2 or 3 of the lessons according
to the syllabus. In addition to this, students in the experimental group created a
podcast every week. The topic of the podcasts, which was on one of the speaking
exercises in the course book, was determined and given by the instructor.

During the term, students in the experimental group were interviewed about
the use of podcasts to identify their effects on anxiety and oral performance;
advantages, benefits, difficulties, challenges, and limitations.

At the end of the term all students were given the anxiety post-test, oral
performance post-test, and they were interviewed again. The anxiety levels of
students were evaluated through the questionnaire to determine the changes, if any,
in their anxiety levels. The TSE test was used to investigate the improvement, if any,
in their oral performances. They were interviewed to see how they felt and what they
thought about their speaking anxiety and oral performances.

3.6. Data Analysis

The first step of data analysis was to compute descriptive statistics for each
group in the study. The frequency, the central tendency (mean, median and mode),
and measures of variability (standard deviation, variance and range) were calculated.

The second step was to find out the results of the research questions.
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1- Does the use of podcast result in a significant difference in oral
performance of EFL students who create podcasts and those who do not create
podcasts?

‘TSE Rating Scale’ and ‘TSE and Speak Band Descriptor Chart’ were used to
evaluate students’ oral performances both at the beginning and end of the study.
Independent sample T-test was used to determine if there was a difference between
two groups.

2- Does the use of podcast result in a significant difference in speaking
anxiety of EFL students who create podcasts and those who do not create podcast?

Statistics was used to calculate the mean levels of anxiety. Independent
sample T-test was used to determine if there was a difference between two groups.

3- What is the relationship between speaking anxiety and oral performance?

Pearson's correlation was used to measure the degree and direction of linear
relationship between the two independent variables, podcast use and non-podcast
use, using the mean scores from oral performance post-test and anxiety post-test

4- What are ELT students’ perceptions of using podcasts?

Content analysis (Miles and Huberman, 1994) was used to establish the
patterns in the interviews.

The table below shows the data collection and data analysis methods used for

each research question.
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Table 3.1. The Data Collection and Data Analysis Methods Used for Each Research

Question

Research Question Data collection Data Analysis
Instrument

Does the use of podcast result in a TSE test TSE rating scale

significant difference in oral Interview TSE and Speak Band

performance of EFL students who Descriptor Chart

create podcasts and those who do
not create podcasts?

Independent samples
T-Test
Content analysis

Does the use of podcast result in a
significant difference in speaking
anxiety of EFL students who create
podcasts and those who do not
create podcasts?

Foreign language
anxiety questionnaire
Interview

Independent samples
T-Test
Content analysis

What is the relationship between
speaking anxiety and oral

Foreign language
anxiety questionnaire

Pearson’s
Correlation

performance? TSE test Content analysis
Interview
What are ELT students’ perceptions | Interview Content analysis

of using podcasts?
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CHAPTER IV
RESULTS
4.1. Introduction

This study was designed to address the direct effect of podcasting on students'
oral performance and speaking anxiety. For the purpose of the study, the following
three research questions were addressed:

1. Does the use of podcast result in a significant difference in oral
performance of EFL students who create podcasts and those who do not create
podcasts?

2- Does the use of podcast result in a significant difference in speaking
anxiety of EFL students who create podcasts and those who do not create podcasts?

3- What is the relationship between speaking anxiety and oral performance?

4- What are ELT students’ perceptions of using podcasts?

This chapter presents the results of the data gathered through a) pre- and post-
Foreign Language Class Anxiety Questionnaire to investigate students’ level of
anxiety b) pre- and post- Speaking Proficiency Exam c) pre- and post- interviews
about speaking anxiety and oral performance d) 3 interviews during the podcasting
procedure to gain further insight into students’ perceptions about podcasting. In the
following sections of this chapter, the results obtained from data analysis will be
presented and discussed.

4.2. Results related to Research Question 1

4.2.1. Results of TSE Test

Oral performances of the students were evaluated through the TSE test, which
reports scores on a scale of 20 to 60, both at the beginning and at the end of the

study.
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As seen from Table 4.1 and 4.2 below, at the beginning of the study, the

mean score for the experimental group was 21,33; and for the control group it was

25,33. At the end of the study, the mean score was 34 for the experimental group

whereas it was 27,33 for the control group. It may be concluded from the mean

levels that the increase in the oral performance was considerably higher for the

experimental group.

Table 4.1 Oral Performance Pre-Test

Groups N Mean Std. Deviation
Control Group 15 25,33 8,716
Experimental Group 15 21,33 7,083

Table 4.2 Oral Performance Post-Test

Groups N Mean Std. Deviation
Control Group 15 27,33 9,037
Experimental Group 15 34,00 6,036

4.2.2. Results of t-Test

As stated in the data analysis section, Independent sample T-test was used to

determine if there is a difference between two groups in terms of oral performance.

The results showed that students who used podcasts had higher oral performance

scores than the students who didn’t use podcast. In other words, it seems that getting

higher oral performance scores does depend on using podcasts or not.

Table 4.3 Oral Performance Independent Sample t-test

Levene’s Test
for Equality of
Variances t-test for Equality of Means
Sig. (2- Mean Std. Error
F Sig. t df tailed) | Difference | Difference
Equal 2,554 | ,121 -2,376 28 |,025 -6,667 2,806
variances
assumed
Equal -2,376 | 24,417 | ,026 -6,667 2,806
variances
not
assumed
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4.2.3. Results of the Interview on Oral Performance

4.2.3.1. Results of the Pre-Interview on Oral Performance

As stated in the data collection procedure section, interviews were used along
with the oral test to investigate how students evaluate their oral performances. The
interviews were analyzed by two raters using content analysis.

At the beginning of the study, students were asked to evaluate their oral
performances; express what they thought affected it and what would improve it.

Except for 2 students in the experimental group, who stated their oral
performance was ‘not very bad’, the students in the experimental group evaluated
their oral performances as ‘bad’ for some reasons. The most frequently stated
reasons were not having enough vocabulary to express themselves, being bad at
grammar, having difficulty expressing themselves in English and feeling stressed
when speaking English. The other reasons they gave were being bad at
pronunciation, and having difficulty making sentences.

In the control group, some students evaluated their oral performances with
negative words.1 student stated that his/her oral performance was ‘awful’, 3 students
stated that it was ‘bad’ and 3 students said it was ‘not good’. 3 students in the group
stated that it was at a ‘normal’ level and 3 other students said they could express
themselves using English. 2 students said that their oral performance was good.

When they were asked to express what they believed affected their oral
performances, students in the experimental group listed the following factors: doing
speaking exercises in the class, speaking English in the class, speaking English as
much and often as possible, class atmosphere, their desk mates, class activities such

as pair work and asking questions, knowing grammar and how to pronounce, feeling
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relaxed, having self-confidence, studying with a native teacher, and reading in
English a lot.

When they were asked to express what they believed affected their oral
performances, students in the control group listed the following factors: learning new
vocabulary, having a wide vocabulary, practicing speaking English, books they use
for English classes, teachers, the atmosphere they study, the class atmosphere, their
class mates, the class activities, studying with a native teacher, participating in the
lesson, revising the things they learnt, being talented in learning languages, teachers’
using English while teaching, listening to songs in English, speaking English one-to-
one, teachers’ treating mistakes as natural.

When they were asked what would improve their oral performance in and out
of classroom, the students in the experimental group listed the activities they
believed would improve their oral performance. The most frequent 2 ideas were
practicing English with tourists (stated by 6 students) and speaking English in the
class (stated by 5 students). Speaking activities and games in the class (stated by 3
students), one-to-one student teacher interaction in English (stated by 3 students) and
pair work (stated by 3 students) were other frequent answers. There were some other
activities each of which was stated once in the interview as an activity which would
improve their oral performance. These activities are: group work, practicing English
at home, doing homework, writing in English, having English-speaking friends on
the Internet, visiting chat-rooms where they can use English. 1 students stated that
the activities they are doing in the class are enough and useful.

For the control group students, the most frequently stated activities they
believed would improve their oral performance were talking to native speakers,

visiting touristic places and studying with a native teacher. Doing more speaking
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activities in the class, watching films in English with Turkish sub-titles and having a

wider vocabulary were other activities which were believed to improve their oral

performance and they were stated twice in the interview. Each of the following

activities were stated once as an activity which would improve their oral

performance; having extra English classes at the weekend, games, one-to-one

interaction in English, teachers’ speaking during class-time, the way teacher teaches,

teachers’ using question- answer technique, English contests, and using English to

communicate with people who can speak English.

Table 4.4 How Do the Students Evaluate Their Oral Performances? Pre-Interview for

the Experimental Group

Item (How Do the Students Evaluate Their Oral f %
Performances?)

‘Bad’ 13 86,66
‘Not very bad’ 2 13,33
Total (N=15) 15

Table 4.5 How Do the Students Evaluate Their Oral Performances? Pre-Interview for

the Control Group

Item (How Do the Students Evaluate Their Oral f %
Performances?)

‘Bad’ 3 20
‘Not good’. 3 20
‘At a “normal” level’ 3 20
‘I can express myself using English’ 3 20
‘Good’ 2 13,33
‘Awful’ 1 6,25
Total (N=15) 15

4.2.3.2. Results of the Post-Interview on Oral Performance

At the end of the study, students were interviewed and asked to evaluate their

oral performances; compare their performances at the beginning of the year- before

the study and at that time, i.e. after the study, and express what they thought affected

that difference.
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When they were asked to evaluate their oral performances, for the
experimental group the most frequent opinions were ‘I’m more self-confident and
more relaxed’ (by 4 students), ‘I can speak in a relaxed way and easily’ (by 4
students), and ‘It’s better’ (by 3 students). The opinions which were repeated twice
by the students were “It’s improved’, ‘Faster’, ‘I can express myself’, and ‘Much
better’. Each of the following opinions was expressed once in the group: ‘not very
good’, ‘might be better, my vocabulary is insufficient’, ‘I can make more accurate
sentences and speak more fluently’, ‘I can make more meaningful sentences’, ‘I can
watch films in English without subtitles easily’.

In the control group, 3 students evaluated their oral performances as ‘Not
good’ and that was the most frequent statement in the group. The statements that
were repeated twice were: ‘Not fluent’, ‘Not very fluent’, ‘I can express myself’, and
‘better’. Each of the following opinions was expressed once in the group: ‘Not very
good’, ‘I have difficulty’, ‘I have difficulty in grammar’, ‘Normal’ ‘When I speak,
the things I know don’t come to my mind’, ‘Neither good nor bad’, ‘The same as it
was at the beginning of the year’, and ‘Good’.

As the second question, students were asked to compare their performances at
the beginning of the year- before the study and at that time- after the study. In the
experimental group, all of the students defined their oral performance using positive
expressions. The most frequent opinions were ‘I can express myself better’, ‘It’s
more fluent now’ and ‘It’s better’. One of students who described their oral
performance as ‘better’ stated that it is thanks to the use of podcasts. The opinions ‘I
can understand better’ and ‘I couldn’t talk then, but now I can speak’ are expressed
three times in the group. The difference was described with the following ideas twice

in the group ‘I’m better at grammar’, “I’m better at pronunciation’, ‘I was shy, but
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now, I’'m not’, and ‘It was very bad, it’s good now’. The following statements were
used once ‘I have wider vocabulary’, ‘It was bad, now it’s good’, ‘I know more
collocations and make less mistakes’, ‘I can speak more clearly’ and ‘It’s much
better know’. One student in the group said that he/she is more relaxed and self-
confident while speaking and stated that this is owing to the use of podcasts.

In the control group, students described the difference between their
performances at the beginning of the year- before the study and at that time- after the
study using both positive and negative expressions. 1 student in the group stated that
there was no difference; 4 students stated that there wasn’t much difference; 1
student stated that he/she still had difficulty in vocabulary; another student said he/
she felt excited in the class. 3 students stated that they became better at vocabulary. 6
students stated that their oral performance got better. 1 student said that he/ she could
express himself/ herself and understand better.

As the last question in the interview, students were asked to express what
they thought affected that difference between their performances at the beginning of
the year- before the study and at the time of the interview- after the study.

In the experimental group, for 12 students the factor they believed to affect
the difference was the use of podcasts. The second factor affecting the difference was
using English in the class and this was repeated 7 times in the group. Doing
homework and reading storybooks were believed to affect the difference and they
were mentioned twice in the group. There were a number of other factors, which
were mentioned once in the group, students believed affected the difference. Some of
these factors were about the teacher: teacher’s way of teaching, teacher’s way of
teaching in a very effective way, teacher’s speaking English in the class, teacher’s

having student-teacher dialogues in the class, studying with a native teacher in the
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weekend classes. Some other factors were about students’ selves. Being more self-
disciplined and motivated, feeling more self- confident in the class, and having wider
vocabulary. The other factors mentioned were the physical conditions around the
school and the class atmosphere.

For the control group, the factor which was mentioned most was ‘vocabulary’
and that was believed to affect the difference by 4 students in the group. The
activities done in the class and the teacher were believed to be affecting the
difference by three students. The book used in the class, the structures which were
learnt, speaking and practicing English in the class and the physical conditions
around the school were the factors which were believed to affect the difference and
these ideas were mentioned twice in the group. There were some other factors which
were stated once in the group. They may be grouped as the factors about students’
selves: motivation, effort, spending more time on English, watching films in English;
the factors related to the teacher: teacher-student dialogue, the way the teacher
teaches, and studying with a native teacher in the weekend classes; the factors about
class activities and materials: listening, speaking activities, and audio materials. One
student in the control group stated that there wasn’t much difference between his/ her
performance at the beginning of the year- before the study and at the time of the

interview- after the study.
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Table 4.6 How Do the Students Evaluate Their Oral Performances? Post-Interview

for the Experimental Group

Item (How Do the Students Evaluate Their Oral f %
Performances?

‘I’m more self-confident and more relaxed’ 4 16,66
‘I can speak in a relaxed way and easily’ 4 16,66
‘It’s better’ 3 12,50
‘It’s improved’ 2 8,33
‘Faster’ 2 8,33
‘I can express myself’ 2 8,33
‘Much better’ 2 8,33
‘Not very good’ 1 4,16
‘Might be better, my vocabulary is insufficient’ 1 4,16
‘I can make more accurate sentences and speak more 1 4,16
fluently’

‘I can make more meaningful sentences’ 4,16
‘I can watch films in English without subtitles easily’ 4,16
Total (N=15) 24

Table 4.7 How Do the Students Evaluate Their Oral Performances? Post-Interview

for the Control Group

Item (How Do the Students Evaluate Their Oral f %
Performances?

‘Not good’ 3 15
‘Not fluent’ 2 10
‘Not very fluent’ 2 10
‘I can express myself’ 2 10
‘Better’ 2 10
‘Not very good’ 2 10
‘I have difficulty’ 1 5
‘I have difficulty in grammar’ 1 5
‘Normal’ 1 5
‘When I speak, the things I know don’t come to my mind’ 1 5
‘Neither good nor bad’ 1 5
‘The same as it was at the beginning of the year’ 1 5
‘Good’ 1 5
Total (N=15) 20
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Table 4.8 How Do the Students Compare Their Oral Performances at the Beginning

and at the End of the Term? Results for the Experimental Group

Item (How Do the Students Compare Their Oral f %
Performances at the Beginning and at the End of the

Term?)

‘I can express myself better’ 4 14,28
‘It’s more fluent now’ 4 14,28
‘It’s better’ 4 14,28
‘I can understand better’ 3 10,71
‘I couldn’t talk then, but now I can speak’ 3 10,71
‘I’m better at grammar’ 1 3,57
‘I’m better at pronunciation’ 1 3,57
‘I was shy, but now, I’'m not’ 1 3,57
‘It was very bad, it’s good now’ 1 3,57
‘I have wider vocabulary’ 1 3,57
‘It was bad, now it’s good’ 1 3,57
‘I know more collocations and make less mistakes’ 1 3,57
‘I can speak more clearly’ 1 3,57
‘It’s much better know’ 1 3,57
‘I’'m more relaxed and self-confident while speaking and 1 3,57
this is owing to the use of podcasts’

Total (N=15) 28

Table 4.9 How Do the Students Compare Their Oral Performances at the Beginning

and at the End of the Term? Results for the Control Group

Item (How Do the Students Compare Their Oral f %
Performances at the Beginning and at the End of the

Term?)

‘My oral performance got better’ 6 35,29
‘There wasn’t much difference’ 4 13,52
‘I became better at vocabulary’ 3 17,64
‘I still have difficulty in vocabulary’ 1 5,88
‘I feel excited in the class’ 1 5,88
‘I can express myself and understand better’ 1 5,88
‘There is no difference’ 1 5,88
Total (N=15) 17
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4.3. Results Related to Research Question 2

4.3.1. Results of the Anxiety Questionnaire

The anxiety levels of the students were evaluated using the questionnaire
which was adapted from Young (1990). Statistics was used to calculate the mean
levels of anxiety.

As shown in Table 4.4 and 4.5 below, at the beginning of the study, the mean
score of the anxiety levels was 3,77 for the experimental group and 3,46 for the
control group. At the end of the study, the mean score of the anxiety level was 2,81
for the experimental group and 3,34 for the control group.

Table 4.10 Anxiety Pre-Test

Groups N Mean Std. Deviation
Control Group 15 3,4666 | ,15750
Experimental Group 15 3,7750 | ,23890

Table 4.11 Anxiety Post-Test

Groups N Mean Std. Deviation
Control Group 15 3,34721,16790
Experimental Group 15 2,8111 ],24032

As can be seen from the tables, at the beginning of the study, the anxiety level
of the students in the experimental group was higher than the anxiety level of the
students in the control group. However, at the end of the study, the anxiety level of
the students in the experimental group was lower than the anxiety level of the
students in the control group. As can be seen in the mean score of anxiety for groups,
it may be concluded that foreign language speaking anxiety of the students in the
experimental group decreased more than it did for the students in the control group.

It may also be stated that although the anxiety level of the students in the control
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group didn’t change much, students in the experimental group were far less anxious
at the end of the study than they were at the beginning.

4.3.2. Results of the Interview on Anxiety - Question 1

As stated in the ‘data collection’ section, interviews were used along with the
anxiety questionnaire to identify and gain deeper understanding of how students felt
and what they thought about the concerns of this study, and to validate the results of
the Foreign Language Speaking Anxiety Questionnaire. In the data analysis
procedure, content analysis was used to establish patterns in the data.

As the first question in the interview, students were asked if speaking is an
anxiety-provoking activity.

Analysis of the interviews made at the beginning of the study- pre-interviews-
showed that, 1 student in the experimental group was very anxious; 5 students were
anxious; 1 student was a little anxious; 2 students were sometimes anxious. 4
students said that they were not anxious as long as some conditions were provided
for not feeling anxious, e.g. as long as their friends were not correcting them, as long
as they felt comfortable. In other words their being not anxious depended on some
conditions. 2 students in the group said that they were not anxious.

In the control group, none of the students stated that they were anxious. 5
students stated that they were a little anxious. 1 student said that he/ she was not
anxious as long as some conditions were provided for not feeling anxious, e.g. as
long as they could speak, as long as they understood and knew the answer. 9 students
in the group stated that they were not anxious.

Analysis of the interviews made at the end of the study- post-interviews-
showed that, 1 student in the experimental group was anxious, 1 student was not

usually anxious. 4 students said that they were not anxious but also added some
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conditions for not feeling anxious. 6 students in the group said that they were not
anxious. 3 students said that they were not anxious at all.

In the control group, 1 student was very anxious, 1 student was usually
anxious and | student was sometimes anxious. 2 students said that they were not
anxious as long as some conditions were provided for not feeling anxious. 8 students
in the group said that they were not anxious. 2 students said that they were not
anxious at all.

When students’ statements in the pre- and post interviews were considered, it
may be seen that in the experimental group, the number of students who felt anxious
in the English classes decreased from 6 to 1, including the answers ‘yes’ and ‘yes, a
lot” and excluding ‘sometimes’ and ‘a little’, whereas the ones who didn’t feel
anxious increased from 2 to 9, excluding the students who mentioned some reasons
for not being anxious. In the control group, students who didn’t feel anxious in the
English classes increased from 9 to 10, including the answers ‘no’ and ‘no, not at all’
and excluding the students who mentioned some reasons for not being anxious. It’s
remarkable that although none of the students in the control group stated that he/ she
was anxious in the pre- interviews- 5 students stated they were a little anxious-, in
the post- interviews 1 student stated that he/ she was very anxious, 1 student was
usually anxious and 1 student was sometimes anxious.

Table 4.12 Is Speaking Anxiety Provoking? Pre-Interview for the Experimental

Group
Item (Is Speaking Anxiety Provoking?) f %
‘Anxious’ (always, sometimes, little) 9 60
‘It depends’ 4 26,66
‘Not anxious’ 2 13,33
Total (N=15) 15
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Table 4.13 Is Speaking Anxiety Provoking? Pre-Interview for the Control Group

Item (Is Speaking Anxiety Provoking?) f %
‘Not anxious’ 9 60
‘Little’ 5 33,33
‘It depends’ 1 6,66
Total (N=15) 15

Table 4.14 Is Speaking Anxiety Provoking? Post-Interview for the Experimental

Group

Item (Is Speaking Anxiety Provoking?) f %
‘Not anxious’ 6 40
‘No but ... 4 26,66
‘Not anxious at all’ 3 20
‘Anxious’ 1 6,66
‘Not usually’ 1 6,66
Total (N=15) 15

Table 4.15 Is Speaking Anxiety Provoking? Post-Interview for the Control Group

Item (Is Speaking Anxiety Provoking?) f %
‘Not anxious’ 8 53,33
‘Anxious’ (very, usually, sometimes) 3 20
‘Not anxious at all’ 2 13,33
‘It depends’ 2 13,33
Total (N=15) 15

4.3.3. Comparing the Results of the Anxiety Questionnaire and the Interview on

Anxiety- Question 1

When students’ answers in the interviews were considered along with the
anxiety questionnaire results, it may be stated that the interviews validated high
anxiety level at the beginning of the study and the decreasing anxiety level of the
students in the experimental group. In other words, high anxiety level at the
beginning of the study and the decrease in students’ anxiety can be seen from the
results of both the questionnaire and the interviews. For the control group, the slight
decrease in the anxiety level of the students was parallel to the slight increase in the

number of students who were not anxious.
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The results of the pre-anxiety questionnaire was parallel with the results of
the pre-interviews for the reason that the anxiety level for the experimental group
was higher than the anxiety level for the control group, and the number of students in
the experimental group who stated that they were not anxious was lower then those
in the control group.

Post-anxiety level of the experimental group was consistent with the number
of students who stated that they were not anxious in the post-interviews for the
reason that the post-anxiety level of the group decreased and the number of students
who stated they were not anxious increased. However, in the control group, the post-
anxiety level decreased by a small amount (from 3,46 to 3,34). The number of
students who reported being not anxious changed from 9 to 10, and there were
students reporting being ‘anxious’ and ‘usually anxious’ in the post-interviews
although there weren’t such answers in the pre-interviews.

This may be interpreted from two different aspects. From one aspect this
showed a parallelism between the pre- and post- results of the control group as post-
results validated each other and showed that the anxiety of the students didn’t change
much at the end of the study. From another aspect this may show the difference
between the self-awareness of the students in the experimental group and the control
group. This is because, students in the control group reported not being anxious
despite their anxiety level whereas students in the experimental group reported being
not anxious in parallel with their anxiety levels. The reason for the higher self-
awareness of the students in the experimental group than the students in the control
group may be a result of their self-evaluating themselves during the podcasting

procedure as they were asked to do so in the interviews.
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4.3.4. Results of the t-Test

Independent sample T-test was used to determine if there is a difference
between two groups. The result showed that students who used podcasts have lower
speaking anxiety levels than the students who didn’t use podcast. In other words, it
seems that getting low speaking anxiety level does depend on using podcasts or not.

Table 4.16 Anxiety Level Independent Samples t-Test

Levene’s
Test
for Equality t-test for Equality of Means
of Variances
Sig. (2- Mean Std. Error
F Sig. t df tailed) | Difference | Difference
Equal , 767 | ,389 7,083 28 | ,000 ,53611 ,07569
variances
assumed
Equal 7,083 | 25,038 | ,000 ,53611 ,07569
variances
not assumed

4.3.5. Results of the Interview on Anxiety

As stated earlier in this study, interviews were used to provide further insights
into students’ perceptions about foreign language speaking anxiety and possible
stressors besides the purpose of triangulating the data gained from anxiety
questionnaire. In the pre- and post- interviews students were asked some more
questions about speaking anxiety.

The students were asked what kind of in-class activities make them feel
anxious, and stressed; what the anxiety-free in-class activities are; whether speaking
in the foreign language is anxiety-provoking out of class.

Students were asked what type of activities made speaking in the class
stressing and anxiety-provoking. Students in the both group listed some activities and

some other factors which they thought might trigger anxiety and stress in the class.
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The students in the experimental group faced anxiety and stress mostly when
others made fun of them on making a mistake and when they were asked questions
suddenly. These two ideas were shared by 4 students in the group. The students in
this group mentioned some other stressing and anxiety-provoking activities each of
which was mentioned once in the interview. These were listening exercises, activities
based on comprehension, vocabulary activities and exercises, answering questions in
English, being corrected when making a mistake, and everybody’s talking at the
same time. One of the students stated that it would be stressing if they were asked to
stand in front of the class to answer a question. Another student said that he/ she
never felt anxious in the class.

Students in the experimental group were asked what in-class activities made
them feel relaxed and comfortable when speaking English. Students not only named
some activities but also described some situations and behaviors which made them
feel so. The answers of the students in this group may be grouped under some
headings as following: type of activity: pair work, asking questions, reading out
dialogues, activities based on general knowledge, teacher- student dialogue, fun
activities; motivation: teacher’s and friends’ motivating the student who was talking,
answering a question willingly -not because they were asked to- ; class atmosphere:
everybody’s listening to the lesson, silence in the classroom; self-confidence: being
sure of their answer, knowing about the subject they were talking about, feeling
confident because/ when no one was looking at them.

In the post interview, for the question on what in-class activities made them
feel anxious and stressed, the answers of the students in the experimental group
didn’t change much. For those students, the anxiety and stress occurred mostly when

others made fun of them or laughed at them on making a mistake. However, being
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asked questions suddenly was not as stressing as it was before for the fact that it was
stressing for 4 students in the pre-interview but for 1 student in the post-interview.
All of the other factors which were stated as stressing and anxiety- provoking in the
pre- interview stayed the same in the post-interview. There was one new activity
which was said to be stressing and that was ‘talking to someone with a higher
English level.’

Students were asked what in-class activities made them feel relaxed and
comfortable when speaking English. Some of the answers of the students in the
experimental group were the same as their answers in the pre-interview whereas
some others were not mentioned in the post-interviews. Students named the same
types of speaking activities as relaxing but they added two new types - creating
dialogues and speaking activities based on interpreting and commenting. As in the
pre-interview, students not only gave the names of the activities but also described
some situations and behaviors which led them feel relaxed and comfortable. They
mentioned the same situations for being self-confident. However, they changed some
situations for being motivated and didn’t mention the effect of friends’ motivating
them. Answering a question willingly was not as important as it was in the pre-
interview. The class atmosphere in which they do the speaking activities was not
mentioned in the post-interview.

Analysis of the pre-interview revealed that for the students in the control
group, speaking led anxiety mostly when they felt not able to do something e.g.
being not able to make sentences, not knowing the answer, not understanding the
question or the subject others were talking about, not understanding what they were
asked to do, being asked a question when they knew they couldn’t give an answer. 3

students in this group also found being graded, i.e. oral exams, anxiety-provoking.
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For 3 other students in the group, there weren’t any activities that caused anxiety or
stress.

In the pre-interview, the students in the control group defined the following
in-class activities as relaxing ones: games, songs, competitions, activities in the
student’s book, making dialogues with friends. For the students in this group,
simplicity of the English being used and familiarity of the subject were relaxing
elements in the class. They said that talking on a subject they are familiar with using
simple structures and other’s talking slowly using a clear English made them feel
relaxed. Students in this group stated that they felt comfortable if they answered a
question or talked about something when they wanted to- not when they were asked
to. They also stated that they felt relaxed and comfortable when the teacher provided
a relaxing class atmosphere, no one laughed at them, and the teacher and friends
accepted the mistakes as something normal. 1 student in the group said that he/ she
usually felt relaxed and comfortable in the class.

For the students in the control group, as in the pre-interview, feeling not able
to do something caused anxiety in the class. Students stated that they felt anxious and
stressed when they were to talk about something which they didn’t know much or
anything about or didn’t study. They said they felt anxious if the teacher asked them
questions suddenly when they were not volunteering, especially when the teacher
knew they wouldn’t be able to answer.

Students in this group, as in the pre-interview, found being graded anxiety
provoking. They also found the following situations and behaviors stressing: talking
in front of others, being laughed at, being judged by friends, being forced to speak

and teacher’s being strict in the class.
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Students in the control group felt themselves relaxed and comfortable in

group works and if they participated the lesson only when they wanted. They felt

relaxed when they were not forced to speak and when the class atmosphere was

relaxing, quiet and not tense. Students listed the following situations as relaxing:

subject’s being taught more slowly and in a simpler way, being corrected after they

finished their sentences, when everyone around is at their English level.

4.4. Results related to Research Question 3

4.4.1. Results of the Pearson's Correlation

Pearson's correlation was used to measure the degree and direction of linear

relationship between the two independent variables, podcast use and non-podcast

use, using the mean scores from oral performance post-test and anxiety post-test.

Pearson correlation test was used because there is normal distribution across

the data. The result showed that there is a negative relationship between the

participants’ oral performances and speaking anxiety which indicates that while the

anxiety of the participants increases, their oral performances decrease. (1= ,46;

p<,05)

Table 4.17 Pearson Correlations

Anxiety Level Oral Performance
Anxiety Level Pearson Correlation 1 -,466**
Sig. (2-tailed) ,010
N 30 30
Oral Performance Pearson Correlation -, 466** 1
Sig. (2-tailed) ,010
N 30 30

4.4.2. Results of the Interview

As stated in the ‘data collection’ section, interviews were used in addition to

the anxiety questionnaires and oral proficiency tests to gain deeper understanding of
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the aspects of the present study, and to triangulate the results of quantitative data, i.e.
anxiety questionnaires and oral proficiency tests.

Students in the experimental group mostly evaluated their oral performance
as ‘good’ and ‘effective’. They described their oral performance as ‘better’, ‘much
better’ or ‘improved’ and they stated that they could ‘speak easily’, ‘make more
meaningful sentences’ and ‘express’ themselves. Content analysis of the post
interview showed that students in the experimental group used positive statements to
describe their oral performance 22 times. Only twice in this group did the students
stated that it is ‘not good’ or ‘not sufficient’. One of the students said that his/her oral
performance ‘could have been much better’ as his/her ‘vocabulary is insufficient’.
One student in the group said that it was ‘not very good’.

For the experimental group, the analysis of the interview which investigated
how students evaluated their anxiety in the class revealed that 9 of the students in
this group stated that they were ‘not anxious’ or ‘not anxious at all’. 4 students stated
that they were ‘not anxious if some conditions were provided.” 1 student said he/she
was ‘not usually anxious’. Only 1 student stated that he/she was ‘anxious’.

The analysis of the post interviews of the students in the experimental group
showed that the anxiety among the students was low whereas the oral performance,
i.e. students’ perceptions about their oral performances, of the students was high.

Based on the triangulation of the quantitative and qualitative data, it can be
concluded for the experimental group, i.e. podcast users, that there was a negative
correlation between participants’ oral performance and speaking anxiety. In other
words, oral performance increased while anxiety decreased.

In the post interview, students in the control group mostly evaluated their oral

performance as ‘not good’ or ‘not sufficient’. They described their oral performance
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using statements like ‘not good’, ‘not fluent’ and ‘I have difficult in ...". Content
analysis showed that the students in this group used such negative statements 13
times in the interview. However, the number of positive statements was not higher
than 6 times. 2 of the students said that their performance was ‘better’ and 2 others
stated that they ‘could express themselves’. 1 student said it was ‘good’ and another
student said that it was ‘normal’.

The analysis of the post interview investigating students’ self-evaluating their
speaking anxiety showed that 10 students in this group described themselves as ‘not
anxious’ or ‘not anxious at all’. The rest of the students stated that they found
themselves anxious in the class and described how anxious they were. 1 student said
he/she was ‘very anxious’, another student was ‘usually anxious’, and another one
said he/she was ‘sometimes anxious’. 2 students said that they were ‘not anxious as
long as some conditions were provided’.

The analysis of the post interviews of the students in the control group
showed that although 10 out of 15 students described themselves as ‘not anxious’ or
‘not anxious at all’, 13 out of 19 items which were found in the content analysis
referred to how students in the group found their oral performance ‘not good’ or ‘not
sufficient’. In other words, although most of the students in this group believed they
were not anxious, they did not believe their oral performance was ‘good’ or
‘sufficient’, which showed that contrary to the experimental group, in the control
group oral performance didn’t increase while anxiety decreased. It can be concluded
that the post-interviews of the control group didn’t validate the negative correlation
calculated by Pearson Correlation.

However, as explained in the analysis of the first research question, oral

performance test results of the students in the control group were parallel to their
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self-evaluating their oral performance, as they were for the experimental group. This
1s because, the mean of their oral test results increased from 25 to 27- from the
beginning of the study to the end of it- and when they were asked to evaluate their
oral performance, they stated that ‘it is not better/ good enough/ sufficient’. The
mean of the oral test results of the experimental group increased from 21 to 34, and
when they were asked to evaluate themselves, except 2 students, they believed their
performance was ‘good/ sufficient/ better than before’.

The fact that the qualitative data validated the quantitative data for the
experimental group but not for the control group may be explained with, as
mentioned before in the analysis of the research question 2, the higher level of self-
awareness of the students in the experimental group. As stated in ‘the data collection
method’ section of the study, students in the experimental group were interviewed
about podcasts and they were asked to give their opinions about how podcasts
affected their oral performance and speaking anxiety. As a result, students in this
group monitored their speaking anxiety and oral performance and therefore they
were more aware of the changes and direction of their anxiety level and oral
performance.

4.5. Results Related to Research Question 4

As stated in the ‘data collection’ section, students in the experimental group
were interviewed about podcasting in order to identify the students’ perceptions of
podcasts; the advantages and benefits they had; the difficulties, challenges and
limitations they faced; thus, in order to clarify what made a podcast liked, preferred
and benefitted by the students; and to see if the students’ perceptions of podcasting

has changed.
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4.5.1. Results of the Pre-Interview (The First Interview) on Podcasts

The first interview, which was analyzed below, was held after the students
created four podcasts. They were asked to evaluate the effect of podcasting in
general terms on their English speaking proficiency; stress and anxiety they had in
English classes and the difficulties they faced during the procedure. They were also
asked to evaluate each of the four podcasts they had done until that time, which will
be analyzed later in this chapter.

4.5.1.1. The Effect of Podcasting on Oral Performance

When the students were asked to evaluate the effect of podcasting on their
English speaking proficiency, the most frequent idea (shared by 5 students) was that
podcasting helped them improve their pronunciation.

“I pronounce the words better and I can make grammatically correct
sentences.” Sena

“My pronunciation has improved.” Serhat

4 of the students said that podcasts made them feel more self-confident when
speaking, thus helped them improve their English speaking.

“It has a positive impact. Before this, I used to be shier. After podcasts, I
realized that there was no need to worry.” Nalan

“It affected in a positive way, without doubt. I feel myself relaxed and
comfortable when I speak English.” Mete

3 students stated that podcasts helped them improve their speaking.

“As I do it at home, I try harder to make my English better, and it has worked.
It’s fun.” Dila

“Of course, it helped me improve my English because it gives the feeling that

I should work on the defects in my English. So I did work on them.” Emre
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4.5.1.2. The Effect of Podcasting on Stress and Anxiety

As the second question in the interview, students were asked to evaluate the
effects of podcasting on stress and anxiety when speaking English. In their answers,
students evaluated both the effects of podcasts on their previous stress and anxiety
and the stress and anxiety podcasts created, if they did. The general idea was that
podcasting didn’t give them any stress as they created podcasts at home in a
comfortable and quiet place.

“As podcasts are created and recorded at home, they aren't giving me any
stress.” Dila

“They didn’t cause any stress or anxiety as I recorded them easily in a relaxed
atmosphere at home.” Hakan

For some students, working on a clear topic, preparing the text before
recording, and having the chance to record it again helped not feel stressed.

“1 can record them a few times so I have no anxiety or stress.” Yigit

Some students said that when they first started podcasting, they felt a little
worried.

“At first, I felt worried that I might not express what [ wanted to say, but now
I have overcome that feeling.” Ipek

“When I first listened to my voice, I thought it sounded bad so I felt a little
stressed. Then, that feeling disappeared.” Emre

Students stated that podcasting has a positive impact on decreasing anxiety
and stress on speaking English.

“It has a positive impact. When I record, I’m alone so I don’t feel anxious. As
I record my voice regularly, speaking English has become something natural. I feel

less anxious.” Nalan
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“It is decreasing my stress. I don’t feel anxious.” Turgay

4.5.1.3. The Difficulties the Students Faced While Podcasting

Students were also asked what difficulties they faced while they were
creating podcasts. 6 students said that they had difficulty uploading the recordings to
the websites. 3 students had some difficulty in pronunciation. For 2 students,
expressing themselves clearly was difficult. 4 students said that they didn’t have any
difficulties.

4.5.2. Results of the Post-interview (The Last Interview) on Podcasting

The last interview was held at the end of the study. Students were asked to
evaluate the effect of podcasting on their English speaking proficiency, and stress
and anxiety they had in English classes, which will be analyzed below. They were
also asked to evaluate each of the three podcasts which hadn’t been evaluated until
that time. Evaluation of each podcast will be analyzed later in this chapter.

The aim of the last interview was to understand students’ perceptions about
podcasting at the end of the study and to have the necessary data to compare
students’ perceptions of podcasting at the beginning and end of the study.

4.5.2.1. The Effects of Podcasting on Oral Performance

When students were asked to evaluate the effect of podcasting on their
English speaking proficiency, all of the students said it had a positive impact on their
proficiency and helped them improve their English speaking proficiency. The ideas
were mainly about the effects of podcasting on pronunciation, stress and intonation;
vocabulary- words and collocations; stress, anxiety and shyness; and practicing,
revising and correcting mistakes.

Students said that podcasting helped them improve their language abilities;

provided opportunities to recycle and revise the structures studied in the class; gave a

66



chance to practice them out of classroom; and correct their errors and defects in
English.

“When I create a podcast, I revise the things in the classroom. When I’'m
getting ready to record a podcast, I notice some mistakes I made so I focus on those
structures. Then, I correct them for the podcast.” Dila

“Podcasts helped us revise the things we have learnt, so I have understood
better.” Yigit

One of the students said that podcasts gave them the opportunity to do and
practice the things they couldn’t do in the class.

“I have the chance to talk about all the topics in podcasts. Sometimes, I don’t
feel like saying something in the class, but when I create a podcast, I have to talk
about it and revise the things in the classroom.” Ipek

One of the most frequent ideas in the interview was the effect of podcasting
on pronunciation. 6 students in the group said they became good at pronunciation at
the end of the study. Podcasts also helped them speak more fluently and led them pay
attention to intonation.

“Podcasts helped me speak more fluently and correct the things I
mispronounce.” Dilek

“When I record, I care about my pronunciation and intonation because I want
to sound natural.” Sena

“We can now speak more fluently and comfortably.” Ugur

“At the beginning I was trying to pronounce words correctly. Now, I believe |
can pronounce them better and I try to say them with a good intonation.” Nalan

Students stated that they got to have wider vocabulary and learnt collocations.
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“ While I'm recording a podcast, I try not to make mistakes. When I have a
mistake, I repeat what I said again and again to say it correctly. This makes me
memorize the words and collocations.” Dila

“I have learnt a lot of collocations. Some of them were in our book, so |
revised them. Some were new collocations, I found them in the dictionary while I
was preparing a podcast.” Mete

Another effect of podcasting, according to what students said, was that it
decreased students’ anxiety, stress, and shyness.

“I have overcome my shyness. I don’t feel afraid of making mistakes any
more.” Serhat

“When I recorded my first podcast, I had to re-record it five or six times.
When I recorded the last podcast, one time was enough. That’s because I didn’t have
difficulty in pronunciation or didn’t feel like I was making a mistake. I have
overcome speaking anxiety.” Emre

“I believe, the fright of speaking English is in the past now.” Serhat

Considering the fact that students mentioned anxiety, shyness and stress when
they were asked to evaluate the effect of podcasting on their English proficiencys, it
may be concluded that students associated anxiety, shyness and stress with English
speaking proficiency.

Besides these questions, students were also asked to evaluate each of the
three podcasts they created until that day, which will be mentioned later in this
chapter.

4.5.2.2. The Effect of Podcasting on Stress and Anxiety

When students were asked to evaluate the effect of podcasting on their

speaking anxiety, they all stated that podcasting decreased their speaking anxiety and
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stress. They evaluated the effects in terms of the foreign language speaking anxiety
and stress; self-confidence and shyness.

About the effect of podcasting on speaking anxiety, some of the students
stated that podcasting has suppressed the anxiety they had had before they were
introduced to podcasts.

‘Before podcasts, I was worried that I sometimes couldn’t express what |
thought in English. The stress-free atmosphere in which we created a podcast made
us feel comfortable when we speak in class every day.” Ipek

“I had been stressful and anxious before we started creating podcasts. Now, [
don’t feel as stressed as I was and I’'m more comfortable when speaking English.”
Sena

One of the students evaluated the effect of podcasting on stress and anxiety in
terms of the stress podcasting created.

“Home is quiet and it’s where I feel relaxed. So I didn’t feel stressed.
Podcasts don’t cause stress.” Dila

Two of the students said that they were anxious when they created the first
few podcasts, but they did not feel anxiety after that.

“I felt shy when I created first few podcasts, but now I feel less shy. Even,
sometimes, I don’t feel shy as I can speak better.” Dilek

Students stated that podcasts decreased the stress by a great degree day by
day or suppressed the stress totally.

“When you are preparing a podcast, usually there is no one around so this
makes you feel more relaxed than you feel in the class. This helps you gain self-

confidence and feel not stressed.” Mete
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“They helped us get rid of stress and anxiety totally. We have gained self-
confidence, so I don’t fell any pressure or anxiety on me.” Ugur

Most of the students pointed to the fact that podcasts made them get used to
speaking in English, thus made them not feel stressed or anxious.

“When I recorded my voice, I didn’t think about anyone because they were
not around. I didn’t feel stressed. I didn’t feel the excitement that I felt in the class.
Then, as a result I got used to it and now I can speak comfortably in the class.” Mert

“When I recorded a podcast, I didn’t feel stressed. I didn’t think about it. It’s
not as stressing as it is in the class. So, I have got used to it and now I don’t feel
stressed when I speak English in the class.” Turgay

“While I was creating a podcast, I tried to speak in the best way I could. I
didn’t think of the people who might listen to me. I believe, this has become a habit
for me.” Nalan

On the contrary to the idea above, i.e. not thinking of the possible listeners,
for another student the idea of keeping in mind that someone would listen to their
podcasts helped him overcome the stress and get used to speaking English.

“When I recorded a podcast, I knew people would listen to me. This led me
record them as I was really talking to someone. Because of this, I got used to the idea
and I don’t feel the pressure or stress any more.” Emre

According to the students, another effect of podcasts was that they decreased
the stress and fright of making mistakes.

“When I created a podcast, I knew somebody would listen to me so I tried not
to make mistakes and checked my work carefully. This helped me overcome the

anxiety of making mistakes.” Hakan
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4.5.3. Results of the Interviews Evaluating Each Podcast

Besides the first and last interviews investigating students’ perceptions of
effects of podcasts on speaking proficiency and stress and anxiety caused by
speaking, students were also interviewed to investigate their perceptions of each
podcast they created. They evaluated each podcast in terms of the difficulties they
faced, the benefits podcasts provided, and the topic of the podcasts. These interviews
were held three times during the study. The first part of these interviews was held
after they created four podcasts; the second part was after they created another four
podcasts; and the last part was at the end of the study.

4.5.3.1. Interviews Evaluating Each Podcast- 1

In the first of the three interviews, the students were asked to evaluate the
first four podcasts. The topics were ‘introducing your family’, ‘introducing a friend’,
introducing someone new at school” and ‘talking about likes/ dislikes’.

In this interview, the students mostly described what they did for those
podcasts.

“I described my family. It was easy.”

“I talked about my friend. It was fun.”

“I learnt how to introduce someone new.”

Especially for the first two podcasts students said that they had difficulty
recording podcasts and uploading them to the website. With the third podcast, most
of them said, they managed to record and upload them easily so they didn’t have
many problems related to recording and uploading.

Except from these, students pointed to some other difficulties, challenges, and

advantages they had.
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For the first podcast, the main ideas in the group were having difficulty in
pronunciation, feeling shy, and feeling that they would speak on the topic easily from
that time on.

About the second podcast, most of the students stated that they didn’t feel
much shy or uncomfortable.

For the third podcast, some of the students said that they realized the mistakes
they made and were able to correct them.

“I didn’t have any difficulties preparing it. I realized some mistakes in my
sentences and I corrected them.” Hakan

Some of them said that they started feeling less shy and more comfortable.

‘ I managed to stop feeling shy with this podcast.” Serhat

Evaluating the fourth podcast, most of the students said they found it easy to
talk about their likes/ dislikes and didn’t have any difficulties. Some of the students
said that their pronunciation was getting better.

“My pronunciation was better in this podcast than the previous ones. In each
podcast, I try to speak and pronounce better than in the previous ones. In this
podcast, I especially paid attention to this.” Nalan

“I believe, I can pronounce better now.” Sena

4.5.3.2. Interviews Evaluating Each Podcast- 2

The second part of interviews investigating students’ perceptions of each
podcast was held after they completed the eighth podcast. The aim of this interview
was to investigate students’ perception of the four podcasts they prepared since the
previous interview.

The topics of the podcasts were ‘talking about your hobbies’, ‘education in

Turkey’, ‘advantages / disadvantages of schools at home’, and ‘describing a picture’.
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Most of the students found the first podcast easy to prepare as they had
known the structures and had talked about their hobbies before. However, they said
that preparing the podcast made them sure about the structure and correctness of
their sentences.

“I had known how to talk about my hobbies before this podcast but with it, I
remembered and recycled the things I had known, and made sure of their
correctness.” Ipek

Some of the students said that ‘hobbies’ is a topic that they may need to talk
about in the future.

“We may use these structures while talking to someone in the future. We
practiced using them. It was useful.” Nur

Most of the students found the second podcast, ‘education in Turkey’,
difficult as they had to search information on the topic.

“It was a little difficult because I needed to search so I made some mistakes.”

Yigit

Only one student said that it was easy.

“It was easy as we were expected to talk about a subject we are familiar
with.” Nalan

Most of the students in the group said that this podcast helped them learn the
meanings and use of some words, expressions, and collocations.

“That was a podcast full of collocations. That was good because I need
collocations when I speak English.” Murat

“I tried hard to prepare it. I really focused on it. It made me learn the meaning
and pronunciation of many words and expressions. I hadn’t known the correct

pronunciation of “percent”, but I learnt it.” Ipek
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“I learnt how to use some expressions we studied in the book, like ‘at the age
of”.” Hakan

One of the students said that it helped memorize vocabulary.

“It was useful. It was difficult but fun. I memorized the words and
expressions which we studied in the book about the subject. When there were
questions on those words in the quiz, I was able to answer them easily.” Dila

Students also pointed to the effect of the podcast on pronunciation.

“It helped me learn the pronunciation of the words. I had to learn because I
needed to use them in the podcast.” Nur

“There were a lot of words which I didn’t know how to pronounce. I checked
them on the Internet and I recorded my podcast.” Kubra

For the third podcast, ‘schools at home’, some students said that it was a
difficult podcast as they found it hard to discuss on the topic.

“Although I searched on the topic, I couldn’t express many opinions about it.
It was difficult.” Dilek

“I found it hard to say something on the subject.” Dila

For some students thinking on the subject and sharing their ideas were useful
and fun.

“It was useful as we expressed our opinions. It was more than using fixed
expressions.” Nalan

“This was the most useful podcast to improve speaking because it was like [
was sharing my ideas with the listeners directly.” Murat

One of the students pointed to a benefit he gained thanks to the podcast.
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“I wasn’t at school when my friends studied this subject. So I didn’t learn the
vocabulary with them. If I hadn’t prepared this podcast, I wouldn’t have studied the
text and wouldn’t have learnt the vocabulary.” Emre

About the fourth podcast, ‘describing a picture’, students said that the topic
was easy and fun.

“It was very enjoyable. I really had fun preparing it.” Sena

“It was one of the easiest ones.” Kubra

Students said that with this podcast, they recycled the present continuous
tense and practiced describing a picture.

“It was useful for me. I had the opportunity to practice the present continuous
tense, clothes and describing a picture at the same time. As I needed to use
‘possessives’, it was chance to recycle previous structures, too.” Emre

“I recycled present continuous tense. I learnt how to describe people’s
physical appearance and clothes.” Yigit

4.5.3.3. Interviews Evaluating Each Podcast- 3

The last interview which aimed to investigate students’ perceptions of each
podcast was held at the end of the study. Since the last interview, students had
prepared three podcasts, the topics of which were ‘music festivals in Turkey’,
‘national parks in Turkey’, ‘describing animals’.

About the first podcast, some students said that they found it difficult to find
information about the music festivals whereas some of them found the topic
interesting and enjoyed looking for information about it.

“I had difficulty in research. It was easy to make sentences as I used the

structures we learnt in class.” Dilek
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“I enjoyed looking for information about the subject. I researched more about
it just for pleasure. I didn’t have any difficulties.” Serhat

The most frequent idea about this podcast was that it created an opportunity
for them practice using the expressions and collocations they learnt form the book.

“I had to use some expressions from the book. I learnt how to use them while
I was preparing the podcast.” Hakan

“I learnt how to use the verbs ‘take part’ and ‘last’.” Sena

“I gained information on the subject and I learnt words and expressions. I
understood how and when to use them.” Mete

Some students mentioned its effect on self-confidence and shyness.

‘With this podcast, I felt that I can talk about a topic and support my idea.
Podcasts gave me that confidence.” Hakan

I realized, I don’t stammer any more when I speak. I don’t feel shy any
more.” Turgay

For most students the second podcast, ‘national parks in Turkey’, was useful
for that thanks to it, they learnt about the national parks in Turkey.

“I gained a great deal of information on the subject.” Ipek

“It was challenging. I tried hard but learnt a lot about national parks and what
to do there.” Sena

Another frequent idea about this podcast was that it gave students a chance to
practice describing a place.

“We learnt and practiced how to describe a place efficiently.” Yigit

Students also found it useful as they recycled the vocabulary on the topic.
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“ There were some geographical terms in the book I needed to use. The
podcast was useful because it helped me keep them in my mind and understand how
to use them in sentences.” Emre

“I studied the directions and managed to memorize them.” Hakan

About the last podcast, ‘describing animals’, most of the students stated that
it was fun to create a podcast about animals. They enjoyed the research procedure
and talking about animals in English.

“It was really fun. I gained more knowledge about rabbits and I learnt the
word ‘tail’.” Sena

“I enjoyed it. I learnt new vocabulary.” Nalan

Students stated that it helped them recycle the vocabulary they knew. Besides
previous vocabulary, they learnt new vocabulary on the subject.

“It was fun. The structures I had learnt at school were very helpful. I learnt
new vocabulary and revised the previous ones.” Dilek

“It was a nice podcast. I learnt new vocabulary while describing the animal,
for example the verb ‘to bite’.” Hakan

For some students, the podcast was useful because they learnt the correct
pronunciation of the words and they managed to pronounce them well.

“I used to have problems pronouncing some words. Thanks to this podcast, I
can now say them correctly because I worked on them.” Ipek

“I learnt the correct pronunciation of the word ‘tiger’. I realized I used to
mispronounce it.” Hakan

In summary, the results of the present study found a relationship between
students’ oral performances and podcasting; a relationship between students’ anxiety

and podcasting; and a negative correlation between students’ anxiety and oral
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performance. The analysis of students’ perceptions showed that students found
podcasting useful for improving their oral performance and decreasing their language

anxiety. The present study also revealed some factors affecting language anxiety.
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CHAPTER V
CONCLUSION

This study examined the following four research questions:

1. Does the use of podcast result in a significant difference in oral
performance of EFL students who create podcasts and those who do not create
podcasts?

2- Does the use of podcast result in a significant difference in speaking
anxiety of EFL students who create podcasts and those who do not create podcasts?

3- What is the relationship between speaking anxiety and oral performance?

4- What are ELT students’ perceptions of using podcasts?

In relation to the first research question, students’ oral performances were
found to be related to the use of podcasts. In other words, the oral performances of
the students in the experimental group improved far more than those of the students
in the control group. It can be concluded that getting higher oral performance score
depends on using podcasts or not.

Validating the finding above, at the end of the study, while the students in the
experimental group evaluated their oral performance as good and sufficient, most of
the students in the control group said that their oral performance was not good,
sufficient, fluent, etc.

It is also important that most of the students in the experimental group (12 of
them) believed that the reason for the improvement in their oral performance was
podcasting.

As stated in the literature review chapter, the use of podcasts in education is
mostly limited to recording and broadcasting lectures, improving listening, and

pronunciation. However, there are some attempts to integrate podcasts into the
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curriculum to improve language skills including speaking and listening (Bird-Soto
and Rengel, 2009). As a result of this, it is not possible to compare the result of the
first question to studies examining the relationship between oral performance and
podcasting.

However, the results are parallel to what was said in previous studies on the
possible uses and benefits of podcasts. Sze (2006) claimed that through practice and
rehearsal, podcasts provide perfection. It can be said that through the practice during
podcasting, the students in the experimental group reached a higher, compared to the
students in the control group, level of oral performance.

When the students perceptions about podcasting taken into consideration,
their claim that with podcasting they could practice, recycle and as a result, use the
structures better confirmed above mentioned study of Sze (2006).

As for the second question, a negative relationship between podcasting and
speaking anxiety was found. That is to say, the students who used podcasts had lower
speaking anxiety than the students who didn’t.

Besides the result of t-test, the effect of podcasts on decreasing speaking
anxiety was also validated by the students’ perceptions of podcasts which were
examined in the interviews. In the interviews investigating how students believed
podcasts affected their speaking anxiety, the students stated that podcasts had a
positive impact to decrease it and helped them feel less or not anxious and more
comfortable. In that sense, the relationship between podcasting and speaking anxiety
corroborate with Gardner, Day and Maclntyre’s (1992) and Sze’s (2006) statements.
They proposed that podcasting reduces the anxiety caused by real-time interaction as

it involves performing ‘behind the scenes’ (Sze, 2006, p.122).
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The effect of podcasting, as an asynchronous CMC tool, on decreasing
speaking anxiety also confirmed Beauvois’s (1998), Warschauer’s (1996) and
Arnold’s (2007) claims that CMC decreases anxiety.

Although studies proposed the possible effect of podcasts on decreasing
anxiety, there haven’t been any studies so far which aimed to decrease speaking
anxiety through podcasting. Therefore, the results of podcasting on speaking anxiety
cannot be compared to the results of this study.

Related to the third question, this study revealed a negative correlation
between speaking anxiety and oral performance.

In the interviews, when the students were asked to evaluate their oral
performance and the factors affecting it, the students in the experimental group
related them with anxiety saying that their oral performance got better because they
didn’t feel anxious or stressed any more.

The fact that the students’ own statements about oral performance referred to
anxiety indicated the relationship between speaking anxiety and oral performance. In
that sense, the results of the third research question were parallel to the previous
studies which revealed that relationship (Lucas, 1984; Price, 1991; Phillips, 1992;
Woodrow, 2006).

As stated earlier, interviews were used in this study in order to validate the
results of quantitative data, i.e. the questionnaires and test scores, and gain deeper
understanding of the issues examined. One of these questions in the interviews
investigated the activities and situations which the students believed to be anxiety-
provoking. The analysis of the interviews revealed that some of the activities and
situations mentioned as anxiety provoking in this study confirmed the previous

studies. These are speaking in front of the class (Young, 1990; Koch and Terrell,

81



1991; Hurd, 2007), being called on by the teacher (Donley, 1997), and fear of being
judged by friends (Jean, 2003; Chan and Wu, 2004; Aragdo, 2011).

The interviews also asked the students to define what activities and situations
were anxiety-free. The following activities and situations were shared by this study
and previous studies; pair work (Koch and Terrell, 1991) and teacher’s attitude and
motivating students (Palacious, 1998; Aydin, 1999)

As for the fourth research question, interviews investigating the students’
perceptions of podcasts supported the potential and the present uses of podcasts. Two
of these, improving speaking through practice and rehearsal, and decreasing anxiety,
were mentioned above. The rest of them will be discussed here. About the effects of
podcasting on oral performance, the students stated that thanks to podcasts, they
improved their pronunciation and intonation. Podcasts gave the students the
opportunity to improve their listening, speaking, and pronunciation not by providing
them real or teacher-made podcasts which show them how to do it as proposed by
Bird-Soto and Rengel (2009) and Fox (2008) but through the students’ own attempt
to learn and improve pronunciation and intonation in order to sound natural and
correct in podcasts.

Students’ answers also showed that they paid more attention to accuracy,
context and fluency when they talked in podcasts since they said they knew that
someone would listen to them. This was parallel to Sze’s (2006) statement, which
refers to the effect of podcasts on accuracy resulting from students’ feeling that they
have a real audience.

Another effect of podcasting on oral performance, according to the students,
was its giving the students opportunity to recycle and learn new words and

collocations. The students said that in order to create a podcast on a subject studied
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in the class, they needed to revise them and this created a great reason and chance to
recycle them. The students also stated that they needed to learn new words and
collocations while creating podcasts, which they also found useful to expand their
vocabulary.

Students’ learning new words and collocations supported Arnold’s (2007)
claim that CMC increases students’ productivity. Although he claimed that the effect
can be provided by synchronous CMC, this study showed the effect of asynchronous
CMC on increasing students’ productivity.

When evaluating each podcast they created, some of the students found some
topics, such as expressing their ideas, more demanding but also more rewarding.

The students also said that podcasts were useful when they had been absent
from the class because in order to create the podcast, they had to check and learn the
subject.

These two ideas were parallel to the uses and features of podcasts proposed
by Dudeney, G. and Hockly (2007).

In conclusion, this study revealed the effect of podcasting on oral
performance and anxiety; supported the relationship between anxiety and
performance, and the perceptions of students about podcasts.

5.1. Implications

This study has several implications for researchers in education field and
teachers. First of all, the results revealed the effect of podcasting on speaking anxiety
and oral performance of the students. The effect was validated by the students’
perceptions which were investigated in the interviews. Thus, the present study

provided evidence for the potential future uses of podcasting. Therefore, based on the
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findings of this study, teachers should integrate podcasting into their classes and
investigate its effects.

Second, the present study contributed to the findings of the previous studies
which found a negative relationship between anxiety and performance. Furthermore,
it provided the idea of using a CMC tool for the digital native students to overcome
this negative relationship. It reached its aim and was able to prove the effectiveness
of the idea.

Finally, the present study, provided insights into the students’ perceptions of
speaking, anxiety provoking and anxiety-free components of language class, factors
affecting oral performance, podcasts, their effects on anxiety and performance, the
benefits of using podcasts, the difficulties the students faced when creating and
broadcasting them, the topics of the podcasts which were created during the study.

About speaking, the present study showed that it is an anxiety provoking skill
and confirmed previous studies. Additionally, it showed teachers what kind of in-
class activities and situations they must have or avoid in their teaching practices in
order to overcome speaking anxiety. Therefore, considering the negative effect of
anxiety on performance and the effectiveness of podcasting on it, the present study
underlined the importance of teachers’ and researcher’ conducting studies to
overcome anxiety and investigating the effect of podcasting on the anxiety of
different students in different context.

Related to podcasting, the findings of this study indicated positive attitudes
towards the use of podcasts. The findings also provided evidence of the effect of
podcasting on improving pronunciation and intonation; expanding vocabulary; and
increasing self-confidence and suppressing shyness as well as on the issues examined

in this study- i.e. speaking anxiety and oral performance.
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The present study also revealed the possibility and efficiency of using an
asynchronous CMC tool in the context the present study was conducted- Turkish
EFL students at high school level.

5.2. Limitations

It is necessary to mention some limitations in this study. First limitation is
that as the study examines the use of a technological device, the conditions in which
the students study and prepare podcasts, and the previous experience in Internet
based tools may differ in different contexts throughout the country.

Second limitation is the issue of generalizability since the number of the
participants was 30, the results of this study cannot be generalized.

The third limitation is that due to the conditions of the school where the study
was conducted, the teachers of the control and experience group were not the same,
which might have affected students’ perceptions about teacher attitudes in the class.

The fourth limitation is that although the students in the experimental group
created podcasts in addition to the speaking activities in the coursebook, the students
in the control group didn’t have such additional activities. The speaking activities
they did were limited to in-class activities, i.e. activities in the book and
supplementary activities provided by the teacher.

The fifth limitation is due to the oral performance test used in the study. The
students were given the same test before and after the study instead of another
version of the test used before the study.

Although the present study had the above-mentioned limitations, it provided

evidence and created a basis for further study.
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5.3. Recommendations for Further Research

Considering the negative effect of anxiety on performance and the
effectiveness of podcasting on it, teachers and researchers should conduct studies to
overcome anxiety and investigate the effect of podcasting on the anxiety of their
students in their context.

Teachers should investigate the use of podcasts, which proved its effect on
anxiety and performance, in their contexts. Further studies should be conducted on
the effect of podcasting on improving pronunciation and intonation; expanding
vocabulary; and increasing self-confidence and suppressing shyness, which students

said to be affected by podcasting positively.

86



REFERENCES

Abrams, Z. 1. (2003). The effect of synchronous and asynchronous CMC on  oral
performance in German. Modern Language Journal, 87(2), 157-167.

Abrams, Z. 1. (2008). Sociopragmatic features of learner-to-learner computer-
mediated communication. CALICO Journal, 26(1), 1-27.

AbuSeileek, A.F. (2012). The effect of computer-assisted cooperative learning
methods and group size on the EFL learners’ achievement in
communication skills. Computers & Education, 58, 231-239.

AbuSeileek, A.F., Qatawneh, K. (2013). Effects of synchronous and asynchronous
computer-mediated communication (CMC) oral conversations on English
language learners’ discourse functions Computers & Education, 62, 181—
190.

Adams, C. (2006). Geek’s guide to teaching in the modern age. Instructor, 115(7),
48-51.

Aida, Y. (1994). Examination of Horwitz, Horwitz, and Cope's construct of foreign
language anxiety: The case of students of Japanese. The Modern Language
Journal, 78(2), 155-168.

Althaus, S.L. (1997). Computer-mediated communication in the university
classroom: an experiment with on-line discussions. Communication
Education, 46. July, 158-174.

Araga’o, R. (2011). Beliefs and emotions in foreign language learning. System, 39,
302-313.

Arnold, N. (2007). Reducing foreign language communication apprehension with
computer-mediated communication: A preliminary study. System, 35,

469-486.

87



Atkinson, R.C. (1972). Optimizing the learning of a second-language vocabulary.
Journal of Experimental Psychology, 96, 124-129.

Axtell, K. (2007). Teaching teachers to use technology. New York: Routledge.

Aydin, B. (1999). A Study of the sources of foreign language classroom anxiety in
speaking and writing classes. Unpublished doctoral dissertation, Anadolu
University, Eskisehir, Turkey.

Backman, N. (1976). Two measures of Affective factors as they relate to progress in
adult second-language learning. Working papers on Bilingualism, 10, 100-
122.

Bailey, K. (1983). Competitiveness and anxiety in adult second language learning.
Classroom oriented research in second language acquisition. Eds. Herbert
W. Seliger and Michael H. Long. (pp. 67-102) New York: Newbury
House.

Bartz, W. H. (1975). A study of the relationship of certain learner factors with the
ability to communicate in a second language (German) for the
development of measures of communicative competence. Doctoral
dissertation, the Ohio State University.

Beauvois, M.H. (1997). Computer-mediated communication (CMC): Technology for
improving speaking and writing. In M.D. Bush & R.M.Terry (Eds.),
Technology-enhanced language learning (pp.1165-84). Lincolnwood, IIL.:
National Textbook Co.

Beauvois, M.H. (1998). E-talk: Computer-assisted classroom discussion — attitudes
and motivation. In Swaffar, J., Romano, S., Markley, P., Arens, K. (Eds.),
Language learning online: Theory and practice in the ESL and L2

computer classroom. (pp. 99—120). Labyrinth Publications, Austin, TX.

88



Beauvois, M. H. (1998). Write to speak: The effects of electronic communication on
the oral achievement of fourth semester French students. In J. A.
Muyskens (Eds.), New ways of learning and teaching: Focus on
technology and foreign language education (pp. 93-116). Boston: Heinle
& Heinle.

Bird -Soto, N., & Rengel , P. (2009). Podcasting and the intermediate-level Spanish
classroom . In R. Oxford & J. Oxford, (Eds.), Second language teaching
and learning in the Net Generation (pp. 111-125). Honolulu: University
of Hawaii , National Foreign Language Resource Center.

Blake, R. (2000). Computer mediated communication: A window on L2 Spanish
interlanguage. Language Learning & Technology, 4 (1), 120-136.
Retrieved May 3, 2012, from

http://1lt.msu.edu/vol4num1/blake/default.html

Bogney, B., Cizadlo, G., Kalnbach, L. (2006). Explorations and course-casting:
podcasts in higher education. Campus-Wide Information Systems, 23 (5),
350-367.

Bradley, T., Lomicka, L. (2000). A case study of learner interaction in technology-
enhanced language learning environments. Journal of Educational
Computing Research, 22 (3), 347-368.

Campbell, A. (2004). Using live journal for authentic communication in EFL classes.
The Internet TESL Journal. Retrieved November 25, 2012, from:
http://iteslj.org/Techniques/Campbell-LiveJournal/.

Chambers, A. and Bax, S. (2006) Making CALL work: Towards normalization.

System, 34, 465-479.

89



Chan, A., & Lee, M. J. W. (2005). An MP3 a day keeps the worries away: Exploring
the use of podcasting to address preconceptions and alleviate pre-class
anxiety amongst undergraduate information technology students. In D.
H. R Spennemann & L. Burr (Eds.), Good practice in practice.
Proceedings of the Student Experience Conference (pp. 59-71). Wagga
Wagga, NSW: Charles Sturt University.

Chan, D. Y. C., & Wu, G. C. (2004). A study of foreign language anxiety of EFL
elementary school students in Taipei County. Journal of National Taipei
Teachers College, 17(2), 287 320.

Chan, W.M., Chen, L.R., & Dopel, M. (2011). Podcasting in foreign language
learning: Insights for podcast design from a developmental research
project. In M. Levy, F. Blin, C. Bradin Siskin & O. Takeuchi (Eds),
WorldCaLL: Global perspectives on computer-assisted language
learning (pp. 19-37). New York & London: Routledge.

Chapelle, C. A. (2001). Computer applications in second language acquisition:
Foundations for teaching, testing, and research. Cambridge: Cambridge
University Press.

Chapelle, C. (2003). English language learning and technology. Lectures on applied
linguistics in the age of information and communication technology.

Amsterdam: John Benjamins.

Chapelle, C., Jamieson, J. (2008). Tips for teaching with CALL: Practical approaches to
computer-assisted language learning. Pearson Education.
Chastain, K. (1975). Affective and ability factors in second language acquisition. Language

Learning, 25, 153-161.

90



Cheng, Y., Horwitz, E. K., & Schallert, D. L. (1999). Language anxiety:
Differentiating writing and speaking components. Language Learning,
49, 417-446.

Clarke, S. (2000). Using the Internet: Modern languages. New York: Pearson
Publishing.

December, J. (1996). What is Computer-mediated Communication? Retrieved
November 26, 2012, from:
http://www.december.com/john/study/cmc/what.html

Donley, P.M. (1997). The foreign language anxieties and anxiety management
strategies of students taking Spanish at a community college.
Unpublished doctoral dissertation, University of Texas, Austin.

Ducate, L., Lomicka, L. (2009). Podcasting: An Effective tool for honing language
students’ pronunciation? Language Learning & Technology, 13(3), 66-
86.

Dudeney, G., & Hockly, N. (2007). How to teach English with technology.
Pearson/Longman.

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

Fitze, M., (2006). Discourse and participation in ESL face-to face and written
electronic conferences. Language Learning & Technology, 10(1), 67-86.
Retrieved December 15, 2012, from:

http://1lt.msu.edu/voll Onum1/pdf/fitze.pdf.

Fox, A. (2008). Using podcasts in the EFL classroom. TESL-EJ, 11(4). Retrieved
March 5, 2013 from

http://tesl-ej.org

91



Franco, C.D.P., 2008. Using wiki-based peer-correction to develop writing skills of
Brazilian EFL learners. Novitas-ROYAL 2(1), 49-59. Retrieved March
15,2013 from:

http://www.novitasroyal.org/franco.pdf.

Gardner, R. C., Day, J. B., & MacIntyre, P. D. (1992). Integrative motivation,
induced anxiety, and language learning in a controlled environment.
Studies in Second Language Acquisition, 14(2), 197-214.

Gardner, R.C., and Maclntyre, P.D. (1993). A Student's Contribution to Second
Language Learning. Part II: Affective Variables. Language Teaching, 26,
1-11

Godwin-Jones, R. (2003). Emerging technologies: Blogs and Wikis: Environments
for on-line collaboration. Language Learning & Technology, 7(2), 12—
16. Retrieved March, 4, 2013, from

http://llt.msu.edu/vol7num?2/emerging/default.html.

Gooden, A. R. (1996). Computers in the classroom: How teachers and students are
using technology to transform learning. San Francisco, CA: Jossey-Bass.

Griffin, R. (20006). The Net works for language learners: Exploring the Internet for
high-beginning ESL. Dubuque, IA: Kendal / Hunt Publishing Company.

Hanrahan, K. (2005). More homework please! Investigating the use of ICT as an
effective, motivating and stimulating homework tool in modern foreign
languages. Reflecting Education., 1, 41-58. Retrieved 12 February, 2013,
from:

http://www.reflectingeducation.net/index.php/reflecting/article/view/8/12

Hardisty, D., and Windeatt, S. (1989). CALL: Resource books for teachers. Oxtord

University Press.

92



Hasan, M.M. and Hoon, T.B. (2012). ESL Learners’ Perception and Attitudes
Towards the Use of Podcast in Developing Listening Skills. The English
Teacher, Vol. XLI (2). Retrieved January 4, 2013, from

http://www.melta.ore. my/ET/2012/vol2/MELTA-11.pdf

Hewitt, E., and Stephenson, J. (2012). Foreign Language Anxiety and Oral Exam
Performance: A Replication of Phillips’s MLJ Study. The Modern
Language Journal, 96(i1), 170-189.

Hiltz, S.R. (1986). The “Virtual Classroom”: Using Computer-Mediated
Communication for university teaching. Journal of Communication,
Spring, 95-104.

Hirschel, R. and Fritz, E. (2013). Learning vocabulary: CALL program versus
vocabulary notebook. System, 41, 639-653.

Horwitz, E.K. (1986). Preliminary Evidence for the Reliability and Validity of a
Foreign Language Anxiety Scale. In E.K. Horwitz and D.J. Young
(Eds.). Language Anxiety: From Theory to Research to Classroom
Practices, New York: Prentice Hall.

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

Horwitz, E. K. (2001). Language anxiety and achievement. Annual Review of
Applied Linguistics, 21, 112-126.

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

Hurd, S. (2007) Anxiety and non-anxiety in a distance language learning
environment: The distance factor as a modifying influence. System,

35(4), 487-508.

93



Istanto, J. W. (2011). Pelangi Bahasa Indonesia podcast: what, why and how?
Electronic Journal of Foreign Language Teaching, 8 (1), 371-384.

Jeon-Ellis, G., Debski, R., and Wigglesworth G. (2005). Oral interaction around
computers in the project- oriented CALL classroom. Language Learning
& Technology, 9(3), 121-145.

Kelle, U. (2005). Sociological explanations between micro and macro and the
integration of qualitative and quantitative methods. Historical Social
Research/Historische Sozialforschung, 95-117.

Kern, R. (1995). Restructuring classroom interaction with networked computers:
Effects on quantity and quality of language production. Modern Language
Journal, 79, 457-476.

Kern, R., & Warschauer, M. (2000). Theory and practice of network-based language
teaching. In M. Warschauer & R. Kern (Eds.), Network-based language
teaching: Concepts and practice (pp. 1-19). New York: Cambridge
University Press.

Kilickaya, F., Krajka, J., 2010. Comparative usefulness of online and traditional
vocabulary learning. Turkish Online Journal of Educational Technology.
9, 55-63. Retrieved 22 March, 2013, from:

http://www .tojet.net/articles/v9i2/927.pdf.

Kim, D. and King, K. (2011). Implementing podcasts with ESOL teacher candidates’
preparation: Interpretations and implication. International Forum of
Teaching and Studies, 7 (2), 5-19.

Kim, S.Y. (1998). Affective experiences of Korean college students in different
instructional contexts: Anxiety and motivation in reading and conversation

courses. Unpublished doctoral dissertation, University of Texas, Austin.

94



Kim, J. H. (2000). Foreign language listening anxiety: A study of Korean students
learning English. Unpublished thesis, University of Texas, Austin.

Knight, R.—anne. (2010). Sounds for study: Speech and language therapy students’ use
and perception of exercise podcasts for phonetics. International Society
for Exploring Teaching and Learning 22(3), 269-276.

Koch, A. S., & Terrell, T. D. (1991). Affective reactions of foreign language students
to natural approach activities and teaching techniques. In E. K. Horwitz &
D.J. Young (Eds.), Language anxiety: From theory and research to
classroom implications (pp. 109—126). Englewood Cliffs, NJ: Prentice
Hall.

Kol, S. and Scheolnik,M. (2008). Asynchronous forums in EAP: assessment issues.
Language Learning & Technology 12(2), 49-70. Retrieved April 5, 2013
from:

http://1lt.msu.edu/vol12num?2/kolschcolnik.pdf.

Kondo, S. and Yang, Y-L. (2003). The English Language Classroom Anxiety Scale:
Test construction, reliability, and validity. JALT Journal, 25, 593-598.

Krashen, S. (1982). Principles and Practice in Second Language Acquisition.
Oxford: Pergamon.

Last, R.W. (1979). The role of computer-assisted learning in modern language
teaching. Association for Literary and Linguistic Computing Bulletin, 7,
165-171.

Leach, J. and Monahan, J. (2006). Why iPods are refreshing parts teachers can’t
reach. Retrieved February 14, 2013, from

http://education.guardian.co.uk/appleeducation/story/0,,1720747,00.html

95



Lee, L. (2004). Learners' perspectives networked collaborative interaction with
native speakers of Spanish in US. Language Learning & Technology, 8
(1), 83-100. Retrieved December 1, 2012, from

http://1lt.msu.edu/vol8num1/lee/default.html

Lee, L. (2011). Blogging: promoting learner autonomy and intercultural competence

through study abroad. LLT Journal, 15(3), 87-1009.

Levy, M. (1997). Computer-assisted Language Learning: Context and
Conceptualisation. Oxford University Press, New York.

Lightfoot, J.M. (2006). A comparative analysis of e-mail and face-to-face
communication in an educational environment. The Internet and Higher
Education. 9, 217 — 227.

Lindenau, S.F. (1987). Issues and answers in foreign language learning: are students
and teachers saying the same thing? Journal of Educational Techniques
and Technologies, 20, 57-61.

Liu, H. (2012). Understanding EFL Undergraduate Anxiety in Relation to
Motivation, Autonomy, and Language Proficiency. Electronic Journal of
Foreign Language Teaching, 9, 123—139.

Liu, M. and Jackson, J. (2008). An exploration of Chinese EFL learners’
unwillingness to communicate and foreign language anxiety. Modern
Language Journal, 92, 71-86.

Long, M. (1983). Does Second language instruction make a difference? A review of
research. TESOL Quarterly, 17(2), 359-382.

Lord, G. (2008). Podcasting communities and second language pronunciation.
Foreign Language Annals, 41 (2), 374-389.

Losinski, R. (2007). Patrolling Web 2.0. T.H.E. Journal, 34 (3), pp. 50-52.

96



Loucky, J. P. (2005). Combining the benefits of electronic and online dictionaries
with CALL websites to produce effective and enjoyable vocabulary and
language learning lessons. Computer Assisted Language Learning, 18(5),
389-416.

Lucas, J. (1984). Communication apprehension in the ESL classroom: Getting our
students to talk. Foreign Language Annals, 17, 593-98.

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

Maclntyre, P.D. and Charos, C. (1996). Personality, attitudes, and affect as
predictors of second language communication. Journal of Language and
Social Psychology, 15 (1), 3-26.

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

Maclntyre, P.D., Baker, S.C., Clément, R. and Donovan, L.A. (2002). Sex and age
effects on willingness to communicate, anxiety, perceived competence,
and L2 motivation among junior high school French immersion students.
Language Learning 52 (3), 537-564.

Matsumura, S. (2004). Computer anxiety and students’ preferred feedback methods
in EFL writing. The Modern Language Journal, 88, 403-415.

McComb, M. (1994) Benefits of computer-mediated communication in college

courses. Communication Education, 43 (April), 159-170.

97



McNeely, B. (2005). Using technology as a learning tool, not just the cool new thing.
In D. Oblinger & J. Oblinger (Eds.), Educating the Net Generation.
Boulder, CO: EDUCAUSE.

Miccoli, L.S. (2003). Individual classroom experiences: a socio-cultural comparison
for understanding EFL classroom learning. /lha do Desterro 41(1), 61-
91.

Miles, M. B., & Huberman, M. (1994). Qualitative data analysis: An expanded
sourcebook (2nd ed.). Thousand Oaks, CA: Sage.

Miyazoe, T. and Anderson, T. (2010). Learning outcomes and students’ perceptions
of online writing: Simultaneous implementation of a forum, blog, and
wiki in an EFL blended learning setting. System, 38, 185-199.

Montero, B.,Watts, F. and Garcia-Carbonell, A. (2007). Discussion forum
interactions: text and context. System, 35(4), 566-582.

Murray, D. E. (2000). Protean Communication: The Language of Computer-
Mediated Communication. TESOL Quarterly, 34, 397-421.

Oblinger, D. G. and Oblinger, J. L. (2005). Educating the net generation. Retrieved

February 5, 2012, from

http://www.educause.edu/educatingthenetgen

O’Bryan, A. & Hegelheimer, V. (2007). Integrating CALL into the classroom: The
role of podcasting in an ESL listening strategies course. ReCALL, 19(2),
162-280

Palacious, L.M. (1998). Foreign language anxiety and classroom environment: A
study of Spanish university students. Unpublished doctoral dissertation,

University of Texas, Austin.

98



Park, T. (2009). Implementing CALL-based theory to improve the efficacy of
English Language teaching in South Korea. Retrieved February 5, 2013,
from

http://tesol.sookmyung.ac.kr/download/ma04/06-

Implementing%20CALL-based%20Theory Theresa%20Park.pdf

Phillips, E. M. (1989) Anxiety and speaking in the foreign language classroom Texas
papers in Foreign Language Education, 1, 191-206

Phillips, E. (1992). The effects of language anxiety on students’ oral test
performance and attitudes. Modern Language Journal, 76, 14-26.

Pichette, F. (2009). Second language anxiety and distance language learning.
Foreign Language Annals, 42(1), 77-93.

Pinkman, K. (2005). Using blogs in the foreign language classroom: Encouraging
learner independence. The JALT CALL Journal, 1(1), 12-24.

Prensky, M. (2001). Digital natives, digital immigrants: Part I. On the Horizon, 9(5),
pp.1-6.

Price, M. L. (1991). The subjective experience of foreign language anxiety:
Interviews with highly anxious students. In E. K. Horwitz & D. J. Young
(Eds.), Language anxiety: From theory and research to classroom
implications (pp. 101-108). Upper Saddle River, NJ: Prentice Hall.

Pun, S. W. (2006). The educational applications of podcasts [In Chinese]. In Hong
Kong Association for Computer Education 2006 Year Book (pp. 23-28).
Retrieved January 13, 2013, from
http://www.hkace.org.hk/ publication/yearbook/Y earBook(05/25-5-

06Year%20Book1-56.pdf

99



Putman, S. M. and Kingsley, T. (2012). The atoms family: Using podcasts to
enhance the development of science vocabulary. The Reading Teacher.
63(2), 100-108

Read, B. (2005). Lectures on the go. Retrieved February 15, 2013, from

http://chonicle.com/weekly/v52/110/10a03901.htm

Richardson, W. (2006). Blogs, wikis, podcasts, and other powerful web tools for

classrooms. Thousand Oaks, CA: Corwin Press.

Rodriquez, M. and Abreu, O. (2003). The stability of general foreign language
classroom anxiety across English and French. The Modern Language
Journal, 87 (iii), 365-374.

Romiszowski, A., & Mason, R. (2004). Computer-mediated communication. In D.
H. Jonassen (Eds.), Handbook of research for educational
communications and technology (pp.397—431). Mahwah, New Jersey:
Lawrence Erlbaum Associates, Publishers.

Saettler, L.P. (1990). The Evolution of American Educational Technology.
Englewood, CO: Libraries Unlimited.

Sagarra, N. and Zapata, G.C., 2008. Blending classroom instruction with online
homework: a study of student perceptions of computer-assisted learning.
ReCALL, 20, 208-224.

Saito, Y. and Samimy, K. (1996). Foreign language anxiety and language
performance: A study of learning anxiety beginning, intermediate, and
advanced-level college students of Japanese. Foreign Language Annals,
29, 239-251.

Saito, Y., Garza, T., and Horwitz, E. (1999). Foreign language reading anxiety.

Modern Language Journal, 83, 202-218.

100



Scovel, T. (1978) The effect of affect: A review of the anxiety literature. Language
Learning, 28, 129-142.

Selingo, J. (2006, January 25). Students and teachers, from K to 12, hit the podcasts.
New York Times, p. G4.

Sevingil. E. and Bayyurt,Y. (2010). Making a shift towards new CMC modes.
Procedia Social and Behavioral Sciences 2, 2980-2984.

Sharp, V. (2004). Computer education for teachers: Integrating technology into
classroom teaching. (5th ed.). New York, NY: McGraw-Hill Book

Company.

Skinner, B.F. (1957). Verbal Behavior. New York: Appleton- Century-Crofts.
Sloan, S. (2005). Podcasting: An exciting new technology for higher education.
Paper presented at CATS 2005. Retrieved April 21, 2012, from

www.edupodder.com/conferences/index.html

Sorrentino, F. (2008). E-knowledge. In M.Khosrow-Pour (Ed.), Encyclopedia of
information communication technology (pp. 215-221). Hershey, NY:
Information Science Reference, IGI Global.

Sparks, R. L. and Ganschow, L. (1991). Foreign language learning differences:
Affective or native language aptitude differences? The Modem Language
Journal, 75(1), 3-16.

Sparks, R. L. and Ganschow, L. (2007). Is the foreign language classroom anxiety
scale measuring anxiety or language skills? Foreign Language Annals,
40(2), 260-287.

Sparks, R. J., Ganschow, L and Javorsky, J. (2000). D¢ja vu all over again.

A response to Saito, Horwitz, and Garza. The Modern Language

Journal, 84, 251-255.

101



Spielberger, C. D. (1983). Manual for the state-trait anxiety inventory. Palo
Alto, California: Consulting Psychological Press.

Spitalli, E.J. (2000). The relationship between foreign language anxiety and attitudes
toward multiculturalism in high-school students. Unpublished masters
thesis, Benedictine University, Lisle, IL.

Sproull, L. and Kiesler, S. (1991). Connections: New ways of working in the
networked organization. Cambridge, MA: MIT Press.

Stanley, G. (2005) Podcasting for ELT.

http://www.teachingenglish.org.uk/think/resources/podcasts.html

Stanley, G. (2006). Podcasting: Audio on the Internet comes of age. TESL-EJ, 9(4).
Retrieved January 17, 2013, from

http://tesl-ej.org/ej36/int.html

Sullivan, N. and Pratt, E. (1996). A comparative study of two ESL writing
environments: A computer-assisted classroom and a traditional oral
classroom. System, 24, 1-14.

Swain, M. (1995). Collaborative dialogue: Its contribution to second language
learning Paper presented at the annual conference of the American
Association for Applied Linguistics, Long Beach, CA.

Sze, P. M. (2006). Developing students' listening and speaking skills through ELT
podcasts. Education Journal, 34(2), 115-134. Retrieved January 17,
2013, from
http://hkier.fed.cuhk.edu.hk/journal/wp-content/uploads/ 2009/10/ej
v34n2 115-134.pdf

Taylor, R. (1980). The computer in the school: Tutor, tool, tutee. New Y ork:

Teachers College Press.

102



Taylor, M. B., &. Perez, L. M. (1989). Something to do on Monday. La Jolla, CA:

Athelstan.

Thorne, S. L. and Payne, J. S. (2005). Evolutionary trajectories, Internet-mediated

expression, and language education. CALICO Journal, 22(3), 371-397.

Tran, T. T. T., Baldauf, R. B. and Moni, K. (2013), Foreign Language Anxiety:

Understanding Its Status and Insiders' Awareness and Attitudes. TESOL

Quarterly, 47, 216-243.

TSE and Speak Score User Guide (2001) ETS Retrieved 12 September, 2010, from:

http://attach3.bdwm.net/attach/0 Announce/groups/GROUP_8/Advanced

Edu/D86FBESF3/DI91FB2C57//M.1066220755.A/TSE%20Score.pdf

Tsou, W., Wang, W., and Li, H. Y. (2002). How computers facilitate English foreign

language learners acquire English abstract words. Computers &

Education, 39(4), 415-428.

Tudini, V. (2003). Using native speakers in chat. Language Learning & Technology,
7 (3), 141-159. Retrieved October 15, 2012, from

http://llt.msu.edu/vol7num3/tudini/default.html

Turgut, Y. (2009). EFL learners’ experience of online writing by PBWiki. In:
Proceedings of World Conference on Educational Multimedia,

Hypermedia and Telecommunications 2009. AACE, Chesapeake,VA,

pp-3838-3847. Retrieved December 15, 2012, from:
http://0-www.editlib.org.aupac.lib. athabascau.ca/p/32033.
Underwood, J., 1984. Linguistics, Computers, and the Language Teacher: A

Communicative Approach. Newbury House, Rowley, MA.

103



Von Woérde, R, (2003). Students’ perspectives on foreign language anxiety. Inquiry,
8(1), 1-13. Retrieved April 15, 2013, from

http://www.vccaedu.org/inquiry/inquiry-spring2003/i-8 1 -worde.html

Vygotsky, L. S. (1962). Thought and language. Cambridge, MA: MIT Press.

Walls, S. M., Kucsera, J. V., Walker, J. D., Acee, T. W., McVaugh, N. K., and
Robinson, D. H. (2010). Podcasting in education: Are students as ready
and eager as we think they are? Computers & Education, 54(2), 371-378.

Wang, H.-C., 2009.Weblog-mediated peer editing and some pedagogical
recommendations: a case study. The JALT CALL Journal 5(2), 29-44.

Warlick, D. F. (2005). Raw materials for the mind: A teacher’s guide to digital
literacy (4th ed.). Raleigh, NC: The Landmark Project.

Warschauer, M. (1996). Comparing face-to-face and electronic discussion in the
second language classroom. CALICO Journal, 13(2), 7-26.

Warschauer, M. (1997), Computer-Mediated Collaborative Learning: Theory and
Practice. The Modern Language Journal, 81, 470-481.

Warschauer, M., Turbee, L., & Roberts, B. (1996). Computer learning Networks and
student empowerment. System, 24(1), 1-14.

Woodrow, L. (2006). Anxiety and speaking English as a second language. Regional
Language Centre Journal, 37(3), 308-328.

Wu, W. S. (2006). The effect of blog peer review and teacher feedback on the
revisions of EFL writers. Journal of Education and Foreign Languages
and Literature, 3, 125-139. Retrieved December 15, 2012, from:

http://www.chu.edu.tw/wtec/08journal/200607/10e.doc.

104



Yamashiro, A.D. and McLaughlin, J. (2001). Relationships among attitudes,
motivation, anxiety, and English language proficiency in Japanese
college students. In: P. Robinson, M. Sawyer & S. Ross (Eds.), Second
language acquisition research in Japan: JALT Applied Materials Series,
Vol. 4 (pp. 19-33). Tokyo: Japan Association of Language Teachers
Press.
Yazdanpanah, M., Sahragard, R. and Rahimi, A. (2010). The interplay of locus of
control and academic achievement among Iranian English foreign
language learners. Cypriot Journal of Educational Sciences, 5(3).
Yin, R. K. (2003). Case study research: Design and methods (3rd ed.). Thousand
Oaks, CA: Sage Publications, Inc.
Young, D.J. (1990). An investigation of students’ perspectives on anxiety and
speaking. Foreign Language Annals, 23 (6), 539-553.

Young, D. J. (1991). Creating a low-anxiety classroom environment: What does
language anxiety research suggest? The Modern Language Journal, 75,
426- 439.

Zhang, X. (2004). Language anxiety and its effect on oral performance in classroom
Retrieved December 16, 2012, from

http://www.elt-china.org/pastversion/lw/pdf/Zhang Xianping.pdf

105



APPENDICES

106



107



Appendix 1 Anxiety Questionnaire
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1.| I would feel more confident about speaking
in class if we practiced speaking more.

2.| I would feel less self-conscious about
speaking in class in front of others if [ knew
them better.

3.| I feel very relaxed in class when I have
studied a great deal the night before.

4.| T am less anxious in class when I am not the
only person answering a question.

5.| I think I can speak the foreign language
pretty well, but when I know I am being
graded, I mess up.

6.| I would be more willing to volunteer
answers in class if [ weren't so afraid of
saying the wrong thing.

7.| I enjoy class when we work in pairs.

8.| I feel more comfortable in class when I
don't have to get in front of the class.

9.| I would enjoy class if we weren't corrected
at all in class.

1( I am more willing to speak in class when we
discuss current events.

11 T would get less upset about my class if we
did not have to cover so much material in
such a short period of time.

12 I enjoy class when we do skits in class.

13 I would feel better about speaking in class if
the class were smaller.

14 1 feel comfortable in class when I come to
class prepared.

15§ I am more willing to speak in class when we
have a debate scheduled.

14 T am less anxious in class when I am not the
only person answering a question.

17 I like going to class when we are going to
role play situations.

18 I would not be so self-conscious about
speaking in class if it were commonly
understood that everyone makes mistakes
and, it were not such a big deal to make a
mistake.
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19

I prefer to be allowed to volunteer an
answer instead of being called on to give an
answer.

2(

I am more willing to participate in class
when the topics we discuss are interesting.

2]

I would be less nervous about taking an oral
test in the foreign language if I got more
practice speaking in class.

22

I enjoy class when I can work with another
student.

23

I would feel uncomfortable if the instructor
never corrected our mistakes in class.

24

I feel uneasy when my fellow students are
asked to correct my mistakes in class.
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Appendix 2 Anxiety Questionnaire (Turkish Version)

Kesinlikle
katiliyorum
Katiliyorum
Emin degilim
Katilmiyorum
Kesinlikle
katilmiyorum.

25.| Daha ¢ok konusma pratigi yapsaydik,
sinifta konusma konusunda kendime daha
¢ok glivenirdim.

26. | Siiftakileri daha iyi tanisaydim, sinifta
baskalarinin 6niinde konusurken daha az
cekinirdim.

27. | Onceki aksam konuya ¢ok calistiysam,
sinifta cok rahat hissederim.

28. | Tek cevap veren ben olmadigimda sinifta
daha az gergin hissederim.

29.| Yabana dili oldukga iyi konustugumu
biliyorum ama not verildigini bildigimde
karistirip hata yapiyorum.

30. | Yanlis konusmaktan bu kadar
korkmasaydim cevap vermeye daha istekli
olurdum.

31. | Ikili cahstigimizda dersten zevk alirim.

32.| Sinifin dniine ¢ikmam gerekmediginse
kendimi daha rahat hissederim.

33. | Hatalarimiz hic¢ diizeltilmeseydi dersten
zevk alirdim.

34.| Giincel konular1 tartistigimizda, sinifta
konusmaya daha istekli olurum.

35. | Kisa bir zamanda bu kadar ¢ok materyali
kullanmamiz gerekmeseydi, daha az
endiselenirdim.

36. | Skecler yaptigimizda dersten zevk alirim.

37.| Sinif daha kii¢iik olsaydi sinifta konusma
konusunda daha iyi hissederdim.

38. | Derse hazirlikl geldigimde kendimi rahat
hissederim.

39. | Tarihleri belirlenmis miinazara konulari
oldugunda, sinifta konusmaya daha istekli
olurum.

40. | Tek cevap veren ben olmadigimda sinifta
daha az gergin hissederim.

41.| Canlandirma yapacagimiz zaman derse
gitmekten hoslanirim.

42.| Herkesin hata yaptig1 ve hata yapmanin
¢ok biiyiik bir sorun olmadigi1 herkesce
bilindiginde, sinifta konusurken daha az
cekingen olurum.

43. | Cevap vermek i¢in segilmektense cevap
vermeye goniillii olmama izin verilmesini
tercih ederim.
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44.| Tartistigimiz konular ilgi ¢ekici oldugunda
derse katilmaya daha istekli olurum.

45. | Sinifta daha ¢ok konusma pratigi
yapsaydim, yabanci dilde s6zlii bir sinava
girme konusunda daha az gergin olurdum.

46. | Baska bir 6grenciyle ¢alisabildigimde
dersten zevk alirnm.

47.| Ogretmen hatalarimiz hig diizeltmeseydi
rahatsiz olurdum.

48. | Siifta arkadaslarimin hatalarimi

diizeltmesi istendiginde endiselenir ve
rahatsiz hissederim.
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Appendix 3 Oral Performance Questions (TSE)

Riverside Drive

Riverside
Park
Park Avenue
Bus Coffee Sporting
Station | Shop 4 Goods Store

First Street
Fourth Street

Muscum

Third Street

Restaurant

Oxford Avenue

1. Choose one place on the map that you think I should visit and give me some
reasons why you recommend this place.
2. I’dlike to see a movie. Please give me directions from the bus station to the

movie theater.
3. One of your favorite movies is playing at the theater. Please tell me about the

movie and why you like it.
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Tell me the story that the pictures show.
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Appendix 4 TSE Rating Scale

TEST OF SPOKEN ENGLISH (TSE) RATING SCALE
Approved by TSE Committee, December 1995

60 Communication almost always effective: task performed very competently.

Functions performed clearly and effectively

Appropriate response to audience/situation

Coherent, with effective use of cohesive devices

Use of linguistic features almost always effective; communication not affected by
minor errors

50 Communication generally effective: task performed competently.

Functions generally performed clearly and effectively

Generally appropriate response to audience/situation

Coherent, with some effective use of cohesive devices

Use of linguistic features generally effective; communication generally not
affected by errors

40 Communication somewhat effective: task performed somewhat competently.

Functions performed somewhat clearly and effectively

Somewhat appropriate response to audience/situation

Somewhat coherent, with some use of cohesive devices

Use of linguistic features somewhat effective; communication sometimes affected
by errors

30 Communication generally not effective: task generally performed poorly.

Functions generally performed unclearly and ineffectively

Generally inappropriate response to audience/situation

Generally incoherent, with little use of cohesive devices

Use of linguistic features generally poor; communication often impeded by major
errors

20 No effective communication: no evidence of ability to perform task.
No evidence that functions were performed
No evidence of ability to respond appropriately to audience/situation

Incoherent, with no use of cohesive devices
Use of linguistic features poor; communication ineffective due to major errors
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Appendix 5 TSE and Speak Band Descriptor Chart
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Appendix 6 Interview Questions

Pre- Interview (Anxiety and Oral Performance)
1. Suanki Ingilizce konusma becerinizi degerlendiriniz.
. Sizce, Ingilizce konusma becerinizi etkileyenler faktdrler nelerdir?

3. Sizce, Ingilizce konusma becerinizi gelistirecek ders ici ve dis1 etkinlikler
nelerdir?

4. Sizin i¢in, ders iginde Ingilizce konusmak stres verici, iizerinizde baski ve
gerginlik olusturucu bir etkinlik midir?

5. Ders iginde hangi durumlar ve ders aktiviteleri ingilizce konusmay1 stres
verici, baski ve gerginlik olusturucu bir etkinlik haline getirir?

6. Ders iginde hangi durumlar ve ders aktiviteleri Ingilizce konusurken rahat
hissetmenizi saglar?

Post Interview (Anxiety and Oral Performance)

1. Su anki Ingilizce konusma becerinizi degerlendiriniz.

2. Doénem basindaki ingilizce konusma becerinizi ile su anki becerinizi
karsilastiriniz.

3. Do6nem basindaki Ingilizce konusma becerinizi ile su anki beceriniz
arasindaki farki etkileyenler faktorler nelerdir?

4. Sizin i¢in, ders i¢inde Ingilizce konusmak stres verici, iizerinizde baski ve
gerginlik olusturucu bir etkinlik midir?

5. Ders iginde hangi durumlar ve ders aktiviteleri ingilizce konusmay1 stres
verici, baski ve gerginlik olusturucu bir etkinlik haline getirir?

6. Ders iginde hangi durumlar ve ders aktiviteleri Ingilizce konusurken rahat
hissetmenizi saglar?

Interview on Podcast — (Pre- interview and Evaluating Each Podcast —Interview 1)

1. ‘Podcast’lerin ingilizce konusma becerinize etkilerini degerlendiriniz.
‘Podcast’lerin Ingilizce konusurken hissettiginiz stres ve gerginlige etkisini
degerlendiriniz.

3. ‘Podcast’ hazirlarken karsilastiginiz giigliikler nelerdir?

4. Su ana kadar hazirladiginiz ‘Podcast’leri degerlendiriniz. (giicliikler,
faydalar, ‘Podcast’ konusu)

a) My family:

b) My friend:

¢) Introducing someone:

d) Like/ don’t like

Interview on Podcast (Evaluating Each Podcast —Interview 2)
1. Hazirladiginiz ‘Podcast’leri degerlendiriniz. (giicliikler, faydalar, ‘Podcast
konusu)
a) Hobbies :
b) Education in Turkey:
¢) Schools at home:
d) Describing a Picture:

2

Interview on Podcast — (Evaluating Each Podcast —Interview 3 and Post Interview)
1. ‘Podcast’lerin Ingilizce konusma becerinize etkilerini degerlendiriniz.
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‘Podcast’lerin Ingilizce konusurken hissettiginiz stres ve gerginlige etkisini
degerlendiriniz.

Hazirladigiiz ‘Podcast’leri degerlendiriniz. (gligliikler, faydalar, ‘Podcast’
konusu)

Music festivals in Turkey:

National parks in Turkey

Describing an animal
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