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ABSTRACT

TURKISH STUDENTS’ WILLINGNESS TO COMMUNICATE IN ENGLISH:
AN ENGLISH PREPARATORY SCHOOL CASE

ismail Kaan EROL

Master’s Thesis, Department of Foreign Language Education

Supervisor: Asst. Prof. Dr. Sabriye SENER

June 2019, 124 pages

Modern approaches to foreign language education have placed a tremendous emphasis
on the authentic use of language for achieving communicative outcomes. Despite the
heavy emphasis placed on fostering communication in English and the development of
four language skills; listening, speaking, reading, and writing, English teachers are
complaining of their students’ low participation in English communication activities. In
order to unveil the mystery of this obvious problem, the present study investigated
university students’ willingness to communicate (WTC) in English inside the
classroom. Furthermore, the strength of the relationship between students’ levels of
WTC and self-efficacy in English was measured. In this study, a quantitative research
design was implemented. Accordingly, the data were collected by means of Self-
Efficacy and WTC in English scales. The study participants consisted of 202 (133 males
and 69 females) EFL preparatory school students who were studying at a state
university in Turkey. The participants were selected via purposeful sampling technique.
English Language Teaching (ELT) and Literature departments were not included in the
study. Data analysis started with descriptive statistics, which provided means and
frequencies of the research variables. The analysis also covered independent samples t-
test and Pearson’s correlation. The findings showed that students were moderately
willing to communicate in English inside the classroom. In addition, variables like
department, education type, proficiency group, abroad experience, and taking private
course did not significantly influence the participants’ WTC in English. The findings
also indicated the presence of a strong positive correlation between students’ levels of
WTC and self-efficacy in English. Lastly, positive correlations were found between
students’ WTC and Self-efficacy in English in terms of four sub-dimensions of the
scales (listening, speaking, reading, and writing).

Key Words: Willingness to communicate, self-efficacy, foreign language, individual

differences



OZET

TURK OGRENCILERIN iNGILIiZCE ILETiSiM KURMA ISTEKLILiGi: BiR
INGILiZCE HAZIRLIK OKULU ORNEGI

ismail Kaan EROL

Yiiksek Lisans Tezi, Yabanci Diller Egitimi Ana Bilim Dal

Damgman: Dr. Ogr. Uyesi Sabriye SENER

Haziran 2019, 124 sayfa

Yabanci dil egitimi lizerine olan cagdas yaklasimlar iletisimsel hedeflere ulagmak
icin dilin &zgiin kullanimma biiyiik bir &nem vermektedir. Ingilizce iletisim
kurmanin tesviki ve dort temel dil becerisi olan dinleme, konugma, okuma ve yazmanin
gelistirilmesi  iizerine verilen yogun &neme ragmen, Ingilizce Ogretmenleri
ogrencilerinin Ingilizce iletisim etkinliklerine olan diisiik katilimindan yakinmaktadirlar.
Bu belirgin sorunun gizemini ¢6zmek igin, mevcut ¢aligma, 6grencilerin sinif igerisinde
Ingilizce iletisim kurma istekliligini inceledi. Ayrica, dgrencilerin Ingilizce iletisim
kurma istekliligi ve oz-yeterlik diizeyleri arasindaki iligkinin siddeti olgiildii. Bu
calismada, nicel arastirma deseni uygulandi. Buna gore, veriler Ingilizce Oz-Yeterlik ve
lletisim Kurma Istekliligi 6lgekleri araciligiyla toplandi. Caligmadaki katilimcilar
Tiirkiyede bir devlet iiniversitesinde okuyan, yabanci dil olarak Ingilizce 6grenen 202
(133 erkek ve 69 kadin) hazirlik okulu 6grencisinden olugmustur. Katilimeilar amach
ornekleme yontemiyle segildi. Ingiliz Dili Egitimi ve Edebiyat bdliimleri mevcut
aragtirmaya dahil edilmedi. Verilerin analizi, arastirma degiskenleri ile ilgili ortalama ve
frekans degerlerini saglayan betimleyici istatistikler ile basladi. Istatistiksel analiz aym
zamanda bagimsiz 6rneklem t-testi ve Pearson korelasyonunu da kapsadi. Bulgular,
ogrencilerin smif igerisinde Ingilizce iletisim kurmaya orta derecede istekli oldugunu
gostermistir. Ayrica, liniversite boliimii, dil seviyesi grubu, yurt disi1 deneyimi ve 6zel
kurs alimi gibi degiskenler 6grencilerin Ingilizce iletisim kurma istekliligini ciddi
derecede etkilememistir. Bulgular, 6grencilerin Ingilizce iletisim kurma istekliligi ve
Ingilizce 6z-yeterlik diizeyleri arasinda giiglii ve olumlu bir iliskinin varligina da isaret
etmistir. Son olarak, dgrencilerin Ingilizce 6z-yeterligi ve iletisim kurma istekliligi
arasinda Olgeklerdeki dort alt-boyut (dinleme, konugma, okuma ve yazma) bakimindan
olumlu iliskiler bulunmustur.

Anahtar Kelimeler: Tletisim kurma istekliligi, 6z-yeterlik, yabanci dil, bireysel
farkliliklar

Vi
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CHAPTER I

INTRODUCTION

The first chapter begins with the background of the study stated in light of the Second
Language Acquisition research. The chapter continues with the statement of the
problem which is followed by the purpose of the study and research questions. Then, the
researcher explains basic assumptions and limitations of the study one by one. Finally,

the chapter ends with the definition of key terms and significance of the study.

1.1. Background of the Study

Acquiring more than one language or being a speaker of a language other than the
mother tongue has always attracted people, who want to communicate with different
speech communities. The acquisition of a second language (L2) process mostly starts
with an individual’s voluntary participation in conversations with the members of
different language communities. While communicating with different speech
communities, people interact not only with individuals who speak the target language

but also with the target culture.

Maclintyre and Charos (1996) stated that there was a link between communication and
second language acquisition. Considering the fact that there are many different speech
communities in the world, an individual can acquire many different languages for
various communicational purposes. There are different reasons for learning a second

language. “Passing exams, getting financial rewards, and gaining promotion” were



some of the examples of external goals of learning a second language
(Williams & Burden, 1997, p. 116). In addition, Yashima (2002) stated that some
learners were very interested in intercultural interaction, international affairs, living and

working abroad, and called this inclination “international posture” (p. 57).

The acquisition of any language other than the mother tongue is a multifaceted process.
As a result of this complexity, there is not a unified theory to account for the whole
process. Nevertheless, Second Language Acquisition (SLA) as a sub-field of Applied
Linguistics hosts different ideas, which have been put forward to elucidate how
individuals acquire a L2. For example, Stephen Krashen (1982) made a distinction
between learning and acquisition explaining that learning was a conscious activity,
whereas acquisition was subconscious and informal. His monitor hypothesis asserted
that learning could help acquirers monitor their utterances, and change their output
(Krashen, 1982). The monitor hypothesis shed light on the role of learning in L2

performance.

Some scholars claimed that providing learners only with comprehensible input could
not account for the whole acquisition process. For example, Merrill Swain (1985)
asserted that producing ‘comprehensible output’, which can be written or spoken, may
influence the acquisition process to a great extent. She also claimed that by producing
language output, learners not only can practice linguistic forms but also pick out the
problems that appear in their utterances, which in turn helps them improve their L2
competence. Unlike Krashen (1982) who postulated that one could acquire a L2 just by
listening, Swain (1985) posited that the comprehensible out triggered by feedback could

account for acquisition of grammatical knowledge.

In the realm of SLA, interactions were seen as important sources of input and output.
Michael Long (1996) emphasized the importance of conversations through ‘negotiation
for meaning’ in the process of second language acquisition and asserted that the input
could be modified and made comprehensible to the acquirer through some
conversational adjustments. In this way, L2 acquirers could understand the simplified or
clarified utterances, even if they did not know all L2 vocabulary and grammar.
According to Long (1996), interactional adjustments made in the more competent L2
user’s utterances could facilitate the less competent user’s second language acquisition.
Lightbown and Spada (2001) stated that the practice of adjusting speech is also known

as ‘foreigner talk’ or ‘teacher talk’ in L2 acquisition circles.



In an effort to fill the gap between input and acquisition, scholars came up with different
ideas. Corder (1967, p. 165) discerned between ‘intake’ and ‘input’ remarking that the
latter was ‘what goes in, and not what is available for going in’. He also asserted that
learners could have some control over the intake. According to Schmidt (1990, p. 139)
input becomes intake when ‘noticing’ to some linguistic forms happens. Schmidt also
purported that the importance of conscious processes in adult L2 acquisition was
undeniable. For example, the linguistic items that acquirers noticed in the input could

also appear in their utterances (Schmidt, 1990).

In the light of all claims mentioned above, it is possible that the second language
acquisition process may be delayed due to insufficient exposure to comprehensible
input. To be more precise, a L2 learner who studies in a L2 speaking country is more
likely to encounter native L2 speakers (especially outside the classroom) than another
L2 learner studying in a non L2 speaking country. L2 learners in non L2 speaking
countries suffer from inadequacy in comprehensible input and output by extension.
Consequently, it may be easier for individuals to acquire the target language in contexts,

where it is used for everyday communication.

As a result of contextual differences, the notion of L2 gives way to the concept of
foreign language (FL) in some countries. For example, in Turkey, the dominant
language for social interaction is Turkish, and the use of foreign languages
(e.g., English, German, and French) is generally activated when travelling abroad
talking to foreigners like exchange students, tourists and native FL speaking teachers
The distinction between L2 and FL is somewhat simplistic as the former covers any
language acquired other than the learners’ first languages. Although L2 communication
is a part of daily life in a multilingual society, FL communication is not necessarily to

be a part of daily social interaction.

The distinction between implicit and explicit knowledge is another highly disputed issue
in SLA. According to Krashen (1982), learning of formal rules (explicit learning) had
nothing common with L2 acquisition (implicit learning), but could contribute to L2
performance. In relation with the FL education, Krashen (1982) suggested that teachers
had better provide students with comprehensible input instead of directly teaching
formal rules. Contrarily, DeKeyser (1998) asserted that explicit knowledge could be
proceduralized by means of communicative practice and converted into implicit

knowledge. Ellis (2005) recommended that the implicit knowledge and focus on



pragmatic meaning should be included in instructional schemes. However, language
instruction should not neglect explicit knowledge that promotes accuracy (Ellis, 2005).
There are different ideas as to how implicit and explicit knowledge help learners in L2
learning process. Studies on L2 learning have still been trying to find out what lies

under successful language learning.

Ellis (2004) purported that individual differences (IDs) research has gained popularity
as an important area of enquiry in SLA since 1970s. Researchers thought that more
research into the dynamic interplay between IDs variables would contribute to the
literature. In this direction, Willingness to communicate (WTC) was proposed to
account for individuals’ readiness to communicate in L1 (McCroskey & Baer, 1985)
and L2 contexts (Macintyre & Charos, 1996; Maclintyre Clément, Dornyei & Noels,
1998). Self-Efficacy (SE), which is credited with Bandura (1977), has recently been
added as another IDs variable in L2 communication studies. Williams and Burden
(1997) postulated that learners with high self-efficacy level could outperform more

competent peers who had low self-efficacy in certain tasks.

In the past, teachers had a general tendency to evaluate learners’ classroom participation
according to question and answer based performance. In modern communicative
language classrooms, however, the situation has become complicated, since the
evaluation of classroom participation is based on learners’ performance in
communicative activities and tasks. Consequently, some issues such as willingness and
feeling of efficacy gained importance. Many studies have been conducted to investigate
the relationship between L2 WTC and different variables. Self-efficacy is one of the

variables that were assumed to have a relationship with WTC and L2 proficiency.

In light of the facts mentioned above, the present study primarily aimed at investigating
Turkish university students” WTC in English-as-a-foreign-language (EFL). In addition,
variables like proficiency group, university department, experience in foreign countries,
taking private courses, and education type (day and evening) were investigated to seek
out any differences in students’ WTC scores. Furthermore, the relationship between
students’ WTC and Self-efficacy in English with regard to four skill areas (listening,
speaking, reading, and writing) was investigated in the present study. It is thought that
the study results will be of great importance for proposing new models for Turkish EFL
context. It is also hoped that more research into individual differences will contribute to
the literature.



1.2. Statement of the Problem

Second language learning is a social process, in which the learner is exposed to the
target language through interactions not only with native speakers of this language but
also with non-native users of it. Meaning focused interactions take place in this social
process. Although meaningful communication mostly occurs outside the classroom, it
may be observed inside the classroom. It is also possible for L2 learners to enter into L2

interactions through social network.

Modern approaches to second language education place a tremendous emphasis on the
meaningful use of language for achieving communicative goals. Some approaches
like Communicative Language Teaching (CLT), Task-based Instruction (TBI), and
Content-Based Instruction (CBI) exert a great emphasis on L2 communication in
language classrooms. Being one of the most adopted approaches, CLT concentrates
heavily on the use of L2 communication skills both in and outside the language
classrooms. The main impetus for that trend was the revival of meaningful

communication as the primary goal of second language learning.

Despite all the efforts to engender meaningful communication in language classrooms,
many students avoid participating in communicative activities and tasks inside the
classrooms. In line with this issue, research into SLA showed the necessity of emotional
preparedness for successful acquisition. According to SLA research, acquisition
included three strong pillars; input (Krashen, 1982), output (Swain, 1985) and
interaction (Long, 1996). Since acquisition of L2 mostly takes place in an uncontrolled
social environment, acquirers have to deal with various emotional and competency
based problems. Krashen (1982) pointed out that it was normal for L2 acquirers to stay
silent and just listen until they gained enough confidence. He also asserted that

emotional factors could influence acquisition.

Dornyei (2003, 2005) addressed an important point that even those proficient L2
learners avoid communication in L2. In addition, Sener (2014a, 2014b) voiced another
important point that some learners are expected to participate in FL communication
activities in the classroom although they do not have a strong control over the language
they try to produce. As such, factors other than competence can be taken into account.
Krashen (1982) recommends lowering L2 learners’ affective filters as a solution. Brown

(1994, p.143) states that the term “affect” encompasses emotions and feelings. Since



second language learning bears a lot of concerns beyond mastering formal structures
and vocabulary, many different factors are studied to explain how learners differ in their
learning, language use, and task achievement. The most studied variables are motivation
(Gardner 1985), self-confidence (Clément, Dornyei & Noels 1994), self-efficacy
(Bandura, 1986), foreign language learning anxiety (Horwitz, 1986; Horwitz, Horwitz,
& Cope, 1986). One important variable in L2 research was willingness to communicate
(Macintyre & Charos, 1996; Maclintyre et al., 1998). Macintyre et al. (1998) alleged

that WTC could play a booster role in one’s frequency of communication.

Apart from the WTC, many other IDs variables were assumed to have an effect on
individuals’ language learning. Dornyei (2005) exemplified some of those 1Ds variables
as personality, aptitude, intelligence, motivation, anxiety, creativity, self-esteem, and
learner beliefs. In addition, one notable IDs variable is self-Efficacy, which is credited
with Albert Bandura (1977). From the view of Social Cognitive Theory (Bandura,
1977), self-efficacy was not only the confidence in certain tasks but also a control center
of behavior and future motivation. According to Bandura (1989), self-efficacy is one of

the predictors of motivation, affect, and action.

In recent years, researchers have tried to develop new ideas on second language learning
according to their research findings. For example, Yough (2011, p. 209) reported that
students’ self-efficacy for speaking the target language was the strong predictor of their
L2 WTC. Similarly, another study, which was conducted by Zhong (2013), indicated
that students’ self-efficacy beliefs affected their WTC, which in turn determined their
success in L2 use. Moreover, Pattapong (2015) emphasized the importance of self
efficacy in Thai EFL context and asserted that self-efficacy could have an influence on

participants’ WTC in English.

In a nutshell, the influence of affective and cognitive domains on learning can be
observed both in first and second language learning contexts. In addition, if language
teachers want learners to engage in producing FL utterances in the classroom
environment, they had better start with asking the question (How much are learners
willing to communicate in a FL?). In this sense, the present study tried to determine
preparatory school students’ level of WTC in English. Furthermore, the relationship
between students’ WTC and SE was examined. Therefore, the results of the present
study can be helpful for teachers who want to develop alternative ways to promote L2

communication both in and outside the language classrooms.



1.3. Purpose of the Study and Research Questions

The main purpose of this quantitative study was to determine Turkish university
preparatory school students” WTC in English inside the classroom. The study further
examined the differences in students’ scores of WTC in English with regard to different
independent variables like proficiency group, university department, experience in
foreign countries, taking private course, and education type. The secondary aim was to
measure the strength of the linear relationship between students’ level of WTC in
English inside the classroom and overall SE for English. The following research

questions were posed in accordance with the purposes of the study:

1) What is the Turkish EFL preparatory school students’ level of WTC in English

inside the classroom?

a. Is there a significant difference in students’ level of WTC with regard to their
English proficiency groups?

b. Is there a significant difference in students’ level of WTC with regard to their

university departments?

c. Is there a significant difference in students’ level of WTC in terms of abroad

experience?

d. Is there a significant difference in students’ level of WTC in terms of taking

private courses?

e. Is there a significant difference in students’ level of WTC with regard to

education type (day and evening)?

2) What are the Turkish EFL preparatory school students’ perceptions of their

WTC in terms of listening, speaking, reading, and writing skill areas?

3) What is the relationship between Turkish EFL preparatory school students’
levels of WTC and self-efficacy in English?

4) What is the relationship between Turkish EFL preparatory school students’
levels of WTC and self-efficacy in English with regard to four skills (listening,

speaking, reading and writing)?



1.4. Basic Assumptions

It is assumed that:

1. Students’ level of willingness to communicate in English can be measured with

regard to listening, speaking, reading, and writing dimensions.

2. Students’ self-efficacy in English level can be measured with regard to listening,

speaking, reading, and writing dimensions.
3. Students will fill the questionnaire out on a volunteer basis.

4. Students reflect their beliefs and thoughts willingly and honestly when they

answer the questions that were given in the scales.

1.5. Significance of the Study

With the advances in communication and transportation technologies, it is becoming
easier for people to find any information or place they are looking for. Today, it is also
possible for language learners practice their FL communication skills on a global level.
For example, they have the opportunity to communicate with members of different
speech communities through games and social media. Consequently, they learn about

different cultures and languages.

Richards and Rodgers (2001, p. 3) state that ‘English is worlds’ most widely studied
foreign language’. Therefore, many countries give importance to English language
teaching. In addition, parents want their children to be able to communicate with
foreigners and make use of job opportunities offered by foreign companies. In line with
this expectation, current teaching approaches rely on the promotion of meaningful FL
communication both in and outside the classroom. However, some variations exist in

learners’ rate of L2 learning and frequency of L2 communication.

Willingness to communicate as an individual differences variable is considered as a core
element for language learners to initiate communication in the target language both in
and outside the classroom (Maclintyre et al. 1998). WTC has been studied in the Turkish

EFL context over the past decade. Different variables may also affect communication



behavior; nevertheless, it is important to specify the main problem of the study focusing
on hidden aspects of particular areas.

In literature, Maclintyre et al. (1998) put forward a heuristic model for WTC and
mentioned different factors that could affect one’s WTC in L2. According to Mitchell,
Myles and Marsden (2013), the model of WTC was a manifestation of a growing trend
to integrate models in individual differences research area. WTC received much
attention from researchers all over the world. In literature, many studies were conducted
to investigate the WTC and antecedents of it. McCroskey and Richmond, (1987, p. 138)
referred variables that affect WTC as “antecedents”. In the Turkish EFL context, for
example, Cetinkaya (2005) examined EFL learners’ WTC in English along with their
motivation, linguistic self-confidence, attitudes toward the international community, and
personality types. In her study, Cetinkaya (2005) proposed a WTC model for Turkish
EFL context.

Variables such as social support (Merg, 2008; Sener, 2014a), language learning strategy
use (Merg, 2014) were also incorporated into WTC studies in the Turkish EFL context.
In the Turkish EFL context, there is significantly less research (Bas6z & Erten, 2018;
Bursali & Oz, 2017; Merg, 2008; Merg, 2014) exploring university students’ WTC in
English in terms of four language skill areas. MacIntyre, Baker, Clément and Conrod,
(2001) posited that learners” WTC might show variance in the use of different skills.
Therefore, one’s WTC can be measured in different modes, such as reading and writing.

Schunk (1989) emphasized the importance of self-efficacy while coping with
educational problems. It was also indicated that students’ perceptions of self-efficacy
contributed to their academic achievement (Pajares & Valiante, 1997; Schunk 1989). It
is possible that self-efficacy can influence learners’ readiness to communicate in L2.
Recently, Tasdemir (2018) investigated the relationship between students’ WTC and
self-efficacy in English with the data gathered from high school students. The study
indicated that there was a positive correlation between students’ WTC and self-efficacy
in English. In his study, Tasdemir (2018) used a WTC scale, which measured only
speaking mode.

To my knowledge, no study has been conducted to investigate college EFL students’
WTC and self-efficacy in English with regard to four language skills. In the present

quantitative study, both WTC and Self-efficacy scales had four sub-dimensions
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(reading, writing, listening, and speaking), which made it possible to make comparison
between the results obtained from the WTC and Self-efficacy scales.

Inspired by the latest studies on FL communication, the present study attempted to
reveal Turkish university students’ overall WTC in English inside the classroom.
Although the main aim of the study was to examine students” WTC in English inside
the classroom, self-efficacy, which is a similar construct, was included in the scope of
the study in order to empower the study findings. This study is significant since it gets
power from the investigation of WTC and self-efficacy in four skills, which is

accomplished with the help of the data obtained from the sub-scales.

1.6. Definition of Key Terms

English-as-a-Foreign-Language (EFL): Crystal (2003) emphasizes the increasing
importance of English language as a tool for communication between nations. He also
explains “English-as-a-Foreign-Language” as the context (e.g., Japan, Egypt, France
and Brazil), where English has no official status and is not used for daily
communication (p. 108). In such contexts, communication in English generally happens
through chatting over the internet, and face to face conversations with tourists, exchange
students, foreign language teachers, etc. In some parts of this paper the term “second
language” is used instead of foreign language. The term “second language” is an
umbrella term covering any language acquired other than the first language. For
example, learners can develop different languages other than their mother tongue
including, but not limited to second, third or fourth languages (Mitchell et al., 2013).

Individual Differences (IDs): Mitchell et al., (2013, p.20) state that although learners
go through a similar developmental path, their rate of learning and success may show
variance due to individual differences. Individual differences are referred as
‘characteristics’ that make people unique to a considerable extent (Dornyei, 2005). In
social sciences, individual/learner differences research is a multi-dimensional area,
where various learner characteristics are investigated to explain the deviations in
individuals’ learning. Some of the IDs variables are aptitude, motivation, willingness to

communicate, and self-efficacy (Dornyei, 2005).
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Willingness to communicate (WTC): The notion of WTC is credited with McCroskey
and Baer (1985) who refer WTC as a trait-like predisposition that stimulate engaging in
communication in the first language. WTC is also associated with L2 use (Maclntyre et
al., 1998). Maclntyre et al. (1998, p.546) explain WTC as “the probability of engaging
in communication when free to choose to do so”. In addition, they (p.547) define WTC
as “readiness to enter into discourse at a particular time with a specific person or

persons, using a L.2”.

Self-Efficacy (SE): The construct of Self-Efficacy stands as a central component of
SCT. Self-efficacy is also one of the individual differences, and explained as the
combination of perceived efficacy and expectations about one’s own capabilities in a
particular task (Bandura, 1977). According to Bandura (1989) that self-efficacy is not
only a set of beliefs about one’s own capabilities but also represents one’s confidence in
future achievements. Schunk (1989) also explained self-efficacy as the perceptions
about capabilities in specific tasks.

1.7. Limitations of the Study

The study was limited to the purposefully selected students who were studying at the
English preparatory school of Mugla Sitki Kogman University (MSKU) at the time of
research. Since the data were gathered only from one state university, the results of the

analysis provided information only about that particular setting.

The main study was conducted with 202 EFL students who were studying at the English
preparatory school. The students who gave written consent to participate in the study
were either registered in Engineering or in Economics and Administrative Sciences
departments. It is also important to note that, ELT and English Literature students were
not included in the study due to some concerns, which were discussed in the Setting and

Participants section.

In the study, quantitative data collection and analysis methods were utilized by the
researcher. Therefore, the study operated on the assumption that the participants would
reflect their beliefs and thoughts willingly and honestly on the scales. Furthermore, the

variables investigated in this study were limited to students’ WTC and self-efficacy in
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English, and some independent variables like proficiency group, university department,
having abroad experience, taking private courses, and education type.

Lastly, both WTC and self-efficacy may change from time to time. For example, one’s
current level of WTC in English may change in his or her future educational status.
Therefore, the current level of WTC in English cannot be generalized to future
situations. Yet, the results of this study can make a ground for further studies on
graduate level EFL learners.

1.8. Organization of the Thesis

This thesis consists of five chapters. In the first chapter, background information and the
research topic are presented. In addition, the main and sub-problems of the study are
stated in view of the current SLA and foreign language learning research. Furthermore
the researcher states the purpose of the study. This part continues with the specification
of the research questions that are probed to find answers to the main problem.
Explication of basic assumptions and definition of key terms are presented respectively
in the following parts. Then, the chapter continues with the acknowledgement of the
limitations related to the present study. Finally, the chapter ends with information about
organization of the thesis.

In the second chapter, the researcher presents the theoretical framework of the study.
Then, the use of WTC construct both in first and second language learning contexts, and
different theories on WTC are discussed. In addition, this chapter gives information
about different studies on WTC, which are crucial for the proposal of the current
research project. Finally, the chapter ends with current state of WTC research and

foreign language education in the Turkish EFL context.

In the third chapter, the research method, which was adopted by the researcher, is
described by taking the pros and cons of the method into consideration. Then, the
chapter continues with detailed information about the research participants. The
researcher explains the rationale of the adopted sampling method. In the instruments
part, basic details about the research instruments are presented. Then, information about
the development of the research instruments and the reliability scores, which were

reported in the original studies, are given respectively. In the following part, the
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procedure in which instruments were administered to the research participants is
explained systematically. Explanation of the statistical procedures, in which the data

were organized and analyzed, is given in the last part of this chapter.

In the fourth chapter, the results of data analysis and findings related to each research
question are presented in tables and figures. In this chapter, the researcher also reports
the findings, which were obtained through a series of statistical analyses. Furthermore, a
brief explanation for each key finding of the study is presented in the findings chapter.
In the last chapter, findings of the present study are compared to those of previous
studies, and discussed in view of the current state of WTC research in different EFL
settings. The chapter continues with the conclusion part. Summary of the study and
research implications are given in the conclusion part. The chapter ends with

recommendations for further studies.
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CHAPTER I

LITERATURE REVIEW

This chapter begins with a review on current CLT practices. Then, some of the most
widely researched individual differences in modern psychology are explained. The
chapter continues with the theoretical framework of WTC in second and foreign
language learning contexts and information about the integration of WTC concept into
language teaching. Finally, a comprehensive summary of previous studies on WTC
which examined the relationship between learners’ L2 WTC and other IDs variables is

presented.

2.1. The Rise of Communicative Language Teaching

Modern foreign language education has evolved into more learner-centered and
communication-based process with regard to methodology and practice in recent years.
This evolution is based not only on the ideas that were put forward by teachers but also
on the findings presented by a worldwide research network of SLA. Lately, both
scholars and teachers have become aware of the fact that it is not possible to establish
universal guidelines that account for how language should be dealt with in language

classrooms.

Richards and Rodgers (2001) stated that various approaches and methods were
proposed for second language teaching. According to Larsen-Freeman (2000), a
prescribed method may not be suitable for all teaching contexts. From this point of

view, modern language teaching does not rely on a single prescribed model. Instead, it
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supports the variety in classroom teaching practices. Therefore, teachers can benefit
from different methods, to a great extent.

Unlike modern approaches, traditional methods such as The Grammar Translation
Method, The Direct Method and The Audio-Lingual Method put the teacher forefront as
the director of classroom interactions. Larsen-Freeman (2000), presented examples of
interactions observed in traditional language classrooms, and stated that interactions
were mostly teacher directed. The Grammar Translation Method was one of the popular
foreign language teaching methods between 1840s and 1940s (Richards & Rodgers,
2001). However, the method was unhelpful for teachers who want their students to
communicate effectively (Larsen-Freeman, 2000).

By the year 1940, many language teachers and linguists had already started to challenge
the idea that mastery of structures was the primary aim of foreign language learning,
and professed dissatisfaction with the knowledge-based learning outcomes. In the
meantime, SLA research database provided language teachers with continual guidance
so that they could get a better understanding of the language acquisition process. Then,
The Direct Method gained popularity as a reaction to the Grammar Translation Method.
The method emphasized the use of target language communicatively in language
classrooms (Larsen-Freeman, 2000). However, it was daunting both for non-native L2
teachers and learners due to the fact that the lessons were to be delivered entirely in the

target language.

According to Richards and Rodgers (2001), various approaches and methods emerged
between 1950s and 1980s. When structuralism and traditional teaching methods such as
Audiolingual and Situational Language Teaching lost their popularity, language
teachers directed their attention to more innovative teaching practices. Researchers and
curriculum designers came up with a new idea that forms, functions and authenticity
could be integrated into one approach. The idea that there was not a unified theory to
prescribe for creating ideal language classrooms became popular in different foreign

and second language teaching contexts.

Inspired by modern ideas, L2 teachers started to consider different dimensions of L2
learning and tried to foster meaningful communication in language classrooms. In the
late 1970s, Communicative Language Teaching as a reaction to the traditional language

teaching methods paved its way into language classrooms (Larsen-Freeman, 2000). The
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CLT held the belief that meaningful communication could facilitate learning. Therefore,
the approach prioritized the development of ‘Communicative Competence’ among
language learners (Richards, 2006). The term ‘Communicative Competence’, which
refers to using language appropriately and communicating effectively, is credited with
Dell Hymes (1972). Inspired by the theory of Communicative Competence, CLT
focused on both linguistic and pragmatic knowledge of the language.

Modern communicative approach provided a new understanding of language teaching,
which favored a learner-centered teaching through meaningful communication. In
communicative classrooms language learning is an interactive process. The term passive
recipient of knowledge, which was once used to identify learners’ roles in language
classrooms, gives its place to active participators in communicative language
classrooms. Thus, learners find opportunity to take the responsibility of their own

learning when they carry out different tasks.

In CLT, L2 fluency outperforms L2 accuracy since the primary aim is to help learners
become good communicators. In addition, errors are tolerated in communication-based
activities but dealt with in accuracy based activities (Larsen-Freeman, 2000). Thus, the
stress caused by the direct evaluation of grammar skills is avoided. Yet, error correction
is not totally ignored. The main goal of CLT is to promote meaningful communication
putting an emphasis on communicative activities, in which learners willingly use L2. In
a communicative classroom, learners not only make great use of their listening and
speaking skills, but they also take the pleasure of negotiation for meaning with peers
and teachers. For example, learners can find numerous opportunities to negotiate
meaning while working in pairs and groups, and benefit from communicative activities
such as games and role-plays (Richards, 2006). Another important point is that teachers
can design their own activities in order to meet learners’ great enthusiasm and sudden

surge of energy instead of depending heavily on prescriptive materials.

Briefly, CLT was not a specific method prescribed for teaching of L2, but a mixture of
‘principles’ that create a communicative learner-centered approach (Richards, 2006).
Therefore, this approach brought a dynamic life to foreign language classrooms instead
of fostering passive, rote learning. It also supported the idea that classroom activities
should reflect real life (Richards, 2006). In recent years, inspired by communicative
approach, different methodologies emerged as extensions of CLT. Two of these
methodologies are Task-Based Instruction and Content-Based Instruction.
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In Content-Based Instruction students learn the target language while they are studying
the content. Students use L2 while studying the content. Task-Based Instruction is based
on the idea that students can learn language while engaging in tasks. It is true that
modern approaches offer unlimited opportunities both for teachers and for students to
interact in the classroom. However, not all the learners can benefit from these
opportunities in the same rate due to differences in their learner characteristics.
Consequently, the implementation of these learner centered approaches in language

classrooms is guided by individual differences research to some extent.

2.2. Individual Learner Differences in Foreign Language Learning

Learners are different from each other in numerous ways ranging from physical
characteristics to intelligence. Considering this uniqueness, researchers try to draw
conclusions as to how learner differences affect foreign language learning process.
Since the importance of language use in FL learning is undeniable, researchers who
want to examine how learners differ in their FL learning have focused their studies on

individual variations.

Unlike communicative approach, traditional methods of foreign language teaching
focused heavily on providing teachers with specific teaching techniques. However,
current communicative learner-centered approach put the notion of individual
differences forefront. In the last two decades, individual learner differences research has
received a lot of attention from researchers, curriculum designers, and language teachers

both in second and foreign language teaching settings.

A foreign language may not only be a communication tool with which meaning is
conveyed outside the classroom but also a medium of instruction in communicative
classrooms. Therefore, problems that appear in FL use can influence individuals’
success both in academic context and in real life. The investigation of variations in
individuals’ learning showed that a wide variety of factors could regulate learners’
achievements in different subjects. Many individual differences and various frameworks
related to those differences were put forward to explain how learners differ in their
foreign language learning. In addition, theories and models have been improved and

updated according to changing needs and circumstances. For example, Ehrman, Leaver
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and Oxford (2003) focused on three basic individual IDs variables:

e learning styles
e learning strategies

e affective variables

According to Ehrman et al. (2003) these variables have a conjoint effect on second
language learning. Therefore, it is hard to deal with them separately. In a different
categorization, Ellis (2004, p. 529) put IDs into four main categories:

e abilities
e propensities
e learner cognitions

e |earner actions

Ellis (2004) classified intelligence, language aptitude and memory as abilities; learning
style, motivation, anxiety, personality, willingness to communicate as propensities;
learner beliefs as cognitions; learning strategies as actions. Of all the factors, aptitude
and motivation are the most important, and they can account for most of the variance in

learners’ achievement scores (Ellis, p. 536).

Under the category of affective variables, motivation is one of the most studied one that
influences foreign language learning. Just as it is difficult to explain how motivation for
foreign language learning works, it is also difficult to propose models that can account
for the whole phenomenon together with its components. Dornyei (1994) developed a
framework of motivation considering classroom environment and put the components of

FL learning motivation (Table 2.1) under three categories:

e language level
e learner level

e learning situation level

According to Dornyei (1994), the language level was related to internal and external
goals for foreign language learning. To be more specific, foreign language learning
motivation could take power not only from feeling of affinity with foreigners but also
from some pragmatic reasons. Therefore, informing learners about the usefulness of
learning a foreign language and encouraging them to build positive relationships with

FL community could contribute to their motivation (Dérnyei, 1994). The learner level
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concerned with learners’ desire to accomplish specific tasks and beliefs about their own
capabilities. The third level was related to course, teacher and group specific factors
(Dérnyei, 1994, p. 280).

According to Dornyei (1994), it is possible that methods selected in line with the
students’ needs and interests, could boost their motivation. In addition, a foreign
language classroom, in which the teacher is not an authoritarian figure, and creates
positive relationship with learners, can facilitate learning motivation. It is also possible
for learners to benefit from taking responsibilities in team works that facilitate

cooperation, sharing, and mutual understanding.
Table 2.1.

Components of Foreign Language Learning Motivation (Dérnyei, 1994, p. 280)

LANGUAGE LEVEL Integrative Motivational Subsystem
Instrumental Motivational Subsystem

LEARNER LEVEL Need for Achievement
Self-Confidence
* Language Use Anxiety
* Perceived L2 Competence
* Causal Attributions
* Self-Efficacy

LEARNING SITUATION LEVEL

Course-Specific Motivational Interest
Components Relevance
Expectancy

Satisfaction

Teacher-Specific Motivational Affiliative Motive
Components Authority Type
Direct Socialization of Motivation
* Modeling
* Task Presentation
* Feedback
Group-Specific Motivational Norm & Reward System
Components Group Cohesion

Classroom Goal Structure
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Many factors were assumed to have an influence on individuals’ learning. The most
studied ones are motivation (Gardner 1985), self-confidence (Clément et al., 1994), self
efficacy (Bandura, 1986), foreign language learning anxiety (Horwitz, 1986), WTC
(Macintyre et al., 1998). In addition, those factors were studied to explain individual or
sub-group variations in L2 learning. Although there is not a limit on the factors studied
in educational research, researchers have begun to study the relationships among these
factors instead of proposing new variables in recent years. Considering the plethora of
factors, which were assumed to affect language learning, researchers have focused on

the dynamic occurrence of these factors in learning settings.

Apart from Dornyei’s (1998) framework of FL motivation, different frameworks were
also proposed for language learning. According to Williams and Burden (1997), age,
gender, intelligence, aptitude, personality, and motivation can be given as examples of
individual differences. Furthermore, relying on their cognitive and constructivist
approach, they presented a detailed framework of motivation in language learning and
stated that motivation was of great importance in educational settings (Williams &
Burden, 1997). In their framework of motivation, they explained the components of
language learning motivation. According to their framework, L2 motivation was

affected both internal and external factors.

The framework of motivation (Williams & Burden, 1997, p. 138-139) had two main
dimensions such as internal factors and external factors. Internal factors covered age,
developmental stages, gender, intrinsic interest of activity, perceived value of activity,
sense of agency, mastery, self-concept, attitudes, affective states such as confidence,
anxiety and fear, whereas external factors included significant others, interaction with
significant others, learning environment, education system, family networks, cultural

norms, and societal expectations.

Williams and Burden (1997) pointed out that self-concept is important for language
learning. They also defined self-concept as individuals’ all perceptions about their
personal entity (p. 97). According to Williams and Burden (1997), learners’ negative
self-concept perceptions about their language learner identities may prompt them to
avoid entering into L2 communication. Another important factor is self-efficacy.
Bandura (1977), proposed a theory to explain how efficacy expectations affect human
actions. Bandura’s efficacy beliefs theory also called as ‘Self-efficacy’ is another factor,
which has been extensively studied in various disciplines. According to Bandura (1977)
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perceived self-efficacy and expectations together can influence both current and future
accomplishments. Another factor, which is similar to self-efficacy, is self-confidence.
Self-confidence is more concerned about individuals® overall capabilities, whereas self

efficacy is task specific.

It is a known fact that learners are different in numerous ways. In parallel with this fact
there is a wide range of differences that make learners distinguished from each other. It
can be said that whether they affect directly or contribute indirectly (via mediators) to
individuals’ L2 learning, individual differences have an undeniable influence on
learners’ success in foreign language learning. Therefore, investigation of individual
differences is of great importance in educational contexts. Some IDs variables are

further discussed in the following sections.

2.3. Understanding the Willingness to Communicate (WTC)

It is important to be knowledgeable in a variety of subjects, but there are other important
things besides having good knowledge. In today’s world of communication, having
improved communication skills is the sign of a promising future both in academic and
business life, but even so, developing the ability to communicate effectively is an
ignored part in many people’s personal development schedules. It is a well-known fact
that some people avoid communication as much as possible. However, there are also
some people that spend most of their time talking. Differences are easily observed in

every aspect of life.

Burgoon (1976) investigated the problem of unwillingness to communicate as an
individual traitlike difference in language use. She also explained anomie (breaking ties
with social norms), alienation (separation from society), introversion, low self-esteem,
and communication apprehension (anxiety) as variables that cause variations in talking.
Of all those variables, communication apprehension and introversion were the most

studied ones.

Many other studies also aimed at finding solutions to communication related problems.
It was possible that one’s performance in communication could change depending on
various individual level differences. Therefore, it was important to understand the

concepts and their roles in one’s communication behavior in communication studies.
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For example, McCroskey & Richmond (1982) examined communication apprehension
and shyness. They stated that the two concepts were empirically distinct (p. 467).
Furthermore, McCroskey and Richmond (1987) mentioned some factors that could
influence one’s willingness to communicate. Those factors were introversion, anomie,
alienation, self-esteem, communication skill level, communication apprehension, and
cultural divergence (McCroskey & Richmond, 1987, p. 138).

According to McCroskey and Richmond (1987) introverted people avoid
communication and prefer staying quiet, whereas extroverted people try to initiate
communication and remain inner-directed. In addition, some people do not want to talk
because of their inefficient communication skills. McCroskey and Richmond (1987)
pointed out that as people’s communication skills improved, so did their willingness to

communicate.

McCroskey and Richmond (1987) mentioned the effect of cultural divergence on one’s
willingness to communicate. Unlike a skill deficient individual, a ‘culturally divergent
individual may have excellent communication skills for one culture, but not for the
other’ (McCroskey & Richmond, 1987, p. 140). Communication apprehension was the
most important antecedent of willingness to communicate. There were four types of

communication apprehension; traitlike, context based, receiver based, and situational.

Although the concept of WTC can be traced back to Burgoon’s (1976) study, in which
she investigated the problem of unwillingness to communicate as an individual
difference in language use, the original construct of WTC was mostly credited with the
work of McCroskey and Baer (1985). They developed an advanced construct and
named it “Willingness to Communicate”. Their notion of WTC covered the use of first
language rather than second language. However, the scale was adapted to different

second language learning contexts in different studies.

McCroskey and Baer (1985) focused heavily on the oral communication. According to
McCroskey and Baer (1985), WTC level may change depending on communication
apprehension, but there are also other variables that can affect one’s tendency to initiate
oral communication. McCroskey and Baer (1985) designed a 20-item WTC scale that
consisted of four communication contexts: public speaking, talking in meetings, talking
in small groups and talking in dyads. The scale also included three types of receiver

variables: strangers, acquaintances, and friends. The WTC scale was a tool for the
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measurement of speaking WTC. Respondents of the 20-item probability estimate scale
were supposed to indicate their percentage of times (from 0 to 100) they would choose

to communicate in 20 given situations. The scale had good reliability and validity.

McCroskey and Richmond (1990) highlighted the importance of the role that WTC
played in one’s choice of entering into conversation. They also noted that high WTC
level could lead an increase in the quantity of one’s communication. In addition, people
with high WTC levels were advantageous in various contexts (McCroskey &
Richmond, 1990). For example, they make friends easily, and receive positive feedback
from employers. Thus, it would be wise to investigate WTC as a variable in

communication related studies.

Different researchers alleged that one’s WTC is influenced by some variables like
anxiety, and communication competence. Maclintyre (1994) examined the underlying
structure of WTC in his study. The hypothesized L1 WTC model was based on the
interplay between communication apprehension and communication competence. The
study asserted that high level communication competence and low level communication

apprehension could contribute to WTC (Maclintyre, 1994).

WTC and its antecedent were examined in different L1 communication studies. It is
true that language learning and use involve some cognitive processing. However, apart
from cognitive processing, affective engagement is an important component
communication. Even when they are trained to communicate effectively, and equipped
with good grammar skills, people may not be willing to join conversations with others.
Willingness to communicate manifests itself as one of the important factors that can
determine one’s foreign language use and success. Some factors like place of
communication, types of interlocutor, and culture influence WTC. In addition to

situational factors, affective factors (e.g., anxiety) also stand out.

Many different linguistic, cognitive, affective, and sociocultural variables were also put
forward to conceptualize the notion of WTC. WTC as a traitlike or situational
dependent variable was studied extensively communication research area. For example,
McCroskey and Baer (1985) referred it as a stable trait. Some studies showed that
although one’s WTC may change according to situational factors, it is trait like in most
cases. WTC and its antecedents are still studied to find out what lies under learners’

willingness or unwillingness to communicate in different L1 communities. In line with
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this direction, the researchers are still trying to find out how individuals differ in their

communication behavior.

2.4. WTC Concept in Second and Foreign Language Learning Contexts

WTC was once considered as a factor, which was only concerned with L1 oral
communication and traitlike. Thus, the construct initially received much attention from
L1 researchers. Maclntyre and Charos (1996) extended the L1 WTC study and
investigated WTC among French as-a-second-language speakers. They added
motivation and personality variables in their study variables. It was revealed that WTC
concept could be applied also to L2 contexts (Maclntyre & Charos, 1996). Later,
Maclintyre et al. (1998) revised and adapted L1 WTC concept to L2 communication

context. Consequently, WTC paved its way into L2 communication contexts.

Much of the research into WTC in second language centered upon the English language.
The original WTC concept that was put forward by McCroskey and Baer (1985) was
not related to foreign language learning contexts. The WTC scale used in the work of
McCroskey and Baer (1985) did not include items that were related to EFL contexts.
After Maclntyre et al. (1998) adapted WTC to L2 context. The notion of WTC became
a hot topic both in ESL and EFL countries in a short time. In addition, the construct of
WTC has been examined both in Asian and Western countries. Studies pointed out that
the aim of language learning is to communicate, and therefore the WTC can be a crucial
determiner of successful second language learning (Maclintyre et al., 1998; Macintyre &
Charos, 1996; McCroskey and Baer, 1985).

The WTC received much attention from researchers who studied L1 and L2
communication. It was thought that WTC may show variance depending on situational
variables. The main energizer for that movement was the work of Maclintyre et al.
(1998). According to Maclintyre et al. (1998), willingness to communicate was the main
prerequisite of communication behavior. They held the belief that communication was
not merely comprised of talking, and different skills such as reading and writing should
also be studied. This extended version of WTC in the target language as an individual
differences variable became one of the popular research topics in a short time.
Researcher based their studies on the heuristic model of WTC, which was put forward
by Maclntyre et al. (1998).
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Although it was inspired by the previous studies (Burgoon, 1976; McCroskey & Baer,
1985) the conceptualization of L2 WTC was credited with MacIntyre et al.’s (1998)
research. They focused on situational variables in L2 communication. In 1998,
Maclntyre et al. proposed a six-layered pyramid-shaped, heuristic model (Figure 2.1) to

elucidate L2 WTC and variables affecting it.
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Figure 2.1. Heuristic model of variables influencing WTC. (Maclintyre, Clément,
Dornyei, & Noels, 1998)

Maclntyre et al. (1998) based their model on the idea that one’s level of WTC in L2
might show changes according to different state and personality variables. The WTC
model presented in their work (1998) included linguistic, communicative, and social
psychological variables. In addition, they also believed that WTC could serve as a

facilitator in one’s frequency of communication.

In the pyramid model, the first layer was communication behavior, which was the
ultimate outcome of language learning. The WTC was placed in the second layer and
assumed to be the main predictor of communication behavior. The third layer included
desire to communicate with a specific person and the state communicative self
confidence. Communicative self-confidence was referred as a powerful determinant of
WTC (Macintyre et al., 1998). The fourth layer was represented with motivational
propensities and composed of three sub-categories as: interpersonal motivation
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intergroup motivation and L2 self-confidence. L2 Self-confidence was different from
the situational communicative self-confidence due to the fact that it was more stable
(Maclntyre et al., 1998, p. 551). The fifth layer was affective-cognitive context, which
covered attitudes toward L2 community, setting and type of interaction and
communicative competence. The sixth layer was named social and individual context.
Inter-group climate and personality formed that layer. Inspired by their heuristic model
of WTC, Maclntyre et al. (2001) designed a WTC scale in order to measure Canadian
students” WTC in French inside and outside the classroom. The scale worked well in the
Canadian context. In addition to this success, the adapted versions of the scale also did a
good job in the Iranian (Zarrinabadi & Abdi 2011) Chinese (Peng, 2007) EFL contexts.

One of the prominent figures in EFL WTC research area was Tomoko Yashima. In her
studies, Yashima investigated WTC among Asian students in the Japanese EFL context.
In the study (Yashima, 2002), it was revealed that international posture (attitude toward
international community) influenced students’ motivation, which in turn affected the
WTC in English level of Asian students. Similar findings were also found in the work of
Yashima et al. (2004).

Dornyei (2003) postulated that WTC could be regarded as an important individual
affective factor influencing one’s communication based activities. In addition, WTC as
a possible indicator of learner-initiated communication received tremendous attention
from EFL researchers all around the world. Some researchers concluded that frequency
of communication differs among individuals depending on their WTC (Maclntyre et al.,
1998; Yashima, Zenuk-Nishide & Shimizu, 2004).

In a few words, individuals may vary in their L2 communication behaviors due to the
intervention of different internal and external factors. This deviation can manifest itself
in their frequency of starting L2 communication, too. Furthermore, individuals’
willingness to engage in conversations with speakers of L2 was taken into consideration
by researchers who studied L2 communication behavior. In order to get a better
understanding of L2 communication, studies were not limited to variables such as
anxiety and motivation. In the literature on L2 communication, different variables were
assumed to affect success in L2 communication. The concept of WTC brings some
important affective and cognitive variables together. For this reason, it receives much
attention from researchers who want to base their studies on the dynamic occurrence of

different variables in L2 learning and communication processes.
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2.5. Different Studies on WTC and Other Variables

The construct of WTC held an important place in communication research since many
researchers in ESL and EFL countries chose it as their study topics. For example,
Maclntyre et al. (1998) emphasized the importance of WTC as a goal of L2 learning. In
view of the contextual differences, various WTC models were also put forward to
explain WTC and its antecedents.

Different models were tested to find out how WTC works in different settings. For
example, Macintyre (1994) developed a path model to explain WTC in the first
language. The model showed that high level perceived communicative competence and
lack of apprehension led to increased level WTC. Some studies other indicated that
motivation and WTC together could predict academic achievement (Hashimoto, 2002;
Maclintyre & Charos 1996).

Maclintyre and Charos (1996) reported that self-perceived communication competence
influenced beginner level learners” (N = 92) L2 use. Moreover, Hashimoto (2002)
conducted a study in order to examine the proposed model of WTC. The participants
were limited to 56 students in Japanese ESL context. The participants were speaking
English as a second language, and Japanese as native language. In that attempt,
Hashimoto replicated the work of Macintyre and Charos (1996) and used a short
version of the Attitude/Motivation Test Battery (AMTB), which was originated from
Gardner’s (1985) research. In addition, McCroskey’s (1992) 20-item scale was used to

measure learners’ WTC in the study.

Hashimoto (2002, p. 57) pointed out that students, who were highly motivated to learn a
second language, and who had high level of willingness to communicate used language
more frequently than others did. Hashimoto also stated that the influence of self-
perceived communication competence on WTC was not significant. However, the study
indicated that there was a positive correlation between motivation and self-perceived
communication competence. Now that high self-perceived communication competence
led to an increase in learners’ learning motivation, it could affect the WTC level.
Hashimoto’s (2002) study also revealed some implications for language teachers. For
example, increased self-perceived communication competence and reduced language
anxiety may lead to more language use in language classrooms. In addition, WTC is to

be a concern that should be included in the national second language learning agendas.
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Yashima (2002) studied WTC in the Japanese EFL context. The target participants of
the study were 389 university students. However, only 297 (212 males and 85 females)
of them were included in structural equation modeling (SEM). Basically, SEM is a
statistical analysis by which a hypothesis or structural theory is tested. One of the
benefits of employing SEM analysis is that the relationships among variables included
in proposed models can be examined and thus different paths can be created. Yashima
tried to find out possible predictors of willingness to communicate in English. English
language was the primary selected FL among the participants. She reported that
low-level anxiety and high-level perceived competence led to a strong perception of
WTC.

Yashima et al. (2004) also investigated the predictors of willingness to communicate in
Japanese ESL context. A total of 166 students participated in that research. They
employed different scales in the study. They used 12 items for communication
apprehension and another set of 12 items for perceived communication competence.
The study utilized the WTC scale published in the work of McCroskey (1992). They
concluded that perceived communication competence strongly correlated with students’
level of WTC. They also concluded that integratively motivated students were more
willing to communicate in L2. Furthermore, they emphasized the importance of
integrativeness with the notion of “English-using selves”. Nevertheless, it was hard to
say the same for communication apprehension. Communication apprehension was
found negatively correlated with self-perceived communication competence, which in
turn reduced the level of WTC (Yashima et al., 2004).

Jian-E Peng, in her study (Peng, 2007, p. 50), called the relationship between motivation
and L2 WTC as “tightly-woven”. Peng studied L2 WTC and motivation among 174
medical college students in the Chinese context. She used a five-point WTC scale,
which was adapted from Maclintyre et al. (2001). Her study findings indicated a positive
relationship between L2 WTC and motivation. In addition, she highlighted that Chinese
EFL context puts a good amount of emphasis on improving learners’ L2 WTC. She also
concluded that higher WTC level led to more use of L2. This means that students can
use language for conversing with foreign language teachers and giving directions of a

place to a tourist.

In her research, Matsuoka (2006) studied WTC in English among 180 university

students in Japan. She utilized individual difference questionnaire as an instrument to
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address different characteristics. She also used WTC test and a computerized English
proficiency test as data gathering tools. The study focused on speaking mode. The
analysis of the data showed that introversion and communication apprehension had
negative effect on L2 WTC, whereas self-efficacy (perceived competence, motivational
intensity, and L2 proficiency) had positive effect on L2 WTC. The quantitative results
also suggested that L2 WTC could predict L2 proficiency. It was also revealed that

international posture had an indirect effect on L2 WTC via self-efficacy.

Zhong (2013) conducted a research into understanding Chinese learners’ WTC in a New
Zealand ESL classroom. Five participants were recruited for the study. In the study,
different types of data gathering tools (in-depth interviews, classroom observations,
stimulated recall interviews, and learning logs) were utilized to understand how WTC
worked in the ESL classroom. She also proposed a model for understanding L2 oral

communication.

Behavioral
beliefs

Normative

beliefs v
Control /Self-efficacy

beliefs

WTC

v

Oral Communication

Figure 2.2. Model for understanding L2 oral communication. (Zhong, 2013, p.749)

According to the model (Figure 2.2) proposed by Zhong (2013), behavioral beliefs,
normative beliefs, and control/self-efficacy beliefs had a joint influence on learners’
WTC, which in turn determined their oral communication (Zhong, 2013, p. 749).
Additionally, she explained behavioral beliefs as the beliefs that learners held about
communicating in teacher-led situations and in groups or pairs. Normative beliefs dealt
with the influence of learners’ past experience, society and significant others. Lastly,

learners’ self-efficacy beliefs were referred as a factor affecting their WTC.

WTC has also been extensively studied in the lIranian EFL context. Zarrinabadi and
Abdi (2011) conducted a study in the WTC research area. The participants were 67
students (36 males and 31 females) who were studying English Literature and

Translation at University of Isfahan. Participants were bilingual and their ages ranged
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from 19 to 24 years. They used the adapted version of the 27-item WTC scale that was
originally developed by Macintyre et al. (2001). The reliability scores related to four
dimensions were as follows: speaking (a = .78), comprehension (o = .79), reading
(o = .85), and writing (oo = .85). They found positive correlation between students’
learning orientations and WTC in English. In the study, school and knowledge
orientations correlated with both inside and outside WTC while job, travel and

friendship orientations correlated only with outside WTC.

Mohammadzadeh and Jafarigohar (2012) also investigated WTC among over 517
university students in the Iranian EFL context. There were 188 male and 329 female
participants in the study. The study utilized McCroskey’s (1992) WTC scale in order to
measure students” WTC. They found a significant correlation between multiple
intelligences and WTC. In addition, they reported that the link between the constructs
was influenced by gender variable. Alavinia and Alikhani (2014) also investigated WTC
construct in lranian EFL context, too. The participants were 113 female and 87 male
university students. To compare WTC between males and females, they used an
independent t-test. The results of the independent t-test showed that there was a
significant difference (favoring female students) between male and female students’
WTC scores. According to the results of correlation analysis, there was a positive

correlation between students’ WTC scores and their emotional intelligence.

Valadi, Rezaee, Baharvand (2015) investigated the relationship between students’ WTC
in English and speaking proficiency. They collected data both from male and female
students. The findings of the study demonstrated that there was a positive correlation
between students” WTC and their speaking proficiency scores. The findings also
revealed that gender did not have significant effect on students’ level of WTC in the

Iranian EFL context.

In the Turkish EFL context, some of the studies targeted English majoring students
(Bursali & Oz, 2017; Merg, 2014; Oz, Demirezen & Pourfeiz, 2015; Sener, 2014a,
2014b) whereas others (Asmali, 2016; Basoz & Erten, 2018; Cetinkaya, 2005; EKin,
2018; Kanat-Mutluoglu, 2016; Merg, 2008; Oz & Bursali, 2018; Uyanik, 2018)
included participants who were studying in different departments.

Cetinkaya (2005) proposed a WTC model for Turkish EFL context. In her research,

quantitative data were collected from 304 college students, who were studying at
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preparatory class and used to conduct SEM analysis. Additionally, qualitative data were
gathered from 15 students. Her findings indicated the existence of a direct relationship
between learners’ WTC and attitudes toward international community. The study
indicated that language learners who had positive feelings about international affairs
were more willing to communicate in L2. The research also found out that language
learners who had higher perceived communicative competence were more willing to
communicate in English. In her work, Cetinkaya also pointed out that motivation had an
indirect effect on WTC.

Sener (2014a) conducted a research into ELT students’ level of WTC in English. She
examined variables like perceived communication competence, attitudes, self
confidence, communication apprehension and motivation. There were 274 participants
(97 males and 177 females) in her quantitative study. In addition, qualitative data were
gathered from 26 students, who were selected from the participants of her quantitative
study. According to analysis of the data, students’ overall WTC level was found
between moderate and high. In the study, Sener also Observed that students’ self
perceived communicative competence correlated positively with both their WTC level
inside and outside the classroom. However, a negative correlation was found between
in-class WTC and anxiety. In addition, it was reported that self-confidence was the most
significant predictor of students’ in-class WTC level according to the results of the

regression analysis.

In another research, Mer¢ (2008) examined tertiary level EFL students’ willingness to
communicate inside the classroom. The participants (N = 28) were from different
departments. In his study with Turkish EFL learners, Mer¢ used Turkish translated
version of the 27-item WTC scale, which was originally designed in English by
Maclintyre et al. (2001). According to his research findings, students were more willing
to read in the classroom. It was also reported that the dimension with the highest mean
score was reading whereas the dimensions with the lowest mean scores were speaking

and writing inside the classroom.

Merg (2014) investigated ELT students” WTC in English in terms of four skills in the
Turkish EFL context. He used the Turkish translated version of the WTC scale, which
was designed by Maclintyre et al. (2001). The study employed a quantitative analysis.
Findings indicated that the overall mean score for WTC in English was 3.35 and
students’ level of WTC was between (3) willing half of the time and (4) usually willing
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options. The analysis of the data also showed that the dimension willingness to read
inside the classroom was followed by listening and speaking dimensions. The
dimension with the lowest mean score was writing inside the classroom. The results of
the correlation analysis revealed that there was a significant correlation between

students’ willingness to communicate in English and language learning strategy use.

In the work of Oz et al. (2015), learning orientations and WTC were investigated. 134
EFL students (Male: n = 34 and Female: n = 100) in teacher education program
participated in the study. Oz et al. (2015) attributed the dominance of female students in
ELT department to the fact that female students have more tendencies to learn English
in Turkey when compared to males. The analysis of the data revealed that males had
higher level of WTC than females did. Oz et al. (2015) used McCroskey’s (1992) WTC
scale as a measurement tool. The result of the analysis also demonstrated that
motivation had an indirect influence on L2 WTC. That result contradicted with that of
Hashimoto’s (2002) work, in which Hashimoto concluded that motivation had a direct
effect on WTC. Furthermore, Oz et al. (2015) stated that motivation was not a
propensity for WTC in English by itself but it might serve as mediator between different
factors that affect learners’ level of WTC.

Asmali (2016) investigated WTC and its antecedents like English learning motivation
confidence in English communication, attitude toward international community, and
personality. The data were collected from 251 freshmen who were studying in different
departments at a state university. According to the results of SEM analysis, confidence
in English communication was influenced by personality variable. In addition, the
model demonstrated that participants’ attitudes toward international community
influenced their English learning motivation. Consequently, participants’ English
learning motivation, confidence in English communication and international posture

were found to be directly related to their WTC in English.

Kanat-Mutluoglu (2016) conducted a research in order to investigate the relationships
between WTC and different other variables like ideal L2 self, academic self-concept
and intercultural communicative competence. The participants were 173 students, who
were taking intensive English courses at a state university. Participants also varied in
their departments. Results of the study indicated that academic self-concept had some
predictive power on L2 WTC. However, it was the ideal L2 self that predicted L2 WTC.
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Bursali and Oz (2017) investigated students’ WTC in English inside the classroom at a
private university. Participants consisted of 56 EFL pre-service teachers. The data were
collected from both female and male students. According to findings of their study
32.1% of the participants had high, 30.4% had moderate, and 37.5 had low level of
WTC in English. In addition to that finding, no statistically difference was found
between male and female participants’ overall level of WTC in English. Furthermore
Oz and Bursali (2018) investigated the relationship between EFL preparatory school
students’ WTC in English and L2 motivational self-system. They found a significant
relationship between ideal L2 self and L2 WTC. According to their findings, 28.6% of
the participants (N=105) had high, 20% of them had moderate, and 51.4% of them had
low WTC in English inside classroom (Oz & Bursali, 2018, p. 5).

Basoz and Erten (2018) investigated tertiary level EFL learners’ WTC in English
collecting data from 701 tertiary level EFL learners. Quantitative research design was
adopted for that study by the researcher. According to the results of quantitative
analyses, participants’ level of WTC in English was moderate. Results also revealed that
learners were more willing to communicate in English outside the classroom than they

were inside the classroom.

Tasdemir (2018) carried out a research into exploring the relationship between students’
WTC and Self-efficacy in English. He adopted a mixed-methods design for his study.
Both female and male students were recruited from a state high school. The data were
gathered by means of WTC (McCroskey, 1992), and Self-efficacy (Yanar & Biimen,
2012) scales. Findings revealed that students had low-level self-efficacy in English and
were somewhat willing to communicate. It was also reported that there was a
statistically significant, moderate level correlation between students’ WTC and self
efficacy in English (Tasdemir, 2018). In addition, qualitative findings showed that
positive attitude toward English contributed to their willingness to talk in English.
However, fear of making mistakes and feeling anxious were reported as the reasons for
students’ unwillingness. As for the problem of low self-efficacy, the participants cited

lack of vocabulary and grammatical knowledge as reasons.

Uyanik (2018) examined the relationship between students’ motivation to learn English
and their willingness to communicate in English. She adopted a mixed methods design
in her research. The quantitative data were gathered from 353 students. The findings

showed that students were somewhat willing to communicate in English. The results of
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independent t-test revealed that there was not a significant difference between male and
female students in terms of their level of WTC in English. The study (Uyanik, 2018)
revealed that there was not a significant difference in students’ level of WTC in English
in terms of abroad experience variable. Yet, students who had an abroad experience
showed slightly higher willingness to communicate in English compared to students
with no abroad experience. According to the results of independent t-test, students
differed in their level of WTC in English with regard to their departments. As for the
relationship between students’ motivation to learn English and willingness to
communicate in English, the results of the correlation analysis indicated a moderate

level positive correlation.

Ekin (2018) investigated preparatory school students’ WTC in English. He also
examined the effect of vision/imagery capacity of the foreign language learners on their
WTC in English. The researcher adopted quantitative research approach. The data were
gathered by means of questionnaires. The participants of the study consisted of 229

preparatory school students.

The findings of Ekin’s (2018) study showed that participants’ level of WTC outside the
classroom was higher than their WTC inside the classroom. Additionally, it was
revealed that there was no significant difference between male and female students in
terms of their WTC in and outside the classroom. Furthermore, vision was found to

have a significant effect on outside WTC.

In conclusion, WTC is the ultimate propensity for successful communication. In
addition, some psychological factors such as attitudes, apprehension and self-efficacy
are assumed to affect foreign language use in the classrooms. However, there are
differences in study results as to what lies under learners’ willingness to communicate
in English. Most of the studies reported different results. The reason for this paradox
can be attributed to the effect of variation in contexts. Consequently, literature needs
more research on WTC and its antecedents.

2.6. Self-Efficacy as a Predictor of Language Performance

Being a part of Social Cognitive Theory (SCT) and introduced by Bandura (1977)

self-efficacy as a possible predictor of motivation has been studied extensively in
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different pedagogic settings. Research into motivation also emphasized that motivation
and learning behavior are influenced by learners’ self-efficacy to some extent.
Considered as one of the notable affective variables that play critical roles in language
learning and language use, self-efficacy has received much attention from researchers
working in various contexts. From the view of Bandura’s (1989) Social Cognitive
Theory, which was put forward in response to behaviorist theories, self-efficacy

accounted for both confidence in different tasks and future motivation for those tasks.

The SCT highlighted the importance of social interactions, environment, observations in
one’s learning. For example, learners can learn by observing; a teacher at school,
parents at home peers in the classroom, and a movie character on TV. There were four
main sources of self-efficacy (Bandura, 1997): enactive mastery experiences (e.g.,
previous accomplishments) vicarious experiences (e.g., observations), verbal persuasion
(e.g., verbal feedback, and affirmation, physiological and affective states (e.g.,
physiological and emotional reactions). Even though the SCT covered a variety of
notions, the concept of Self-efficacy was placed in the central position, and researched a

significant amount by different researchers.

Schunk (1989) argued that self-efficacy could enable learners to apply their knowledge
by which they acquire skills. Different studies also indicated that students’ perceptions
of self-efficacy contributed to their academic achievement (Pajares & Valiante, 1997;
Schunk, 1989). In addition, researchers reported that learners’ self-efficacy beliefs had
an inevitable effect on their motivation (Bandura, 1989; Pajares & Valiante, 1997;
Yang, 1999; Linnenbrink & Pintrich, 2003). In addition, some other studies showed that
there was a positive relationship between learners’ motivation and self-efficacy
(Bandura, 1989; Clément et al. 1994; Wang, Schwab, Fenn, & Chang, 2013).

In more recent years, researchers have tried to develop new ideas as to how individual
differences affect language learners’ achievements. For example, Yough (2011)
conducted a comprehensive study with 577 university students and 33 teachers. The
study investigated the relationship between L2 WTC and self-efficacy and grades. The
participants were ESL (n = 47), Spanish-as-a-foreign-language (n = 469) and Chinese-
as-a-foreign-language (n = 51) learners. The data were collected from both students and
teachers. One of the major finding of that study was the effect of students’ self-efficacy
on their course grade. In addition, Yough (2011) stated that the increase in students’
self-efficacy for speaking predicted their WTC. The research findings revealed that self
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efficacy for target language was the strong predictor of students’ willingness to
communicate in L2 (Yough, 2011, p.209).

In the Turkish EFL context, Tilfarlioglu and Cinkara (2009) made investigation into
EFL students’ self-efficacy with 175 participants. They reported that tertiary level EFL
students had a high sense of self-efficacy in language learning tasks. Geng, Kulusakli
and Aydin (2016) also conducted a research into tertiary level students’ self-efficacy
beliefs on English language learning. Geng et al. (2016) used the Self-efficacy in
English scale developed by Yanar and Biimen (2012) as a data-gathering tool in their

research.

Acikel (2011) carried out a research into investigating the relationship between tertiary
level students’ self-efficacy beliefs and their use of language learning strategies. The
participants were 139 female and 300 male preparatory school students. The participants
were chosen from one private university but their departments were different. Due to the
fact that the original items of the self-efficacy scale were written in English language
Acikel translated those items into Turkish language. She adopted a back translation
method in the translation process. The reliability of the translated scale items were in
acceptable range. The results of the analysis showed that years of English language
learning, being abroad, type of high school where participants graduated from self
efficacy for receptive skills, and deep processing strategies predicted the English
language proficiency scores of the students positively, whereas memory and rehearsal

strategies predicted participants’ proficiency scores negatively (Agikel, 2011).

As learners’ self-efficacy beliefs are task specific, and affect their skills development, a
possible connection between learners” WTC and self-efficacy can be proposed to get
deeper insights into problems about WTC in second language. Like self-efficacy beliefs,
learners’ perceptions of WTC also show variance in the use of different skills. Some
studies indicated that students’ perceptions of self-efficacy contributed to their academic
achievement (Pajares & Valiante, 1997; Schunk 1989). Moreover, Schunk (1989)
emphasized the importance of self-efficacy while coping with educational problems.
Considering all these facts, it is possible that self-efficacy can play a role as a control

mechanism for communicative intentions and promote learners” WTC.

In her research, Zhong (2013) investigated Chinese students’ WTC in English as a

second language by utilizing different instruments such as semi structured interviews
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and classroom observations. The number of the participants was low (N = 5). However
the 18-week period multi methods study was fruitful. The study conducted by Zhong
(2013) showed that students’ self-efficacy beliefs affected their WTC, which in turn
determined their success in L2 use. Pattapong (2015) emphasized the importance of
self-efficacy in the Thai EFL context and pointed out that self-efficacy affected the
participants” WTC in English. She also investigated university students’ WTC in
English. There were 29 participants in the study. The most prominent finding of the

study was the effect of self-efficacy on students WTC in English.

To sum up, it is certain that more research into the relationship between self-efficacy
and WTC will contribute to the literature. In this direction, the present study
investigated university students’ WTC in English as a foreign language in terms of four
basic language skills. Additionally, the strength of the linear relationship between
students’ WTC and self-efficacy in English inside the classroom was determined. The
relationships among sub-variables were also investigated in the present study.
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CHAPTER 111

METHODOLOGY

The present study mainly aimed at investigating preparatory school students” WTC in
English in the Turkish EFL university context. Another purpose of the study was to
determine which student characteristics (gender, age, university department, education
types (day & evening), abroad experience, taking private course, and self-evaluation of
overall communication skills in English) influence learners’ WTC in English.
Furthermore, whether or not there was a relationship between students’ WTC and self
efficacy in English with regard to listening, speaking, reading, and writing dimensions
was investigated in the present study.

Chapter I11 describes the methods used in the present study. In addition, the rationale for
the application of specific methods that were used in the study is explained in this
chapter. Furthermore, information about the research design, setting, participants,
instruments, data collection and data analysis procedures are also explained in details.

3.1. Research Design

A quantitative research design was employed in the present study. According to Bryman
(2012, p. 35), quantitative research is a deductive research strategy that involves
quantification in data collection and analysis. In social sciences, quantitative research
also regarded as statistical research involves gathering data from respondents by means

of questionnaires or scales and reporting the findings in tables.
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In the present quantitative study, the data were gathered through two different scales. In
addition, differences between groups and relationships among variables were studied

statistically as it is done in most comparative and correlational quantitative studies.

Dornyei (2007) stated that quantitative research was generally seen as a cost-effective
option in Social Sciences. In addition to its cost-effectiveness, quantitative data
collection via questionnaires is less time consuming than data collection through
qualitative methods (Mackay, 2006). Moreover, the analysis of the quantitative data can
be conducted in a short period with the help of sophisticated computer software
packages, and the findings of a quantitative study can easily be compared to those of
similar studies (Dornyei, 2007).

3.2. Setting and Participants

In Turkey, English is the medium of instruction at some university departments. In
addition, some faculties expect an English competency certificate from the students who
are successful in the central university entrance examination. Alternatively, students are
required to take a proficiency test before starting their academic programs. Students,
whose test results meet the minimum requirements expected from their departments, can
start taking classes related to their majors. However, students with unsatisfactory
proficiency scores are asked to take the one-year English preparatory program offered

by foreign languages schools.

The population of interest in this study consisted of Turkish university students who
were taking one-year English preparatory courses in the School of Foreign Languages
of a state university in Turkey. In the School of Foreign Languages, there were different
groups of learners who were learning English, German, French, and Turkish as a foreign
language. Relying on purposeful sampling method, the researcher included only the
students who were taking intensive English preparatory courses in the scope of the
present study. Those students were also native Turkish speakers who were learning

English as a foreign language.

Students who were majoring in English Literature and English Language Teaching were
not included in the present study for various reasons. Firstly, it was possible that those

students could think their communication skills would be evaluated according to their
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responses to the scale questions. Secondly, they could feel pressure to score high in the
scale because of the need for being respected. Thirdly, apart from their strong foreign
language learning background and skill levels, they had a special affinity with English
language and culture. Therefore any comparison to be made between ELT students and

engineering students in terms of L2 WTC could lead complicated and biased results.

In the present study, the participants were determined by employing the non-probability
sampling. Dornyei (2007) maintained the advantage of non-probability sampling stating
some practical criteria like geographical proximity, availability at a certain time, easy
accessibility, or the willingness to volunteer, which are considered in the participant
selection by the researchers. Dornyei also added (2007, p. 96) that a good sample is very
similar to the target population in different aspects (e.g., age, gender, ethnicity
educational background, academic capability). Considering the research questions, topic
of the study, the adequate number of participants needed for parametric tests, the

researcher recruited participants via non-random method using purposeful sampling.

3.2.1. Participant Demographics for the Pilot Study

In the scope of the study, two different data (pilot and main) were collected from
different participants at different times. Before conducting the main study, the
researcher thought that it would be better to carry out a pilot test. The purposes of the
pilot study were to test the research instruments; to estimate participation rate; to
identify possible problems. In the pilot study, the data were collected only from the
volunteer participants who gave written consent. All the participants were above 18
years. Therefore, there was no need to ask for parent permission.

Both male and female students were included in the study. As for the university
departments, volunteers from the Faculty of Engineering and Faculty of Economics and
Administrative Sciences participated in the pilot study. Considering their numerical
superiority, the researcher thought that group of participants could provide a fair amount
of data for statistical analysis. In addition, students who are studying at these

departments are generally interested in math and science.

Furthermore, pre-trial forms were examined by students of English Language Teaching
Department, and some items were not found to be relevant to ELT students. Therefore

English Language Teaching and Literature Departments were not included in the study.
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Table 3.1.

Frequency Table of the Pilot Study Participants for Gender, Age and Department

Characteristics n %
Gender
Male 133 65.2
Female 71 34.8
Age
18 41 20.1
19 96 47.1
20+ 67 32.8
Department
Faculty of Engineering 113 55.4
Faculty of Economics and Administrative Sciences 91 44.6
Note: N =204

The data used in the pilot study were gathered from 204 volunteer participants, who
were studying in the English preparatory program at the School of Foreign Languages
during 2016-2017 academic year. Participants were described in the Table 3.1. As it was
seen in the table the participants consisted of 204 (133 men and 71 women).
Furthermore, 91 (44.6%) of the participants were from the Faculty of Economics and
Administrative Sciences, 113 (55.4%) of them were from the Faculty of Engineering.

The average age of those participants was 19.2 years.

3.2.2. Participant Demographics for the Main Study

The data that were used in the main study were gathered from 202 preparatory school
students who were studying at the School of Foreign Languages of a state university
during 2017-2018 academic year. In the scope of the study, demographic information

about the participants was gathered via a demographic form.

Information about some characteristics of the participants such as gender, age,
proficiency group department, education type, having or not having abroad experience
and taking or not taking private courses was obtained from the participants by means of
the demographic form. The participants were naturally divided into two groups
according to their gender. The average age of the participants was 19.6 years.

Participants’ demographics are presented in the table below (Table 3.2).
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Table 3.2.

Frequency Table of the Main Study Participants for Gender, Age, Level, and

Department
Characteristics n %
Gender
Male 133 65.8
Female 69 34.2
Age
18 31 15.3
19 72 35.6
20+ 99 49.1
Language Level
Elementary 118 58.4
Pre-intermediate 84 41.6
Department
Faculty of Engineering 81 40.1
Faculty of Economics and Administrative Sciences 121 59.9
Note: N = 202

The participants of the main study consisted of 69 (34.2%) female students, and 133
(65.8%) male students. Furthermore, 121 (59.9%) of the participants were from the
Faculty of Economics and Administrative Sciences, 81 (40.1%) of them were from the
Faculty of Engineering. Those groups also consisted of students from different majors:
computer engineering, civil engineering, electrical electronics engineering metallurgical
and materials engineering, mining engineering, geological engineering, political

sciences and international relations, international trade, finance, and economics.
Table 3.3.

Frequency Table of the Main Study Participants for Day and Evening Education Types

Characteristics n %
Education Type
Day education 138 68.3
Evening education 64 31.7

Note: N = 202
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Education type was one of the least researched variables in the Turkish EFL context.
Therefore, whether or not education type had a significant effect on students’ WTC in
English was under investigation in the present study. There are so many universities that
offer evening classes for students. In the School of Foreign Languages at MSKU, some
of the students were taking courses in the evening. Students who were taking evening

classes were also included in the scope of the present study.

Among all participants recruited for the main study, 64 (31.7) were taking classes in the
evening and 138 (68.3) were taking classes during daytime. Of those 138 students, only
57 of them were from Faculty of Economics and Administrative Sciences (Table 3.3).
Owing to the fact that the group that were taking evening classes consisted of students
from Faculty of Economics and Administrative Sciences, students had to be chosen

from the same faculty.
Table 3.4.

Frequency Table of the Participants for Being Abroad and Taking Private Courses

Characteristics n %

Being Abroad

YES 31 15.3
NO 171 84.7
Taking Private Courses
YES 39 19.3
NO 163 80.7

One of the objectives of the present study was to find out whether the experience in a
foreign country and taking private courses had significant influence on learners’
willingness to communicate in English inside the classroom. In line with this objective
the participants were asked whether they had been abroad. According to the
demographics form, there were 31 (15.3) participants who had an abroad experience
before. Moreover, the participants were asked whether they had taken private courses
outside the school. In the study, 39 (19.3) participants reported that they took private
English language courses outside the school while others 163 (80.7) reported that they

did not take private courses outside the school.

In addition to the variables above-mentioned, information about types of high school

where participants graduated from was obtained via demographics form. The range of
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options for types of high schools was broad. Due to the fact that the number of the
participants was not balanced in the groups, the researcher thought that it would be
better exclude that high school type variable from statistical analyses. The researcher
also thought that it would be difficult to make comparisons among the groups of two or
three students, and as a result, decided to go without high school type variable when
conducting statistical analyses. Nevertheless, it was seen that students had different
backgrounds with regard to their high school types according to the demographics form.
The school types indicated in by the participants were as follows: Anatolian High
School (n = 116), Regular High School (n = 16), Vocational High School (n = 29),
Private High School (n = 28), Social Sciences High School (n = 2), Science High
School (n = 3) Teacher Training High School (n=8).

Table 3.5.

Participants’ Self-evaluation of the Overall English Communication Skills

Characteristics n %

Self-evaluation of Overall English Communication Skills

Good 31 15.3

Moderate 127 62.9

Poor 44 21.8
Note: N = 202

In the scope of the study, participants were asked to evaluate their overall English
communication skills. To this aim, three options were offered to study participants:
‘Good’, ‘Medium’ and ‘Poor’. Of the 202 participants, 31 chose the option ‘Good’, 127

chose the option ‘Medium’, and 44 circled the option ‘Poor’.

3.3. Instrumentation

In the present study, the researcher adopted quantitative data collection method.
Therefore, the data were collected by means of two scales. In addition, a consent paper

and a demographics form were designed for the study (see also the Appendix 1. and
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Appendix 2.). According to Mackey and Gass (2005, p. 27) consent is “a voluntary
agreement to participate in a study”. The participants were informed about the general
procedure and purpose of the study. In addition the participants were informed that they
have the right to withdraw at any time. Researcher’s contact information was also given

in the consent form.

Before choosing the data gathering tools, the literature related to concepts of WTC and
SE was reviewed by the researcher in order to better understand how scales work in the
process of data collection. Two scales were found appropriate to the research topic.
Firstly, permissions that were necessary for using the scales in academic settings were
obtained from the lead authors via e-mail. Additionally, the compatibility of the

instrumentation with regard to study objectives and targeted population was examined.

The data for the present study were gathered by means of two instruments: the WTC in
English Scale and a Self-Efficacy Scale for English (see also the Appendix 3. and
Appendix 4.) Learners’ level of WTC in English was determined by a modified WTC
scale. The items of the WTC scale were adopted from the work of Maclntyre et al.
(2001). However, the items of the original Willingness to Communicate inside the
Classroom Scale, which was used in the work of Maclntyre et al. (2001) was addressing
French immersion students, and was written in English. Therefore, the items were
revised and adapted to the Turkish EFL context within the scope of the current study. In
the present quantitative study, the modified version of 27-item WTC scale was used to
determine Turkish university students’ average level of WTC in English. This version
of the WTC in English scale was prepared particularly for the present English
preparatory school setting. In the modification process, students’ opinions, teachers’
suggestions and expert view were taken into consideration. The newly modified WTC
scale and its four-factor structure were validated through factor analyses, namely

Exploratory and Confirmatory Factor Analyses.

Self-Efficacy Scale for English (SESE) was first used in the work of Yanar (2008). The
study on the validity and reliability of the SESE was carried out by Yanar and Biimen
(2012). The Self-Efficacy Scale for English was reported to have good psychometric
properties (Yanar & Biimen, 2012). The SESE was initially validated in the Turkish
EFL high school context by Yanar & Biimen (2012). Later, Ustiinliioglu, Biimen and
Ogretmen (2018) validated the scale in the Turkish EFL university context. Further
information about the scales used in this study is given in the following sections.
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3.3.1. Willingness to Communicate in English Scale

In accordance with the purpose of the study, the researcher reviewed the literature and
found a reliable WTC scale including speaking, reading, writing, and listening
sub-dimensions. The WTC scale, which was originally developed by Maclintyre et al.,
(2001) consisted of 27 items in total. The items were written in English. They were
categorized according to related four skills: comprehension (five items, o = .83)
speaking (eight items, a = .81), reading (six items a = .83), and writing (eight items,
a = .88) skills.

The 27-item WTC scale was initially used in the French immersion context. Later
different researchers revised the scale and adapted it to the different EFL and ESL
contexts. For example, Peng (2007) adopted the 27-item WTC scale in order to measure
L2 WTC of Chinese learners of English. Considering the contextual differences
between Canadian French immersion and Chinese L2 teaching, she decided to change
some items so that participants could understand easily. Her research results (Peng,
2007) showed that the scale was reliable (o = .92).

Studies that utilized 27-item WTC scale were reviewed by the researcher. The WTC
scale was found reliable in different studies (Maclintyre et al., 2001, Peng, 2007).
Therefore, it was thought that the scale could be used in the Turkish EFL preparatory
school context. Yet, the original scale was developed in French immersion context,
which was different from the Turkish EFL context. Moreover, the original language of
the scale was English which constituted a major problem for Turkish students in terms
of comprehensibility of the items. Consequently, the items and scale response anchors
which were obtained from Maclntyre et al.’s (2001) WTC inside the classroom scale

were adapted to the Turkish EFL preparatory school context.

Some minor modifications were made in the original language of the scale considering
the present research setting. Firstly, the word ‘French’ was changed to the word
‘English’ in the scale items 11, 26, and 27. During the modification process, some of the
items were slightly changed to make the meaning more comprehensible for Turkish
EFL learners. For example, items 3, 4 and 6, which were in question form, were
modified. For example, the original item “A stranger enters the room you are in, how
willing would you be to have a conversation if he talked to you first?”” was too long.

Therefore, the item was revised and changed to “Have a conversation with a foreigner
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(e.g., teacher, student) if he/she wanted to talk to you”. In addition, the item “You are
confused about a task you must complete, how willing are you to ask for
instructions/clarifications?” was changed to “Ask for instructions and clarifications
from the teacher when you are confused about a task”. Lastly, the original item “How
willing would you be to be an actor in a play?” was changed to “Be an actor in a play

(e.g., drama, role-play)”.

The differences between the learning environment of French immersion students and
Turkish EFL university students were also studied by the researcher. Furthermore, the
applicability of L2 communication situations, which were given in the items, to Turkish
EFL context was discussed with one of the language instructors working in the School
of Foreign Languages and the supervisor. Some additional changes were also made in
the scale according to the suggestions made by the instructor and the supervisor. For
example, the original item “Read a novel” was changed to “Read a short story”.
Similarly, the original item “Read an article in a paper” was changed to “Read easy

paragraphs or articles”. In addition, the term “easy” was added to item 18 and 20.

After planned changes were made according to suggestions, items were translated into
Turkish language. The translation team consisted of two English teachers, one expert in
the field, and the researcher himself. In the translation process, different Turkish and
English versions of the scale were revised by different translation teams until consensus
is reached. The modified English and Turkish versions of the WTC scale were
distributed to 30 junior students who were studying in English Language Teaching
department. Additionally, students were asked to indicate any ambiguity in the
translation of the scale items during a class hour. It was seen that some Turkish
translated items “Bake a cake if instructions were not in Turkish” and “Fill out an
application form” were hard to understand and not specific. They were changed to “Try
to understand a meal recipe told in English” and “Listen to information and fill out a

form” respectively.

In the translation process, some studies were reviewed in order to learn more about
translation procedures and practices (Agikel, 2011; Peng, 2007; Deniz, 2007; Oztiirk,
2012). In the final form of the scale, learners were expected to indicate how willing they
would be to communicate in given 27 situations according to five-point rating scale (1)
almost never willing, (2) sometimes willing, (3) willing half of the time, (4) usually

willing, and (5) almost always willing.
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For the reliability check, the final form of the WTC scale was pilot tested with 204
preparatory class students at MSKU. According to the results of the reliability analysis,
the Cronbach’s Alpha score for the whole scale was .89 and reliable. Reliability score
for speaking sub-scale was .78; for reading sub-scale .80; for writing sub-scale .84; for
listening sub-scale .82. According to Pallant (2007) alpha score of a reliable scale
should be .70 or higher.

Table 3.6.

Results of KMO and Bartlett’s Tests

Kaiser-Meyer-Olkin Measure of Sampling Adequacy .845
Bartlett's Test of Sphericity X? 2267.32
SD 351
p .000

Before conducting factor analysis, it is generally suggested that Kaiser-Mayer-Olkin
(KMO) and Bartlett’s tests should be carried out to check the suitability of the data for
structure detection. It is also recommended that KMO value should be over .6
(Tabachnick & Fidell, 2007) and the result of Bartlett’s Sphericity Test should be
significant (Pallant, 2007). According to the current results, Bartlett’s test of Sphericity
was significant (2 (845) = 2267.32, p < 0.05) indicating that that the samples were

sufficient for the factor analysis.

With the data collected from purposefully selected 204 students, a factor analysis with
varimax rotation method was conducted in order to determine the underlying factors.
According to the results of factor analysis with varimax rotation, four-dimensional
structure accounted for 51% of the total variance in the pilot study. Since the four
dimensional structure explains more than half of the total variance, the structure was
accepted for the present study. The four-factor model was comprised of 27 items with
factor loadings from .405 to .843. Eight items (1, 2, 3, 4, 5, 6, 7, and 8) were categorized
under “Willingness to Speak in Class” factor. Six items (9, 10, 11, 12, 13, and 14)
were categorized under “Willingness to Read in Class” factor. Eight items (15, 16, 17,
18, 19, 20, 21, and 22) were categorized under “Willingness to Write in Class” factor.

Five items (23, 24, 25, 26, and 27) were categorized under “Willingness to Listen in
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Class” factor. Factor loadings, eigenvalues, and percentage of variance explained by
each factor were presented in the Table 3.7.

Table 3.7.

Distribution of Factor Loadings for Each Item, Eigenvalues, and Explained Variance

Items Factor 1 Factor 2 Factor 3 Factor 4

WTC1 645

WTC2 .606

WTC3 529

WTC4 441

WTC5 .538

WTC6 .660

WTC7 .681

WTC8 597

WTC9 .760

WTC10 192

WTC11 .708

WTC12 17

WTC13 449

WTC14 405

WTC15 489

WTC16 .690

WTC17 751

WTC18 .688

WTC19 .705

WTC20 122

WTC21 .540

WTC22 581

WTC23 .786
WTC24 712
WTC25 .843
WTC26 753
WTC27 .549

Percentage 271 10.0 7.8 6.1
of Variance

Eigenvalues 7.32 2.71 2.12 1.67

Cronbach’s Alpha .78 .80 .84 .82
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The first factor had an eigenvalue of 7.32 and accounted for 27.1% of the variance. The
second factor had an eigenvalue of 2.71 and accounted for 10% of the variance. The
third factor explained 7.8% of the variance with an eigenvalue of 2.12. The fourth factor
had an eigenvalue 1.67 and explained 6.1% of the variance. In addition, there were no
items that loaded on more than one factor with high loading value. In other words, there
were no items with high cross-loading value. Moreover, the value for each item under
communialities section and reliability score for the whole scale and its four factors were

satisfactory.

The original WTC scale was modified and translated into Turkish language in the scope
of the present study. The new WTC scale was found to be reliable in the pilot study.
Yet, it was necessary to test whether or not the new scale had an acceptable level of
reliability in the main study prior to conducting further analysis. To that end, the
Cronbach’s Alpha test, which is one of the popular reliability tests in Social Sciences,

was again put into use to test the scale reliability as a first step.
Table 3.8.

Reliability Coefficients for Willingness to Communicate in English Scale

Scales Items a
Willingness to Speak in Class Sub-scale 8 .78
Willingness to Read in Class Sub-scale 6 .86
Willingness to Write in Class Sub-scale 8 .86
Willingness to Listen in Class Sub-scale 5 .82
Alpha Score for the WTC Scale 27 91

With the data gathered from 202 participants, a reliability analysis was carried out on
the WTC in English scale. The alpha score for the reliability of the whole scale was
found as .91 and reliable in the present study. Reliability coefficients for the sub-scales
were as follows: .78 for speaking, .86 for reading, .86 for writing, .82 for listening.
According to Pallant (2007), the alpha value over .70 is acceptable. The results revealed

that sub-scales and the whole scale were reliable and can be used for further analysis.

In addition to the calculation of Cronbach’s Alpha score for each scale, item-total

correlations were investigated through SPSS Statistics software. According to the
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literature, the corrected item correlation for each item should be over .30 in order to get
better results in further statistical analyses (Pallant, 2007). According to the results of
the current reliability analysis related to items of WTC in English Scale, item-total
correlation value ranged from .40 to .63. for the WTC in English Scale. Scale mean if
item deleted, scale variance if item deleted, corrected item-total correlation and
Cronbach’s Alpha if item deleted statistics were presented in Table 3.9.

Table 3.9.

Item Total Statistics for WTC in English Scale

Item Scale Mean If  Scale Variance If Corrected Item Cronbach’s
Item Deleted Item Deleted Total Correlation  Alpha If Item
Deleted
WTC1 86.4752 299.465 467 913
WTC2 87.0050 300.045 415 914
WTC3 85.9356 298.379 522 912
WTC4 86.1238 300.835 434 914
WTC5 86.9505 299.410 400 914
WTC6 87.0347 296.471 416 914
WTC7 86.7228 295.366 472 913
WTC8 86.3515 292.627 563 911
WTC9 86.1238 294.169 591 911
WTC10 86.0347 295.586 574 911
WTC11 86.1040 292.502 594 911
WTC12 86.0693 291.975 631 910
WTC13 86.1436 293.925 .609 911
WTC14 85.8861 296.480 538 912
WTC15 87.1040 294.273 554 912
WTC16 86.2327 294.965 537 912
WTC17 86.5297 294.002 .565 911
WTC18 86.5446 292.687 561 912
WTC19 86.7228 290.550 .585 911
WTC20 86.9851 297.010 504 913
WTC21 86.7228 294.818 .548 912
WTC22 87.3168 298.616 405 914
WTC23 86.4109 299.955 445 913
WTC24 86.5198 294.569 503 913
WTC25 86.5000 297.674 487 913
WTC26 86.0248 297.984 538 912

WTC27 85.5050 303.545 402 914
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Apart from the reliability analysis, Confirmatory Factor Analysis (CFA) was conducted
in order to validate the four-factor structure of WTC in English Scale. Values related to
the model fit were calculated by means of IBM SPSS Amos 25.0 software. The model
fit indices indicated that, all the model fit indices were in acceptable range. The model
fit indices can be summarized as follows: Goodness-of-fit Index (GFI) = .840, Tucker
Lewis Index (TLI) = .895, Comparative Fit Index (CFI) = .907, Root Mean Square
Error of Approximation (RMSEA) = 0.059, Standardized Root Mean Square Residual
(SRMR) = 0.065, CMIN/DF = 1.693.

According to Browne and Cudeck, (1993) the RMSEA value of 0.05 or less indicates a
close fit to the model, whereas values between 0.05 and 0.08 demonstrate a reasonable
fit. It can be concluded that, the RMSEA value calculated for the present study were
within acceptable limits and indicated a reasonable fit. According to Hu and Bentler,
(1999) a value close to .06 for RMSEA is recommended for good model fit.
Furthermore, the value of relative Chi-square (CMIN/DF = 1.693) was smaller than 3
and found to be within suggested limits (Hu & Bentler, 1998).

According to Comrey and Lee (1992), in a factor analysis study, a sample of 100 is
poor, whereas a sample of 200 is fair. Since the sample size of the present study was
202, the values below .90 (GFI = .840; TLI = .895) were acceptable. In addition, better
results can be obtained with larger sample sizes. Hu and Bentler (1999) state that SRMR
value, which is lower than .08 indicates acceptable fit. The factor loadings of the WTC
scale, which were calculated via maximum likelihood estimation method ranged from
447 10 .846 (Figure 3.1).
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Chi-Square = 524.82 df =310 P-value =0.00000 RMSEA =0.59

Figure 3.1. Results of CFA Indicating the Four-factor Model for the WTC Scale
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3.3.2. Self-Efficacy Scale for English

In the present study, students’ average level of Self-efficacy was determined by the
Self-Efficacy Scale for English, which was obtained from the work of Yanar and
Biimen (2012). The Self-Efficacy Scale for English was developed in the Turkish EFL
context and comprised of 34 items in total (Yanar & Biimen, 2012). The scale was
highly reliable and had good psychometric properties (Yanar & Biimen, 2012). Later, it

was validated in the university context (Ustiinliioglu et al., 2018).

According to Ustiinliioglu et al. (2018) the scale had high reliability (a = .961). The
scale also included four sub-scales. The sub categories were as following: eight items
for reading efficacy (o = .898), ten items for writing efficacy (o = .873), ten items for
listening efficacy (o = .917), and six items for speaking efficacy (a = .896). The
Cronbach’s Alpha coefficient scores were obtained from the work of Ustiinliioglu et al.
(2018). Response options for questions in the scale were (1) Not at all true of me, (2)
Slightly true of me, (3) Moderately true of me, (4) Very true of me, and (5) Completely
true of me. Since the scale has high-level reliability and validity, it was considered as a

good tool for data gathering.

According to the results of current study, the Cronbach’s Alpha score for the whole
Self-efficacy Scale for English was found as .96 and highly reliable. Reliability
coefficients for the sub-scales were as follows: .88 for speaking, .89 for reading, .92 for
writing, .90 for listening. Results of reliability test (Table 3.10) indicated that sub-scales

and the whole scale were reliable and can be used for further analyses.

Table 3.10.

Reliability Coefficients for Self-Efficacy Scale for English

Scales Items o

Reading SE Sub-scale 8 .89
Writing SE Sub-scale 10 .92
Listening SE Sub-scale 10 .90
Speaking SE Sub-scale 6 .88

Alpha Score for the Self-Efficacy Scale 34 .96
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The Self-Efficacy Scale for English is reported to have been used in various studies
(Ustiinliioglu et al., 2018). The scale was validated in the Turkish EFL university
context by Ustiinliioglu et al. (2018). They collected data from preparatory school
students and conducted a confirmatory factor analysis in order to confirm the four-factor
structure for the Self-Efficacy Scale for English. According to Ustiinliioglu et al. (2018),
the model fit indices were acceptable and the model fit the data. They also reported that
the value of relative Chi-square was smaller than 3 and within suggested limits. Their
model fit indices can be summarized as follows: RMSEA = 0.059 SRMR = 0.045,
(Ustiinliioglu et al., 2018). In the present study, the results obtained from CFA were
similar to those reported in the study of Ustiinliioglu et al. (2018). The value of relative
Chi-square (CMIN/DF = 1.445) was found within suggested limits. Other results can be
summarized as follows: RMSEA = 0.047, SRMR = 0.049. In addition, standardized

regression weights for all the items were in acceptable range.

3.4. Data Collection Procedures

This section presents a brief overview of the whole data collection process. Before
administering the data collection on students, necessary permissions were obtained from
institutions. Since the modified WTC scale was a new research instrument, the
researcher decided to pilot test the research instrument prior to conducting actual study.
Then, a set of data for the pilot study were collected in the spring term of 2016-2017

academic year. It took participants about 25 minutes to fill out all the forms.

The data for the main study were collected in the spring term of 2017-2018 academic
year. In addition, the data were collected by the researcher during the regular class hour.
The researcher asked for verbal permission from foreign language instructors. The data
were gathered via a demographics form and two scales. Furthermore, the researcher
obtained voluntary informed consent from the participants. The participants were asked
to read the information given in the consent form. In the form, title and purpose of the
study, research instruments, and the protection of privacy were mentioned by the
researcher. Students were able to ask questions to the researcher during the data
collection. In addition, contact information about the researcher was given to the

participants so that they could express any concern about the study.
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3.5. Data Analysis Procedures

In quantitative studies, the data are analyzed and described through some statistical
operations. There are different software packages making it easy for researchers to
perform these statistical operations. Like this study, most quantitative studies aim at
measuring psychological factors via different scales. As such, some sophisticated
software programs are required to operationalize the raw data. Statistical Package for
the Social Sciences (SPSS) is one of the widely used software in Social Sciences.
Researchers working in the field of Social Sciences make great use of SPSS in their

studies as an inevitable part of quantitative data analysis process.

In the data analysis process of the present study, IBM Statistical Package for the Social
Sciences Statistics Version 20.0 were used for statistical operations like computing
dataset, calculating mean scores, conducting independent samples t-tests, doing
correlation analysis and factor analysis. In addition, the overall model fit indices were
analyzed through IBM SPSS Analysis of Moment Structures (AMOS) Version 25.0.

Different statistical procedures were put into use in order to analyze the data. Firstly, the
data collected via the scales and the demographics form were loaded into SPSS
Statistics software by means of a personal computer. The analysis of the data began
with investigating participant demographics. Descriptive statistics were used to
summarize the sample. Frequencies and means were calculated by means of SPSS
Statistics. As for the issue of reliability, the alpha scores were obtained from Cronbach’s
alpha test. Furthermore, item-total statistics were examined to find out whether or not

the scale items need changing or removing.

After participant demographics had been presented, and reliability analysis had been
conducted, normality tests, namely the Kolmogorov-Smirnov and Shapiro-Wilk were
carried out by the researcher. In addition to normality tests, tests for checking sampling
adequacy such as Kaiser-Maier-Olkin and Bartlett’s test of Sphericity were done with
SPSS Statistics. In addition, Exploratory Factor Analysis was chosen to determine
underlying factors for Willingness to Communicate in English scale. The analysis
provided information about the validity of the scale. Additionally, using AMOS the
researcher conducted Confirmatory Factor Analysis in order to examine the fitness of
the four-factor structures for WTC and Self-efficacy scales to the present study. Lastly,

independent samples t-test and Pearson’s correlation were used during data analysis.
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CHAPTER IV

FINDINGS

In the present chapter, firstly, the major findings that are relevant to the research
questions are reported in detailed tables. Secondly, the results of the independent
samples t-tests are described. In addition, descriptive statistics related to the WTC scale

and its sub-scales are presented. Lastly, the results of correlation analyses are reported.

For the first research question, students’ overall level of WTC in English was
determined. Findings related to students’ WTC in English were presented through
descriptive statistics. To answer the sub-questions of the first research question, results
of independent samples t-tests were interpreted. For the second research question,
students’ WTC in English in specific classroom situations, which was reported on the
27-item WTC scale, was examined. For the third and fourth research questions, mean
scores of each scale was calculated through descriptive statistics and the correlations

among the variables were investigated by computing Pearson’s coefficient.

4.1. Turkish EFL Preparatory School Students’ Level of WTC in English

RQ1: What is the Turkish EFL preparatory school students’ level of WTC in English

inside the classroom?

The first research question was posed to determine students’ level of WTC in English
inside the classroom. Since the interpretation of the results of quantitative analyses

conducted with scales were complicated, the researcher followed various statistical
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procedures. First of all, the results obtained from tests of normality, namely the
Kolmogorov-Smirnov and Shapiro-Wilk tests were examined by the researcher. The
results (Table 4.1) that were obtained from Kolmogorov-Smirnov and Shapiro-Wilk
tests showed the data were normally distributed (p >.05). Therefore, the researcher

decided to run with parametric tests for further statistical analyses.
Table 4.1.

The Results of Normality Tests

Kolmogorov-Smirnov? Shapiro-Wilk

Total WTC in English
Statistic df Sig.  Statistic df Sig.

.051 202 200" 991 202 222

a. Lilliefors Significance Correction
*, This is a lower bound of the true significance

In order to determine students’ level of WTC, the total scores, which were indicated on
the five-point WTC scale by the students, were calculated as a first step. Then, the mean
WTC scale score was calculated by means of descriptive statistics provided by SPSS
software. Since the scale had 27 items and 5-point rating system, scores to be obtained
from the WTC in English scale ranged from (27 x 1) 27 for minimum to (27 x 5) 135
for maximum. The analysis of descriptive statistics revealed that minimum score
indicated by the participants was 40 for WTC in English Scale (M = 89.77,
SD = 17.84). The maximum score, which was indicated on the scale by the participants,
was calculated as 128 (Table 4.2).

Table 4.2.

Mean Score for Total WTC in English Scale

Variable N Minimum Maximum Mean SD

Total WTC in English 202 40.00 128.00 89.772 17.84

The descriptive statistics showed that the overall WTC level of the participants
(M = 89.77, SD = 17.84) was between moderate and high cutoff points. The cutoff

points were determined by dividing the total score of 135 -the maximum score to be
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obtained from the WTC scale- into four categories. Accordingly, a total score of more
than 108 per participant indicated high WTC level. Total scores of more than 81 and 54
per participant indicated moderate and low WTC in English respectively. Scores which
are less than 54 were considered as very low. The students were also grouped according
to their WTC levels. Descriptive statistics provided the frequencies of the students
according to their levels of WTC (Table 4.3).

Table 4.3.

Frequencies of Students in terms of Their Levels of WTC in English

WTC in English Level Frequencies of Students
High Level WTC in English 28

Moderate Level WTC in English 113

Low Level WTC in English 52

Very Low Level WTC in English 9

Students” WTC levels were presented in four categories: High, Moderate, Low and
Very Low. Accordingly, fifty-two of the participants (N = 202) had low level WTC in
English, whereas nine of them had WTC level below the low level. It was also indicated
that one hundred thirteen and most of the participants (N = 202) had moderate level of
WTC. Besides, 28 of the participants (N = 202) scored high in the study.

Table 4.4.

Results of T-test and Descriptive Statistics for WTC in English by Gender

Variable Gender n Mean SD t p

WTC Male 133 88.65 17.49

TOTAL -1.238  .217
Female 69 91.92 18.43

Since the participants were naturally divided into two categories according to their
gender, whether there was a significant difference in students’ overall level of WTC in
English with regard to their gender was investigated. The results of the independent

samples t-test (Table 4.4) revealed that students’ overall WTC mean score did not differ
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significantly with regard to their gender (p > 05). The overall mean score obtained from
WTC in English scale for male students was 88.65 and for the females was 91.92, which
indicated that both male and female students were moderately willing to communicate

in English inside the classroom.

4.2. The Results of the Independent T-Tests

Independent t-tests were conducted in order to find out whether there was a significant
difference in learners” WTC in English inside the classroom with regard to some
grouping variables like, university department, education type (Day and Evening),
proficiency groups, abroad experience, taking private course. Before conducting
statistical analyses, students were previously grouped into two categories according to
their level of proficiency: elementary and pre-intermediate. Therefore, the researcher
thought it was better to calculate the mean scores for each group separately in order to
better understand whether or not there was a significant difference in students” WTC
level in English with regard to grouping variables, namely elementary and

pre-intermediate.
Table 4.5.

Results of T-test and Descriptive Statistics for WTC in English by Proficiency Groups

Variable Proficiency n Mean SD t p
Groups

WTC Elementary 118 89.03 17.53

TOTAL -.696 487

Pre-Intermediate 84 90.80 18.31

RQ1-a: Is there a significant difference in students’ level of WTC with regard to their

English proficiency groups?

The analysis of the data showed that both elementary and pre-intermediate level
students were moderately willing to communicate in English inside the classroom.
According to the results of independent t-test (Table 4.5), there was no significant

difference between students in Elementary groups (M = 89.03, SD = 17.53) and



61

students in Pre-intermediate (M = 90.80, SD = 18.31) in terms of WTC scores at the .05
level of significance (p = .487). However, the mean score of the pre-intermediate group
was slightly higher than that of the elementary group. It was seen that proficiency group
variable did not significantly affect learners’ willingness to communicate in English

inside the classroom.

RQ1-b: Is there a significant difference in students’ level of WTC with regard to their

university departments?

That question was asked to find out whether or not there was a significant difference in
students’ level of WTC in English with regard to their university departments. The
students who gave written consent to participate in the present study were recruited
either in Faculty of Engineering or Faculty of Economics and Administrative Sciences.
Due to the fact that there was not a balance in the number of participants in terms of
their university departments, they were grouped into two categories based on their
faculties. In order to find out whether or not the students differ in their overall level of
WTC in English with regard to their faculties, an independent samples t-test was carried

out by the researcher.
Table 4.6.

Results of T-test and Descriptive Statistics for WTC in English by University Department

Variable University n Mean SD t p
Department
Faculty of 81 88.41 17.36
Engineering
WTC -.881 379
TOTAL
Faculty of 121 9067 1817
Economics

The analysis of the data showed that students who were registered in the Faculty of
Engineering and Faculty of Economics and Administrative Sciences were moderately
willing to communicate in English inside the classroom. According to the results of
independent t-test, there was no statistically significant difference between the two
groups in terms of WTC total scores (p > .05). The result of the independent t-test was

presented in the Table 4.6.
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Table 4.7.

Results of T-test and Descriptive Statistics for WTC in English by Abroad Experience

Variable Abroad n Mean SD t p
Experience
WTC Yes 31 90.64 15.83
TOTAL .295 .768
No 171 89.61 18.22

RQ1-c: Is there a significant difference in students’ level of WTC in terms of abroad

experience?

According to the results of independent t-test (Table 4.7), there was no statistically
significant difference in students WTC level in terms of having or not having abroad
experience (p > .05). However, students who had an abroad experience (M = 90.64,
SD = 15.83) were slightly more willing to communicate in English inside the classroom
compared to students with no abroad experience (M = 89.61, SD = 18.22). Since
speaking and writing are considered as productive skills, it can be concluded that
students who had an abroad experience were slightly more interested in language

production than others were.
Table 4.8.

Results of T-test and Descriptive Statistics for WTC in English by Taking Private Course

Variable Taking Private n Mean SD t p
Course
WTC Yes 39 93.64 18.66
TOTAL 1.512 132
No 163 88.84 17.57

RQ1-d: Is there a significant difference in students’ level of WTC in terms of taking

private courses?

In the scope of the study, the participants were asked whether or not they had taken
private courses outside the school. It was seen that some of the students (n = 39) had

taken private courses outside the school. The results which were given in the Table 4.8
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indicated that there was no statistically significant difference in students’ WTC in
English scores in terms of whether or not taking private courses. According to the
results of the independent samples t-test, it was clear that WTC mean score for the
students who had taken private courses outside the school (M = 93.64, SD = 18.66) was
slightly higher than the mean score for others (M = 88.84, SD = 17.57). However, that
difference was not at significant level. It was concluded that the effect of taking private

courses was not significant on students’ WTC in English level.
Table 4.9.

Results of T-test and Descriptive Statistics for WTC in English by Education Type

Variable Education Type n Mean SD t p
WTC Day Education 57 90.78 20.42
TOTAL .064 .949

Evening Education 64 90.57 16.06

RQ1-e: Is there a significant difference in students’ level of WTC with regard to

education type (day and evening)?

Since the School of Foreign Languages offered evening education for students who
were registered in the Faculty of Economics and Administrative Sciences, the data
which were gathered from those students were used for this test. Students from other
departments were excluded from the dataset for this particular analysis. The data
gathered from the students were divided into two categories, namely day and evening
education types. According to the results of independent t-test (Table 4.9), there was no
significant difference in students” WTC level with regard to education type (p > .05). It
was seen that the level of WTC for students who were taking daytime courses and for

the ones taking evening classes were similar.

Briefly, the analysis of the data showed that variables like university department, abroad
experience, private course and education type did not significantly affect the
participants’ WTC in English inside the classroom. However, larger sample size may
lead different results in further studies. For example, the number of the students who
took private courses outside the school was less than that of those who did not. A

similar case was observed with the private course variable.
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4.3. The Descriptive Statistics for WTC in English Scale

RQ2: What are the Turkish EFL preparatory school students’ perceptions of their WTC

in terms of listening, speaking, reading, and writing skill areas?

For the second research question, data were gathered by means of the 27-item WTC
scale from 202 preparatory school students. Due to the fact that the scale had four
dimensions with individual items, mean score was calculated for each item and
investigated separately. The mean score for each item and factor was calculated by

means of descriptive statistics.
Table 4.10.

Descriptive Statistics for Factors of the WTC in English Scale

Factors Means SD

Reading WTC 3.71 .882
Listening WTC 3.58 .864
Speaking WTC 3.19 765
Writing WTC 3.00 875

Note. *1.00-2.33: Low; 2.34-3.67: Moderate; 3.68-5.00: High

Descriptive statistics provided mean scores for WTC in English Scale. When looked at
the mean scores for each factor (Table 4.10): writing factor (M = 3.00, SD=.875)
speaking factor (M = 3.19, SD = .765), listening factor (M = 3.58, SD = .864), and
reading factor (M = 3.71, SD = .882), it was seen that the factor with the lowest mean
score was willingness to write in English inside the classroom. Writing dimension was
followed by the speaking dimension. Findings also showed that the factor with the
highest mean score was willingness to read in English (M = 3.71, SD = .882). It was
revealed that students were highly willing to read in English whereas they were

moderately willing to write, speak, and listen in English.

Descriptive statistics provided mean scores not only for the factors but also for the
individual items. Since the WTC scale had four dimensions as willingness to speak in
class, willingness to read in class, willingness to write in class, and willingness to listen
in class, the mean scores for the items of the each factor were presented in separate

tables.
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Table 4.11.

Descriptive Statistics for the Items of the Willingness to Speak in Class Sub-scale

Items Mean  SD
1. Speak in a group (3-4 students) about your summer vacation 329 1.09
2. Speak to your teacher about your homework assignment 276 118
3. Have a conversation with a foreigner (e.g., teacher, student) 383 1.05

if he/she wanted to talk to you
4. Ask for instructions and clarification from the teacher when 3.64 1.08
you are confused about a task

5. Talk to a friend while waiting in line (e.g., in activity breaks, 282 1.25
while waiting for the teacher)

6. Be an actor in a play (e.g., drama, role-play) 273 139

7. Describe the rules of your favorite game 3.04 131

8. Play a game in English (e.g., Monopoly, Word Describing) 342 125

When looked at means presented in the Table 4.11, it was seen that the lowest mean
under speaking dimension was item 6 “Be an actor in a play (e.g., drama, role-play)” (M
= 2.73, SD = 1.39). Item 2 “Speak to your teacher about your homework assignment”
(M =2.76, SD = 1.18) and item 5 “Talk to a friend while waiting in line (e.g., in activity
breaks, while waiting for the teacher)” (M=2.82, SD=1.25). The study revealed that the
participants did not show much willingness to participate in role-playing; speak to

teacher about homework assignment; to talk to a friend while waiting in the classroom.

On the other hand, the item with the highest mean under speaking dimension was item 3
“Have a conversation with a foreigner (e.g., teacher, student) if he/she wanted to talk to
you” (M = 3.83, SD = 1.05). It seems that the participants have great readiness to
communicate with foreign teachers and students. In line with this finding, it was also
revealed that the participants were moderately willing to ask for instructions and
clarifications from teacher when they were confused about a task. Item 4 “Ask for
instructions and clarification from the teacher when you are confused about a task”
(M = 3.64, SD = 1.08) followed item 3. Item 8 “Play a game in English (e.g.,
Monopoly, Word Describing)” (M = 3.42, SD = 1.25), and item 1 “Speak in a group
(3-4 friends) about your summer vacation” (M = 3.29, SD = 1.09) followed item 4.
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According to the findings of the present study, the participants were moderately willing
to speak about summer holiday in a small group and play a game in English. In addition,
the mean score (M = 3.04, SD = 1.31) for item 7 “Describe the rules of your favorite
game” was found at moderate level, which meant that the participants were moderately

willing to describe the rules of their favorite games in the classroom.
Table 4.12.

Descriptive Statistics for the Items of the Willingness to Read in Class Sub-scale

Items Mean  SD
9. Read a short story 3.64 113
10. Read easy paragraphs or articles 3.73 1.09

11. Read a letter or note from a foreign pen pal written in English 3.66 1.20

12. Read personal letters or notes written to you, in which the 3.70 116
author has used simple words and constructions

13. Read an advertisement in the paper and find good 362 111
merchandise you can buy

14. Read reviews for popular movies 388 111

As it was seen in the Table 4.12, the item with the highest mean under reading
dimension was item 14 “Read reviews for popular movies” (M = 3.88, SD = 1.11),
which meant that the participants were highly willing to read reviews for popular
movies. It was also seen that reading reviews for popular movies attracted the
participants. Item 10 “Read easy paragraphs or articles” had also high mean, which
meant that the participants were highly willing to read easy paragraphs and articles
(M = 3.73, SD = 1.09). In addition, the item 12 “Read personal letters or notes written
to you, in which the author has used simple words and constructions” received high

score from the participants.

The participants were also found highly willing to read personal letters or notes written
to them, in which the author uses simple words and constructions (M = 3.70,
SD = 1.16). Furthermore, the findings showed that, the item with the lowest mean under
reading dimension was item 13 “Read an advertisement in the paper and find good

merchandise you can buy” (M = 3.62, SD = 1.11). However, this does not mean that
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their willingness to read an advertisement in order to find good merchandise to buy is
low. Item 9 “Read a short story” (M = 3.64, SD = 1.13) and item 11 “Read a letter or
note from a foreign pen pal written in English” (M = 3.66, SD = 1.20) followed item 13.

Table 4.13.

Descriptive Statistics for the Items of the Willingness to Write in Class Sub-scale

Items Mean  SD
15. Write an advertisement to sell old merchandise (e.qg., bike) 266 119
16. Write down the instructions about your favorite hobby 353 119
17. Write a paper about your favorite animal and its habits 324 118
18. Write a short story 322 125
19. Write a letter to a friend 3.04 131
20. Write a short newspaper article 278 115
21. Write the answers to a “fun” quiz in a magazine or book 3.04 117
22. Write down the list of tasks you must do tomorrow 245  1.29

The analysis of the data revealed that writing factor had received the lowest mean in the
study. However, this does not mean that students are unwilling to write in English inside
the classroom. When looked at the mean scores presented in the Table 4.13, it was seen
that item 16 “Write down the instructions about your favorite hobby” (M=3.53,
SD=1.19) had the highest mean under writing dimension. Item 17 “Write a paper about
your favorite animal and its habits” (M=3.24, SD=1.18) and item 18 “Write a short
story” (M=3.22, SD=1.25) followed item 16. The findings revealed that students were
moderately willing to write about their favorite activities; to write a paper about their

favorite animal; and to write a short story.

In addition item 19 “Write a letter to a friend” (M=3.04, SD=1.31) and item 21 “Write
the answers to a “fun” quiz in a magazine or book” (M = 3.04, SD = 1.17) had similar
mean scores. It seems that the participants are somewhat willing to write a letter to a
friend and give written answers to a fun quiz. On the other hand the item with the lowest
mean score was item 22 “Write down the list of tasks you must do tomorrow” (M=2.45,
SD=1.29). As it was seen in the Table 4.8, item 15 “Write an advertisement to sell old
merchandise (e.g., bike)” (M=2.66, SD=1.19) and item 20 “Write a short newspaper
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article” (M=2.78, SD=1.15) also had mean scores near low level. It seems that
participants did not show much willingness to make a list of tasks they must do; to write

an advertisement to sell something; and to write a short newspaper article.
Table 4.14.

Descriptive Statistics for the Items of the Willingness to Listen in Class Sub-scale

Items Mean  SD
23. Listen to instructions in English and complete a task 336 111
24. Try to understand a meal recipe told in English 325 1.28
25. Listen to information and fill out a form 3.27 115
26. Take directions from an English speaker 3.74  1.04
27. Try to understand what you heard in an English movie 426 991

In general, students were found moderately willing to listen in the classroom. Since
listening help students access to input, students’ willingness to listen (actively) in the

classroom can facilitate their language acquisition process.

When looked at the mean scores presented in the Table 4.14, it was seen that the highest
mean score was obtained from item 27 “Try to understand what you heard in an English
movie” (M = 4.26, SD = .991), which meant that the participants showed high
willingness to try to understand what they heard in an English movie. It seems that most
of the participants want to pay attention to what they hear while watching English
movies. This tendency might also be related to entertaining nature of movies. Item 27
also received high scores both from male (M = 4.26, SD = .983) and female (M = 4.27,
SD = 1.01) students.

Item 26 (M = 3.74, SD = 1.04) “Take directions from an English speaker” followed
item 27. That finding indicated that students were highly willing to take directions from
speakers of English. In general, students were willing to communicate with English
speaking people. The item with the lowest mean under listening dimension was item 24
“Try to understand a meal recipe told in English” (M = 3.25, SD = 1.28). However, the
mean score for this item was between moderate and high levels considering the whole

scale.
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When looked at the mean scores for Item 23 “Listen to instructions in English and
complete a task” (M = 3.36, SD = 1.11) and Item 25 “Listen to information and fill out a
form” (M = 3.27, SD = 1.15), it was seen that the students had moderate level

willingness to perform these tasks.

4.4. The Analysis of the Relationship between WTC and Self-Efficacy in English

RQ3: What is the relationship between Turkish EFL preparatory school students’ levels
of WTC and self-efficacy in English?

For the third research question, an attempt was made to figure out whether or not there
was a statistically significant relationship between students’ level of WTC and
Self-efficacy in English. To answer the second research question, students’ level of
Self-efficacy was determined by calculating the overall mean score for the self-efficacy
scale as a first step.

Before conducting a further statistical analysis, the normality assumption related to self
efficacy scale was checked through Kolmogorov-Smirnov and Shapiro-Wilk tests.
According to the results of normality tests, namely Kolmogorov-Smirnov and
Shapiro-Wilk, the data were normally distributed and therefore were found suitable for

further statistical analyses.
Table 4.15.

Descriptive Statistics for WTC and Self-Efficacy in English Scales

Variable N Minimum Maximum Mean SD
Total Self-efficacy in English 202 1.29 4.88 3.28 674
Total WTC in English 202 1.46 4.75 3.30 .660

Before conducting the correlation analysis, mean scores for each scale were worked out.
The total mean scores for Self-efficacy in English (M = 3.28, SD = .674) and WTC in
English (M = 3.30, SD = .660) were calculated through descriptive statistics in SPSS
Statistics software (Table 4.15). It was seen that there was a slight difference between

students’ overall means of WTC and Self-efficacy in English.
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Findings related to the second research question were obtained via the Pearson’s
correlation -also known as “Product Moment Correlation Coefficient” (PMCC) - which
was computed to explain the strength of correlation between students” WTC and
Self-efficacy in English. In statistics, Pearson’s correlation is a value ranging between
+1 and -1 and indicates the strength of the linear relationship between the variables.
Different guidelines for interpreting Pearson’s correlation coefficient can be found in
the literature. In principle, a value, which is greater than 0 indicates the presence of
positive correlation between the variables. On the contrary, a value below 0 indicates
the presence of negative correlation between the variables. A value of 0 demonstrates
that there is no relationship between the variables. Furthermore, a value near 1 is
generally considered the indicator of strong positive correlation. Yet, the interpretation

of the correlation coefficient was made according to recommended guidelines.

To explain the strength of the correlation between the two variables, the researcher drew
on the suggested values in the work of Evans (1996). The values were defined as

follows:

e .20-.39 as “Weak”

e .40 - .59 as “Moderate”
e .60 -.79 as “Strong”

e .80-.1as “Very strong”

Table 4.16.

Correlation between Students’ WTC and Self-Efficacy in English.

Correlation

Variables Mean SD 1L.WTC 2.Self-efficacy
1. WTC in English 3.30 .660 1 .68**
2. Self-efficacy in English ~ 3.28  .674 68** 1

** Correlation is significant at the 0.01 level (2-tailed).

To find an answer to the second research question, the strength of the linear relationship
between the two variables was measured via correlation analysis. Since the data were
gathered by means of two scales that had similar rating system, and the data were

normally distributed, it was decided to compute the Pearson’s coefficient to measure the
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strength of the relationship between students” WTC and Self-efficacy in English. The

correlation analysis and normality tests were carried out by means of SPSS Statistics.

According to the results of the correlation analysis (Table 4.16), there was a strong
positive correlation between students” WTC (M = 3.30, SD = .660) and Self-efficacy in
English (M = 3.28, SD = .674), r = 0.687, N = 202, p < .001. When the results were
examined, it was seen that increases in students’ self-efficacy in English correlated with

increases in their WTC in English in the present research setting.

In the scope of the study, the participants were also asked to evaluate their actual
English communication skills. They had three options to circle: good, moderate, and
poor. Some (n = 31) of the participants found their overall L2 communication skills as
“Good”. 127 and most of the participants found their overall L2 communication skills as
“Moderate”. 44 of the participants found their overall L2 communication skills as
“Poor”. In addition to the participants’ self-evaluation marks, their WTC means were
also presented (Table 4.17).

Table 4.17.

Participants’ Self-evaluation of Their Overall Communication Skills and WTC Means

WTC in English n Mean
Good 31 3.78
Moderate 127 3.35
Poor 44 2.81

Note. *1.00-2.33: Low; 2.34-3.67: Moderate; 3.68-5.00: High

The participants who evaluated their overall communication skills as “Good” had high
willingness to communicate in English inside the classroom (M = 3.78). In addition, the
participants who evaluated their overall communication skills as “Moderate” were
moderately willing to communicate in English (M = 3.35). The participants who
evaluated their overall communication skills as “Poor” had moderate WTC, but showed

less willingness to communicate in English (M =2.81) than others did.

The analysis of the data also showed that the students who circled “Good” had high
self-efficacy in English (M = 3.83). In addition, the students who circled “Moderate”
had moderate self-efficacy in English (M = 3.39). Those who circled “Poor” had a
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moderate but near low level self-efficacy in English (M = 2.58). However, they had less
self-efficacy in English when compared to other students.

4.5. Correlation between WTC and Self-Efficacy in English in terms of Four-Skills

RQ4: What is the relationship between Turkish EFL preparatory school students’ levels
of WTC and self-efficacy in English with regard to four skills (listening, speaking,

reading and writing)?

For the third research question, mean scores of the sub-scales were calculated as a first
step. Then, preliminary assumptions were checked for the correlation analysis. After the
assumptions were checked, Pearson’s correlation was computed to measure the strength
of the relationships among sub variables. The mean scores and correlation matrix for
sub-dimensions of WTC in English Scale and Self-Efficacy Scale for English were
presented in the Table 4.18.

The descriptive statistics demonstrated that writing factor had the lowest mean score in
both WTC (M = 3.00) and Self-efficacy (M = 3.17) scales. Moreover, speaking factor
had the lowest mean score after writing factor both in WTC (M = 3.19) and Self
efficacy (M = 3.22) scales. Yet, the scores were at moderate level. Similar results were
obtained from the two scales in terms of writing and speaking factors. According to the
findings, the mean score for reading sub-scale of WTC scale was high (M = 3.71). The
mean score for reading sub-scale of Self-efficacy scale was moderate (M = 3.35). The
mean score for listening sub-scale of WTC scale was moderate (M = 3.58). The mean

score for listening sub-scale of Self-efficacy scale was moderate (M = 3.38).

According to the results of correlation analysis, there was a moderate positive
correlation between students’ speaking WTC and speaking Self-efficacy (r = .544,
p <.001). In addition, students’ speaking WTC positively correlated with their reading
(r = .452, p < .001) and listening Self-efficacy (r = .462, p < .001). The correlations
were in the moderate range. The results also showed that there was a positive but weak
relationship between students’ speaking WTC and writing Self-efficacy (r = .340,
p <.001). Students’ speaking WTC also positively correlated with their reading WTC
(r = .510, p < .001), writing WTC (r = .544, p < .001), and listening WTC (r = .407,
p <.001).
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The correlation between students’ reading WTC and reading SE was found as positive
at moderate level (r = .526, p < .001). Similarly, the analysis showed that (Table 4.18)
students’ reading WTC positively correlated with their writing SE (r = .484, p < .001),
listening SE (r = .519, p < .001), speaking SE (r = .512, p < .001). The results also
showed that there was a positive correlation between students’ reading WTC and their
speaking WTC (r =.510, p < .001), writing WTC (r =515, p < .001), listening WTC

(r=.574, p <.001). The strength of correlations was found in moderate range.

The findings showed that students’ writing WTC and writing SE positively correlated
with each other. The correlation between the two variables was at moderate level
(r =.529, p <.001). In addition, students’ writing WTC positively correlated with their
speaking WTC (r = .544, p < .001), reading WTC (r = .515, p < .001), reading SE
(r = .449, p < .001), listening SE (r = .422, p < .001), speaking SE (r = .517, p < .001).
However, the results showed that there was a positive but weak linear relationship
between students’ writing WTC and listening WTC (r = .321, p <.001).

As for the linear relationship between students’ listening WTC and listening SE,
findings indicated that there was a moderate and positive correlation between the two
variables (r = .514, p < .001). Furthermore, students’ listening WTC positively
correlated with their speaking (r = .407, p < .001) and reading WTC (r = .574, p < .001).
It was also revealed that students’ listening WTC positively correlated with their
reading (r = .550, p < .001) and speaking SE (r = .438, p < .001). Yet, the correlation
between students’ listening WTC and writing SE was found positive but weak (r = .357,
p <.001).

The core findings can be summarized in a few sentences. First of all, the strongest
correlation was found between listening SE and reading SE. In addition, a strong
correlation was found between speaking SE and reading SE. However, a weak
correlation was found between listening WTC and writing WTC. Similarly, a weak
correlation was found between listening WTC and writing SE. The relationship between
speaking WTC and writing SE was also at weak level. The relationship between
listening WTC and reading WTC was at moderate level (near strong). The relationship
between speaking WTC and writing WTC was at moderate level. Furthermore findings
indicated that the relationships among sub-scales of WTC and SESE were at moderate
level. The relationship between listening WTC and reading SE was at moderate level

(near strong). A similar case was observed between speaking WTC and speaking SE.
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CHAPTER V

DISCUSSION, CONCLUSION, AND RECOMMENDATIONS

The present chapter is divided into three sections, namely discussion, conclusion and
recommendations. It aims to discuss major findings obtained from the current research
project. The differences and similarities between current study findings related to each
research question and the findings of previous studies are also discussed in the present
chapter. Then, the purposes and results of the entire study are restated, and conclusions
are drawn in the conclusion part. Finally, limitations of the study are restated and

recommendations are made for further studies.

5.1. Discussion

The present study was conducted at a state university located in Turkey. Data for the
main study were collected from purposefully selected preparatory school students
(N=202) by means of two scales and a demographics form. The data were organized in
SPSS software. According to the results of the reliability analysis, both WTC (o = .91)
and Self-Efficacy (o = .96) scales were found to be reliable. The four-factor structure
for WTC in English scale was assessed through confirmatory factor analysis. The

results indicated that the scales fit the models.

After the reliability and validity of the research instruments were tested, and the test
results were reported, the data underwent some statistical operations in line with the

research objectives. Objectives of the present study can be summarized as following:
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e To determine the participants’ level of WTC in English inside the classroom.
e To examine the participants’ WTC in English in specific classroom situations.

e To find out whether there is a significant difference in students’ WTC level with

regard to their level of proficiency.

e To find out whether there is a significant difference in students” WTC level in

terms of university department.

e To find out whether there is a significant difference in students” WTC level in

terms of whether they have been abroad before.

e To find out whether there is a significant difference in students” WTC level in

terms of whether they took private courses outside the school.

e To find out whether there is a significant difference in students’ WTC level with

regard to education types (day & evening).

e To investigate the strength of the linear relationship between the participants’
WTC and Self-efficacy in English.

e To investigate the strength of the linear relationship between the participants’
level of WTC and Self-efficacy in English with regard to English four skills
(listening, speaking, reading, and writing).

In the current study, it was revealed that the participants were moderately willing to
communicate in English. In the Turkish EFL context, different studies were also
conducted to determine students’ level of WTC. For example, Cetinkaya (2005) used a
12-item WTC scale. She adopted 12 items from the WTC scale, which was originally
designed in English by McCroskey (1992). Therefore, she translated the items into
Turkish. In her study, Cetinkaya (2005) focused on the speaking mode. In addition, she
reported that EFL preparatory school students who participated in her study were

somewhat willing to communicate in English.

In the present study, Turkish EFL university students’ WTC in English was measured in
terms of four skills. The analysis of the data showed that the students were moderately
willing to communicate in English inside the classroom. The findings of the present
study were in line with those of some previous studies (Bas6z & Erten, 2018; Merg,
2008).
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In Turkey, some researchers investigated ELT students” WTC in English levels. For
example, Sener (2014a) adopted items from several previous studies and designed a
questionnaire of WTC. She collected data from students who were majoring in English
Language Teaching department. She reported that students’ overall WTC level was
between moderate and high. In addition, Bursali and Oz (2017) investigated WTC and
Ideal L2 self among ELT students. In the work of Bursali and Oz (2017), the overall
WTC mean score for the participants was calculated as M=3.77, but found to be

unsatisfactory considering that they were majoring in ELT.

In the present study, gender effect on students’ level of WTC in English was
investigated due to the fact that the data were gathered from both male and female
students. The results of the independent samples t-test showed that there was not a
statistically significant difference in students’ level of WTC in English with regard to
their gender. That finding was in line with those of the previous studies conducted in
Turkey (Ekin, 2018; Hismanoglu & Oziidogru, 2017; Uyanik, 2018) and Iran (Valadi,
Rezaee & Baharvand, 2015). In the present study, both male and female students were
moderately willing to communicate in English inside the classroom. However, there

was no balance in the number of the students.

The second objective of the study was to examine the participants’ WTC in English in
specific classroom situations. To that end, the data gathered by means of a 27-item
WTC in English scale were analyzed through descriptive statistics. The findings
indicated that the item with the highest mean score was the item 27 “Try to understand
what you heard in an English movie” (M = 4.26, SD = .991). That item received high
scores not only from male students (M = 4.26, SD = .983) but also from the females
(M =4.27, SD = 1.01). Most learners of L2 have benefited English movies as a source

of input. In addition, watching English movies is an enjoyable activity.

In the present study, the participants were highly willing to try to understand what they
heard in an English movie. Different studies, which were conducted to examine
university level students” WTC in English, also indicated similar results (Baséz &
Erten, 2018; Bursali & Oz, 2017). That finding was also in line with that of Peng’s
(2007) study, which was conducted in the Chinese EFL context. It seems that EFL
learners are highly willing to understand what they heard when watching English
movies. Therefore, teachers can include watching English movies in extracurricular

activities, and derive different activities from those movies.
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In the present study, item 14 “Read reviews for popular movies” (M = 3.88, SD = 1.11),
item 3 “Have a conversation with a foreigner (e.g., teacher, student) if he/she wanted to
talk to you” (M = 3.83, SD = 1.05), and item 26 (M = 3.74, SD = 1.04) “Take directions
from an English speaker” also received high scores from the participants. Those
findings indicated that students were highly willing to read reviews for popular movies;
to speak to foreign teachers or students, and to understand directions given by English

speaking people.

Considering that EFL learners do not have many opportunities to have a conversation
with speakers of English, it is normal that they are willing to have a conversation with
foreigners such as language teachers and exchange students in order to practice their
oral communication skills. In addition, while reading the reviews for popular movies it
is very likely that learners come across different use of words and structures. Moreover,

the reviews can provide templates that help students write their own reviews.

When looked at the mean scores for each factor: writing (M = 3.00, SD = .875),
speaking (M = 3.19, SD = .765), listening (M = 3.58, SD = .864), and reading
(M = 3.71, SD = .882) it was seen that the factor with the lowest mean score was
willingness to write in English inside the classroom. That finding was in line with those
of Mer¢’s (2008) research. Merg (2008) reported that students showed less willingness
to write inside the classroom than they were to speak, read, and listen. Furthermore, the
analysis of the present data revealed that the factor with the highest mean score was
reading (M = 3.71, SD = .882). Mer¢ (2008) also obtained a similar result from his
study with university students.

It is natural that learners of English in the EFL contexts were willing to read and listen
inside the classroom since most of the activities were chosen from textbooks and
exercise sheets. The present study revealed that although they were not highly willing to
speak and write the students were somewhat willing to use the productive skills inside
the classroom. According to descriptive findings, item 22 “Write down the list of tasks
you must do tomorrow” received the lowest score from the participants (M = 2.45,
SD =1.29).

The findings revealed that participants were moderately willing to write an
advertisement to sell old merchandise (e.g., bike); to be an actor in a play; and to speak

to their teachers about their homework assignments. Participants of the present study
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were highly willing to have a conversation to a foreigner (e.g., teacher and student) and
to take directions from an English speaker. Apparently both listening to English
speakers and speaking to them were important for the study participants. The findings of
the present study also indicated that the participants were willing to be an actor in a
play. Yet, the item with the lowest mean under speaking dimension was “Be an actor in
a play (e.g., drama, role-play)” (M = 2.73, SD = 1.39). In different studies, students
were not highly willing to be an actor in a play (Bursali & Oz, 2017; Peng, 2007). In
their research paper, Bas6z and Erten (2018) reported that students had low willingness

to be an actor in a play.

A role-play is an activity, in which students pretend to be someone else taking on the
roles of different characters like a postal worker, doctor, and salesman. In drama and
role-play activities, students get the opportunity to produce L2 utterances. Nevertheless,
these activities work well particularly in learner-centered and fluency focused lessons.
In teacher-directed and accuracy based lessons, students can feel discomfort since they

feel themselves being evaluated and graded all the time.

The participants of the present study were divided into two proficiency groups namely,
elementary and pre-intermediate. Therefore, whether there was a significant difference
in students’ level of WTC in English with regard to their proficiency groups was under
investigation in the present study. When looked at the results of the independent t-test,
there was no statistically significant difference between the two groups in terms of
WTC total mean scores (p > .05). Similarly, Ekin (2018) reported that there was no

significant difference in students’ level of WTC in terms of their level of proficiency.

The present study participants were recruited either in the Faculty of Engineering or
Economics and Administrative Sciences. When looked at the WTC mean scores for
both groups, it was seen that their WTC scores were close to each other. Furthermore,
the present findings indicated that there was no significant difference between the two
groups in terms of their WTC in English levels. In the Turkish EFL context, different
WTC studies also examined the differences in students” WTC in English. For example,
the study of Hismanoglu and Oziidogru (2017) showed that the total WTC in English
score for Arts students was higher than that of Engineering students. In another study,
Uyanik (2018) reported that students’ level of WTC in English differed with regard to
their departments. Additionally, Uyanik (2018) attributed that difference to the

variations in lesson hours.
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In the present study, an independent samples t-test was conducted to examine the
difference in students’ level of WTC in terms of whether they had been abroad before.
The result of the independent samples t-test showed there was not a statistically
significant difference between students who had an abroad experience and the students
who had no abroad experience in terms of their level of WTC in English. However, the
students who had abroad experience had slightly higher willingness to communicate in
English compared to the students with no abroad experience. Uyanik (2018) reported
similar independent t-test results with regard to abroad experience variable. She stated
that having an abroad experience did not have a significant effect on students’ overall
level of WTC in English. Yet, students who had abroad experience showed slightly
higher willingness to communicate in English than students with no abroad experience
did.

In parallel with the current findings related to having abroad experience, the analysis of
the data showed that there was not a statistically significant difference between students
who were taking private English courses and the ones with no private course experience
in terms of their WTC in English. Nevertheless, students who were taking private
English courses showed slightly higher willingness to listen, speak, read and write in
English compared to students with no private course experience. This might be related
to the extra input support provided by the private tutors or native speaker teachers,
methodology of the course, and different authentic EFL activities used in private

courses.

In the scope of the present study an under-researched variable, education type (day and
evening) was investigated to find out whether there was a significant difference between
students who were taking traditional daytime classes and the ones who were taking
evening classes in terms of their level of WTC in English. The findings revealed that
there was not a significant difference in students’ WTC level with regard to their
education types (p >.05). The overall mean scores for both groups were similar, which

showed that the effect of education type on students’ level of WTC was not significant.

One of the important objectives of the present study was to investigate the strength of
the relationship between the participants’ WTC and Self-efficacy in English. The mean
scores of the participants for WTC and Self-efficacy in English scales were close to
each other. The findings showed that students had moderate level self-efficacy in
English. The correlation between the two variables was found positive at the significant
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level (p < .001). As for the strength of the linear relationship between the two variables,
the findings revealed that there was a strong positive correlation between students’
WTC in English (M = 3.30, SD = .660) and Self-efficacy in English (M = 3.28,
SD = .674), r = 0.687, N = 202, p < .001. In a different study conducted with high
school students, Tasdemir (2018) also reported that there was a moderate level positive
correlation between students” WTC and Self-efficacy in English.

The idea that self-efficacy could make a contribution to students’ WTC in English was
supported in different studies (Matsuoka, 2006; Pattapong, 2015; Yough, 2011; Zhong,
2013). In the present study, it was revealed that there was a strong positive relationship
between students” WTC and Self-efficacy in English. In addition, the participants who
evaluated their overall communication skills as “Good” had high WTC (M = 3.78) and
Self-efficacy (M = 3.83). In addition, the participants who evaluated their overall
communication skills as “Moderate” had moderate levels of WTC (M = 3.35) and Self
efficacy (M = 3.39). The participants who evaluated their overall communication skills
as “Poor” had moderate WTC (M =2.81) and Self-efficacy (M = 2.58) in English.

In addition to relationships between students’ WTC and Self-efficacy in English,
correlations were examined based upon the mean scores for sub-scales in order to dig up
further information about the relationship between students” WTC and Self-efficacy in
English. It was seen that all the variables were positively correlated with each other.
However, the analysis of the data showed that there was a positive but weak relationship
between students’ speaking WTC and writing Self-efficacy (r = .340, p < .001). A
positive but weak linear relationship was also found between students’ writing WTC
and listening WTC (r = .321, p < .001). As for the correlation between students’
listening WTC and writing Self-efficacy, a positive but weak relationship was found
(r=.357, p <.001).

In the present study, students’ overall level of Self-efficacy in English was found
moderate. They were also moderately willing to communicate in English. However, the
writing and speaking dimensions of the two scales received lower scores compared to
the scores of listening and reading dimensions. Similarly, in his study with high school
students Tasdemir (2018) reported that students felt themselves least efficacious in
writing and speaking. Tasdemir (2018) also added that those findings were also in line

with the findings reported in Yanar’s (2008) research paper.
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To sum up, WTC and Self-efficacy are variables that should be included in the studies
related to foreign language learning. One important point, which was also reported in
the previous studies, is that writing receives the lowest scores from Turkish EFL
students. Writing dimension also received the lowest score from the participants of the
current research project. In the light of the past and present findings, it is advisable that
further research into students” WTC and Self-efficacy in English should focus on the

writing dimension.

5.2. Conclusion

The present study was designed with using quantitative approach. The study mainly
aimed to investigate tertiary level EFL students” WTC in English. It also focused on the
communication inside the classroom in order to understand how WTC in English
worked inside the language classroom. In the scope of the study, variables like
proficiency level, university department, abroad experience, taking private course,
gender, education type were also investigated to find out whether or not they had a
significant effect on participants’ WTC in English. Additionally, WTC and Self-efficacy
in English levels of the participants were measured in terms of speaking, listening,
writing, and reading dimensions. Consequently, relationships among the variables were

analyzed and reported.

5.2.1. Summary of the Study

The present quantitative study primarily attempted to measure Turkish preparatory
school students’ level of WTC in English inside the classroom. To that end, literature
was reviewed as the first step. It was seen that in recent years researchers have focused
their studies on WTC in English in different EFL contexts. In addition, they have
attempted to investigate the interplay between WTC and other previously developed
constructs instead of proposing new constructs. Furthermore, researchers used either
modified or translated versions of the original scales as measurement tools by taking the

contextual differences into account.
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In the light of the recommendations given in the literature, learners’ WTC in English
was examined in terms of the four skills of reading, writing, listening, and speaking in
the present study. Students” WTC in English was measured by means of the modified
version of the 27-item WTC scale, which was developed by Macintyre et al. (2001).
Since the original WTC scale was developed for French immersion students, the scale
was adapted to the Turkish EFL preparatory school context. Some of the items were
modified to make them familiar to Turkish EFL learners. Modifications were initially

done in English, the target language.

Different studies on WTC, which utilized adapted or modified WTC scales as
measurement tools, were reviewed and benefited in the adaptation process. The
modified English version of the WTC scale was administered to a group of ELT
students and reliability analysis was conducted with the data gathered from those
students. Then, the new version of the scale was translated into Turkish, the native
language of the participants in order to prevent any misunderstanding.

Turkish version of the WTC scale was administered to a group of students who were
studying at the preparatory school in order to pick out the ambiguous items and timing
problems. In order to get a deeper insight into how newly adapted scale worked in the
Turkish EFL context, the researcher carried out a pilot study with 204 preparatory
school students. With the data collected from those students factor analysis was
conducted to reveal underlying factor structure of the WTC scale. Then, the suggested
four-factor structure was confirmed via confirmatory factor analysis. Confirmatory
factor analysis was conducted with the data collected for the main study. The fit

statistics for four-factor WTC scale were in acceptable range.

Since the Self-efficacy and WTC were similar constructs, it was thought that the data
gathered by means of WTC and Self-efficacy scales would enrich the research findings.
The present study also utilized a 34-item self-efficacy scale to determine students’ level
of self-efficacy in English. The Self-efficacy scale used in the current study was
validated in different studies (Ustiinliioglu et al., 2018; Yanar & Biimen, 2012). The

results of factor analyses confirmed the validity of the four-factor structure.

The data for the main study were collected purposively selected 202 students who were
studying in English preparatory school at MSKU. That research site was chosen due to

its geographical proximity to the researcher. Participants were purposively selected
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based on the criteria of easy accessibility. The participants were well informed about the
aim of the study, the identity of the researcher, and privacy issues. Additionally, a
consent form was attached to the measurement tools. Since the age of the participants

was either 18 or older, there was no need for taking their parents’ consent.

The data were loaded into a personal computer and analyzed by means of SPSS
Statistics 20.0 software. Exploratory factor analysis, frequencies, percentages, mean
scores, standard deviations, parametric tests, and correlation analysis were conducted
with SPSS Statistics. Confirmatory factor analysis was carried out with SPSS Amos
25.0 software. Statistical procedures were followed and tests were performed to find
answers to each research question. According to the descriptive statistics of the WTC
scale, students were moderately willing to communicate in English inside the
classroom. Furthermore, they were found to have higher willingness to listen and read
in English compared to their willingness to speak and write. The descriptive statistics
presented similar findings for students’ self-efficacy in English. In other words, similar

results were obtained from the two scales.

The results of the analysis revealed that the students had moderate levels of WTC and
Self-efficacy in English. When looked at the results of the correlation analysis, a strong
positive correlation was observed between students’ WTC and Self-efficacy in English.
The analysis of the data indicated the presence of positive correlations among the sub
scales. Nonetheless, weak correlations were found between students’ speaking WTC
and writing Self-efficacy, between students’ writing WTC and listening WTC, and
between students’ listening WTC and writing Self-efficacy. Furthermore, writing factor

received the lowest scores from the participants in the present study.

According to the results of independent t-tests, gender, abroad experience, private
courses, education type (day and evening), and department did not have significant
effect on students” WTC in English. However, students who had abroad experience and
were taking private courses, had slightly more willingness to communicate in English.
The findings of the present study cannot be generalized to the whole Turkish EFL

context but can provide valuable information to be discussed in further studies.

In conclusion, different studies were conducted to reveal the underlying factors that
could contribute to foreign language learning process. In the present study, learners’

WTC in English was investigated. The emphasis was not only on oral communication
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but also on other language skills: reading, writing, and listening. The findings obtained
from the WTC scale was combined with those retrieved from the Self-efficacy scale,

which made it possible to strengthen the research results.

5.2.2. Implications for Classroom Practice

Findings of the present study have some implications both for teachers and for
researchers working in different EFL contexts, particularly in the Turkish EFL context.
With regard to study findings, one important point was that both male and female
participants of the present study showed high willingness to try to understand what they
heard in English movies. It can be said that the students feel affinity with some activities
such as playing games in English and watching English movies and TV series. English
movies are important sources of L2 vocabulary and culture. Additionally, by watching
English movies students can improve their English pronunciation and develop
familiarity with different accents. According to Dornyei (1994), showing English films

or playing English music can trigger integrative motivation.

It is important that students should be provided with as much English input as possible
in language classrooms. The input should also be comprehensible to students (Krashen,
1982). In other words, the English input should be understood by the students. Learners
can receive input from many alternative sources. For example, they can receive input by
reading English short stories and watching English movies, and playing games in
English. Movies can help learners improve their pronunciation. In addition, role playing
activities can be designed around the movie or story characters. While playing games in

English, learners can get the opportunity to negotiate meaning.

In foreign language classrooms, teachers generally use short stories, newspaper articles,
films as authentic materials. In the present study, the participants were found to be
willing to listen and read in different classroom situations. Listening and reading
materials shouldn't be used merely as a tool for entertainment. Instead, they should be
accompanied with follow-up activities in the integration of four skills. Moreover,
learners’ foreign language learning can be supported with planning some attractive co
curricular and extra-curricular activities. Since technology attracts learners, it is also

important for teachers to integrate technology use into the classroom. Today, smart
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boards and projectors can be used to support the teaching of integrated skills with more

interactive experiences in the classrooms.

In the Turkish EFL context, students mostly complain about not finding opportunities to
communicate in English or have little chance to talk to L2 speakers. In such a case,
student exchange programs provide learners with opportunities to practice their L2
skills. In the present study, the participants were willing to communicate with foreign
teachers and students using L2. Furthermore, native speaker teachers can help learners
improve their English communication skills. It is true that learners can practice their
skills speaking to foreigners. However, the importance of entering into conversation
with a native speaker stems not only from simple practice of language skills but also

from the input provided by the interlocutor.

Peng (2007) touches on an important point by stating that in the Chinese EFL context,
learners with high WTC in English do not miss any opportunities to communicate in the
target language. Similarly, in the present study, the participants were willing to
communicate with their foreign language teachers, and take directions from English
speakers. In addition, Yashima et al. (2004) report that in the Japanese EFL context, an
increasing number of high school students want to attend the study-abroad programs
and English courses.

Findings of the present study indicated that abroad experience and private courses did
not have significant influence on students’ WTC in English. Yet, this does not mean that
visiting other countries and taking private courses make no contribution to students’
WTC in English. It is likely that opportunity for going abroad and taking out of class

courses will promote foreign language learning.

In recent years, EFL course books have generally been designed to help students not
only improve their knowledge of grammar and vocabulary but also develop their four
basic communication skills. It is important that learners should be encouraged to
produce language as much as possible (Swain, 1985). Relying heavily on the
communicative approach in foreign language teaching, different learning materials were
designed to help learners develop communication skills. It was thought that students
could use communication skills when they need to communicate with English speakers
outside the classroom. However, EFL learners still avoid communicating in the target

language.
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Dornyei (1994) highly recommends increasing the attractiveness of the course
materials. In addition, he suggests that teachers should take students’ opinions about the
course materials. As a matter of fact, communicative approaches put the emphasis on
authentic materials and tasks rather than textbooks. In traditional language teaching
classrooms, learners’ low participation in classroom activities was generally attributed
to their low competence. However, in recent years, researchers have focused their

attention on affective factors.

The findings of the present study demonstrated that students were moderately willing to
communicate in English. They had also moderate level self-efficacy in English. As
such, it is highly likely that increase in students’ self-efficacy for English may also lead
to increase in their WTC and vice versa. However, it was seen that reading and listening
sub-dimensions of the scales received slightly higher scores compared to speaking and
writing sub-dimensions. Due to the fact that foreign language learners start their
learning with listening and reading, these skills receive more attention in earlier phases
of learning as a matter of course. Nevertheless, the importance of using speaking and

writing skills cannot be denied.

In the present study, students showed the least willingness to write in English. In
addition, many students call writing a difficult task. When they are speaking, people can
make use of facial expressions and body language. However, when they are writing,
they cannot use facial expression and body language to express their feelings and
thoughts. Besides, there is not much room for errors in written communication. At this
point, some issues such as error correction and accuracy based activity appear in

teachers’ minds.

In CLT approach, fluency comes first in all stages of learning. However, it is teacher’s
duty to decide whether or not to correct errors. Ellis (2005) highlights the importance of
L2 input in instruction. In addition, he adds that focus on meaning is of great
importance in successful instructed language learning. However, attention given to
grammar can also contribute accuracy in communication and therefore shouldn’t be
neglected (Ellis, 2005). Ellis (2005) suggests that learner output should be promoted in
language classrooms. Furthermore, the use of tasks can create more meaning focused
communicative classroom atmosphere (Ellis, 2005). For example, students can write a
review for an English movie after watching it. They can discuss the movie characters in

groups and negotiate meaning through role-plays.



88

However, the frequency of early language use can show variance depending on
vocabulary and structure knowledge. For example, beginner level students may not be
willing to write a formal petition in which they have to use formal writing rules and
sophisticated words. Similarly, they may not be willing to read and comprehend a
scientific article, which includes unfamiliar topics, words and sentence patterns.
Furthermore, students might show low participation to difficult tasks. Teachers should
consider students’ self-efficacy beliefs and willingness to communicate in L2 before
designing tasks and classroom activities. For example, if students have low willingness
to write a newspaper article, then the teacher can choose a different activity such as
writing a short story about familiar topics. If students have low self-efficacy in
understanding what they read in an academic paper, then the teacher can provide them
with easier articles. Teachers should also consider ways for motivating students to

express their thoughts in written communication.

Sener (2014a, 2014b) recommends that teachers should benefit from anxiety lowering
strategies in order to promote L2 communication in the classroom. She also suggests
creating a friendly atmosphere, in which learners are not afraid of being patronized by
more competent users of L2 in the classroom. In the Turkish EFL teaching context,
teachers spend most of their time preparing students for examinations. However, it is
also necessary to empower the development of communication skills in order to fuel
students’ academic success, chances of finding a good job, and willingness to
communicate in English. Therefore, it is important that learners should be encouraged to
produce language as much as possible (Swain, 1985). Yet, individual variations should
also be considered throughout the whole language teaching process, which in turn lead

to better learning experiences for learners.

So far, self-efficacy, self-confidence, willingness to communicate, language aptitude
and motivation have been studied extensively in IDs research area. The present study
also attempted to investigate student’s WTC in English. After reviewing theoretical
frameworks presented in the past research, the researcher decided to measure the
strength of the relationship between students” WTC and Self-efficacy in English with
regard to four basic language skills (listening, speaking, reading, and writing).

Proponents of CLT approach, focus on a skills-integrated syllabus (Richards, 2006). In
the integrated skills approach, communication skills that are used in real life are

emphasized and used in the classrooms to facilitate meaningful communication.
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Basically, communication entails the use of four fundamental language skills (listening,
speaking, reading, and writing) in harmony. However, there four skills also include
different micro skills (Richards, 2006).

In the scope of the study, participants were asked to evaluate their actual English
communication skills. The participants who circled “Poor” showed less willingness to
communicate in English than others did. This may be related to their low self-efficacy
level. In the study, the students who found their actual L2 communication skills as
“Poor” had a moderate level of L2 self-efficacy. However, their level of self-efficacy
was near low. Students are generally expected to use L2 in language classrooms
although they don’t have perfect communication skills. As such some future motivation
and efficacy expectation can help them deal with the difficulty in using underdeveloped

skills in different communicative situations.

Since the increase in students’ self-efficacy for English may lead to an increase in their
WTC, teachers can try to develop alternative ways to increase students’ self-efficacy.
This is the reason why self-efficacy is important for L2 learners. In order to increase
students’ self-efficacy, teachers can design communicative activities in small groups, in
which learners see their peers use foreign language communicatively and try to receive
feedback from them. This encourages students to use L2 through a peer driven

motivation. Therefore, both self-efficacy and WTC levels of the students may increase.

The present findings also indicated the presence of a strong positive correlation between
students’ WTC and Self-efficacy in English. Given that there was a strong positive
linear relationship between students” WTC and Self-efficacy in English, teachers had
better take these two variables into account while coping with the problems in foreign
language learning and teaching processes. Moreover, they can periodically examine
students’ self-efficacy and WTC in English by means of observations, interviews, and
scales during the term. By doing so, they can improve student achievement. The results
of the present study further indicated that there were positive relationships among the
sub-variables. Teachers, who want to teach language skills not in isolation, and to
combine receptive skills with productive skills, can revise their current practices

according to the interplay among four skills.

Each one of the four skills is important for students to be better FL communicators.

Besides, none of them should be neglected in foreign language classrooms. Speaking
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and writing skills, also called productive skills, are necessary for students to practice
what they learnt. Creating more opportunities for students to produce a FL can help
them practice and improve their communicative skills. In a similar way, variety in
sources of language input, which were provided by the teachers through listening and
reading activities, can also help learners develop familiarity with words and their
pronunciation. Consequently, teachers can encourage students to develop their

communication skills by choosing activities and tasks that will increase their WTC.

5.3. Recommendations

Findings of the present study were reported and discussed in the previous sections. The
researcher also compared the present findings to those from previous studies. Based on
the present findings and research limitations some recommendations can be made for a
future research. First of all, the present study adopted a quantitative research design.
Accordingly, the data were gathered by means of quantitative research tools. In view of
the need for further investigations regarding how WTC and Self-efficacy work in the
process of foreign language learning and use, further research can benefit from

qualitative findings in order to unveil the hidden aspects of WTC in a foreign language.

One important finding of the present study was learners’ high willingness to read in the
EFL classroom. According to another finding, the skill that participants showed the least
willingness was writing. Further research can examine the reasons for high willingness
to read in the EFL classroom by utilizing qualitative data gathering tools. In addition,
ways for designing activities to increase students’ willingness to write in the EFL

classroom can be studied using composition writing and in-class observations.

Secondly, the data were collected only from one state university in the present study. It
can be replicated with different samples from different universities. The differences
between private and state universities in terms of students’ WTC in English can also be
examined in a further research. Besides, the data can be collected participants from
different departments such as medicine and sport if it is possible.

Thirdly, using the present dataset, the researcher investigated the relationship between
students’ WTC and Self-efficacy in English. Since WTC and Self-efficacy are variables

that may fluctuate from time to time, they can also be studied periodically, especially in
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action research projects. In addition, investigation of different variables can be included
in a future research in order to propose new models for Turkish EFL learning context.

Lastly, the WTC scale, which was used in the present study, had good reliability. The
scale items were obtained from the work of Maclntyre et al. (2001) and adapted to
Turkish EFL context by considering the present preparatory school setting. The
four-factor structure was confirmed with the data collected from English preparatory
school students who were studying at MSKU. Although it was found reliable for the
current research project, this modified version of WTC scale might not work well in
other EFL university contexts. In addition, the scale may not be suitable for primary and
secondary school settings.

In conclusion, more research is needed to explain how WTC and Self-efficacy work
together in EFL learning contexts. Additionally, students’ willingness to communicate
in English outside the classroom can be added to further studies. Online communicative
situations can also be included in different quantitative studies. Since the main aim of
foreign language learning is to communicate, it is very likely that WTC will remain as

an important research topic.
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APPENDICES

Appendix 1: Participant Informed Consent Form

Katilimc Bilgilendirme Formu

Degerli katilimci,

Mugla Sitki Kogman Universitesinde “TURKISH STUDENTS’ WILLINGNESS TO
COMMUNICATE IN ENGLISH: AN ENGLISH PREPARATORY SCHOOL CASE”
baslikli bir tez calismasi yapmaktayim. Sizden bu tez caligmasina katilmaniz rica
edilmektedir. Bu ¢alisma, Mugla Sitki Kog¢man Universitesi, Yabanci Diller
Yiiksekokulu, Ingilizce hazirlik programi &grencilerinin Ingilizce iletisim kurma
becerileri ve istekliliklerini inceleyecektir. Boylece hem siz dgrencilerin daha etkili
Ingilizce iletisim kurmaniza katkida bulunmak, hem de akademik bir ¢alisma

gerceklestirmek i¢in veri toplamay1 amagliyorum.

Calisma dahilinde sizlerden iki 6l¢ek aracilifiyla bazi bilgiler toplanacaktir. Birinci
olgek, Ingilizce iletisim kurma istekliliginiz hakkinda bilgiler saglayacaktir. Ikinci 6lgek
ise sizlerin Ingilizce iletisim becerileri ile ilgili dz-yeterlik inancimizi inceleyecektir.
Ayrica, ¢alismaya baslamadan 6nce, sizlerden bazi kisisel bilgileriniz istenilecektir. Bu
bilgiler gizli tutulacak, bireysel degerlendirme ya da yargilama i¢in kullanilmayacaktir.
Toplanan bilgiler yalmizca bu ¢alisma kapsaminda kullanilacak, bagka bir yerde
kesinlikle kullanilmayacaktir. Boylece sizlere yoneltilen sorulara samimi ve igten
yanitlar vermeniz beklenmektedir. Bu calisma goniillii katiliminiza 6nem vermektedir

ve katilim istege baglidir. Sorular1 cevaplandirmaniz 15-20 dakikanizi alacaktir.

Calisma ile ilgili endiseleriniz olmas: halinde isteginiz dogrultusunda katiliminizi
sonlandirabilirsiniz. Eger ¢aligmaya katilmay1 diisiiniiyorsaniz liitfen onayinizi imza ile
belirtiniz. Bu ¢alisma ile ilgili daha fazla bilgiye ihtiya¢ duyarsaniz tez sorumlusu ya da

danigmam Dr. Ogr. Uyesi Sabriye SENER ile iletisim kurabilirisiniz.

Tez Sorumlusu: Kaan EROL Tez Damgmani: Dr.Ogr.Uyesi Sabriye SENER
GSM: 0553 214 46 44 Tel: 02522111776
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e Arastirma projesi hakkindaki bilgileri okudum anladim.

e Aragtirma ile ilgili sorularimi sorumlu kisilere istedigim zaman iletebilirim.

e Ilgili anketlerin veya toplanan verilerin giivenli bir yerde tutulacagi ve sadece
arastirmaci ve danigman tarafindan goriilecegini anlamis bulunmaktayim.

e Projeye katilimimu istedigim anda sonlandirip hakkimda toplanan tiim verilerin
yok edilmesini talep edebilecegim.

e Arastirmact/tez sorumlusu, gerekli gordiigiinde toplanan veriler ile ilgili

sorularini rizas1 dahilinde katilimciya iletebilecek.

Yukaridaki bilgileri okudum ve ¢alisma ile ilgili benden beklenenleri anladim. Bu

calismaya katilmak istiyorum.

Imza:



100

Appendix 2: Demographics Form

Kisisel Bilgiler

Bu boliim sizleri genel olarak tanimamiza yardimer olacak 11 sorudan olugmaktadir.

Her soruyu dikkatle okuduktan sonra secenekler arasinda size en uygun olanin

yanindaki kutucuga X koyarak isaretleyiniz veya ayrilan bosluga cevabinizi yaziniz.

O N o a B~ w M=

10.
11.

Adiniz Soyadiniz (Zorunlu Degil):
Cinsiyetiniz: [] Kadin L] Erkek

Uyrugunuz: [1 TC L] Diger (Yaziniz).......ouvveeiuininiiiiiiiinenn,

Yasmiz:

[J Birinci dgretim 6grencisiyim  [ikinci 6gretim 6grencisiyim
Seviyeniz:  [UBaslangi¢ (Elementary) [JAlt Orta (Pre-intermediate)

Universitede hangi boliimiin 6grencisi oldugunuzu yaziniz:

Hangi tiir (Diiz, Fen, Anadolu, Temel vb.) liseden mezun oldugunuzu

yaziniz:
Hig yurt disinda bulundunuz mu? LIEvet L] Hayir
Okul disinda 6zel Ingilizce kurslarina katildiniz mi?  [CJEvet L] Hayir

Ingilizce iletisim kurmada kendinizi nasil degerlendirirsiniz?

Olyi (] Orta CIK ot
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Appendix 3: Willingness to Communicate in English Scale (Turkish Version)

Ingilizce Tletisim Kurma Istekliligi Olgegi

Degerli katilimcilar, bu boliimdeki 6lgek yabanci dil siniflarinda Ingilizce olarak
iletisim kurmaya yonelik istekliliginizi yansitabilecek ifadelerden olusmaktadir.
Maddeler igerisinde Ingilizce iletisim kurabileceginiz durumlar belirtilmektedir. Sizlerin
belirtilen etkinlikleri yapip yapmadiginiz degil, yapmaya ne kadar istekli oldugunuz

Olciilecektir. Goniillii katiliminiz ve samimi yanitlariniz i¢in simdiden tesekkiir ederiz.

Asagida, Ingilizce iletisim kurma ile ilgili durumlarda

_belirt_ilt_en_ eylemleri  gerceklestirmeye ne sikhkta | 5 :i £ §
isteklisiniz? E] c | = 2|5
Not: Sag tarafta cevabinizi yansitabilecek secenekler ve | 5 | -5 < é 2
onlari temsil eden rakamlar bulunmaktadir. Maddelerin | = | T | 5 | -2 i
yanindaki  kutucuklar icinde bulunan rakamlardan i £ = < g
diigiincelerinizi en iyi yansitant yuvarlak i¢ine aliniz. .§ E 'GE) % = | g
=55 N = c -

T | 8| @ |

MADDELER 2281|182

Sinif icinde ingilizce konusma

1 Bir grup (3 - 4 6grenci) icerisinde yaz tatilin hakkinda 1 2 3| 41|s
konusmak

2 | Ogretmenin ile ev ddevin hakkinda konugmak 1 2 | 3] 4|5
Bir yabanci (6gretmen, 68renci vb.) seninle konusmak

3 |, T 1 2 | 3|45
istediginde onunla konusmak
Bir 6dev/gorev hakkinda kafan karistiginda

4 | .. o : 1 2 | 3|45
ogretmenden bilgi ve agiklama istemek

5 Sirada beklerken arkadasinla Ingilizce konusmak 1 9 3 4| 5
(etkinlik aralarinda, 6gretmeni beklerken vb.)

6 Bir rol oyununda (piyes, canlandirma vb.) oyuncu 1 > 1 31als
olmak

7 | Sevdigin bir oyunun kurallarin1 agiklamak 1 2 | 34|65
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Ingilizce bir oyun (Monopoly, Kelime anlatma vb.)

8 5
oynamak
Sinif i¢inde Ingilizce okuma (sessiz, kendine okuma)
9 | Kisa bir hikaye okumak 5
10 Kolay Ingilizce paragraflar, metinler ya da makaleler 5
okumak
11 Yabanci arkadasindan gelen Ingilizce bir not/mektubu 5
okumak
Yazarin kolay kelimeler ve gramer yapilar1 kullanarak
12 ... 5
sana yazdig1 kisisel mektup veya notlar1 okumak
13 Ingilizce bir ilan1 okumak ve satin alabilecegin iyi bir 5
tirtindi bulmak
Sevilen filmlerin incelemelerini veya 6zetlerini
14 5
okumak
Sinif icinde Ingilizce yazma
Eski bir esyayi (bisiklet vb.) satmak i¢in ilan
15 5
hazirlamak
16 | En sevdigin hobi ile ilgili agiklamalar yazmak 5
17 En sevdigin hayvanive 6zelliklerini anlatan bir metin 5
yazmak
18 | ingilizce kisa hikaye yazmak 5
19 | Arkadasina mektup yazmak 5
20 | Kisa bir haber metni yazmak 5
21 Bir dergide veya kitapta bulunan bulmaca/bilgi 5
sorularina cevaplar yazmak
Bir sonraki giin yapman gereken ddevlerin listesini
22 5
hazirlamak
Simif icinde Ingilizce dinleme
93 Ingilizce talimatlar1 dinlemek ve bir gdrevi yerine 5

getirmek
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24 | Ingilizce anlatilan yemek tarifini anlamaya calismak )

25 | Anlatilanlar1 dinlemek ve bir formu doldurmak 5

2 Ingilizce konusan birinin anlatt1§1 yer yon tariflerini 5
anlamak

27 Ingilizce bir film izlerken duyduklarini anlamaya 5

calismak
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Appendix 4: Self-Efficacy Scale for English

Ingilizce ile Tlgili Oz-Yeterlik Olcegi

Degerli katilimcilar, iiclincli bolimdeki 6l¢ek tliniversite hazirlik sinifi 6grencilerinin
Ingilizce dersi ile ilgili 6z-yeterlik algilarim belirlemek igin hazirlanmustir. Liitfen
Olgekte sunulan 34 ifadeyi dikkatli bir sekilde okuyup, size en uygun olan tercihi
belirtiniz. Her bir rakam bulundugu siitundaki secenegi temsil eder. Maddelerin
yanindaki  rakamlardan  bir  tanesini  yuvarlak igine alarak  sec¢iminizi

gerceklestirebilirsiniz. Goniilli katiliminiz igin tesekkiir ederiz.

Not: Degerli katilimcilar, Liitfen asagida belirtilen 34

. . . o . . B b o uG S
ifadeyi ‘dlkkath bir sekilde 01‘<uyup diistincelerinizi =3
yansitabilecek 5 secenekten size en uygun olan = 3
belirtiniz. Her bir rakam bulundugu siitundaki segenegi = 5 | 2
. . i . — c
temsil eder. Maddelerin yanindaki rakamlardan bir | g S |5 2 g
tanesini yuvarlak igine alarak se¢iminizi | = S | 2 Z | <
gerceklestirebilirsiniz. £13/358 5
©

o Slx |85 |8
INGILiZCE OKUMA 213 s | 3|38
1 | Ingilizce bir metin okudugumda anlayabilirim. 1 2 3 4 5

2 | Ingilizce akademik metinler okudugumda 6nemli
e 1 2 3 4 5

noktalar1 anlayabilirim.

3 | Okuduklarimi zihnimde canlandirabilirim. 1 2 3 4 5

4 | Okudugum Ingilizce metnin temasmi ya da ana
o - 1 2 3 4 5
fikrini bulabilirim.

5 | Ingilizce bir metinle ilgili sorular1 cevaplayabilirim. 1 2 3 4 5

6 | Okudugum Ingilizce bir metinde anlamim 5
bilmedigim sozciikleri tahmin edebilirim.

7 | Ingilizce bir metinde aradigim bilgiyi kolaylikla
bulabilirim.

8 | Ingilizce smavlarinin okuma béliimlerinde basarili
olacagima inaniyorum.
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INGILIZCE YAZMA

Iyi bir paragraf ya da kompozisyon yazabilirim.

10

Ingilizce bir paragraf ya da kompozisyon yazarken
dilbilgisi kurallarin1 dogru kullanabilirim.

11

Ingilizce bir metin yazarken noktalama isaretlerini
dogru kullanabilirim.

12

Ingilizce bir metin yazarken diisiincelerimi tam ve
acik olarak ifade edebilirim.

13

Bir seyi Ingilizce yazamadigimda, pes etmek yerine
sorunu ¢dzmek icin ¢aba sarf ederim.

14

Ingilizce yazarken 6nemli noktalar
vurgulayabilirim.

15

Ingilizce bir metni kendi ciimlelerimle yeniden
yazabilirim.

16

Giinliik yasamda kendimi Ingilizce yazili olarak
ifade edebilirim. (6zge¢mis, bagvuru formu, sikayet
mektubu vb.)

17

Ingilizce herhangi bir sey yazdiktan sonra
hatalarimin farkina varabilirim.

18

Ingilizce yazma ile ilgili verilen etkinlikleri
yaparken yardima ihtiya¢ duyarim.

INGILIZCE DINLEME

19

Ingilizce konusulanlar1 anlayabilirim.

20

Dinledigim Ingilizce konusmanin ana fikrini
cikarabilirim.

21

Dinledigim bir ciimledeki duygusal vurgular
anlayabilirim.

22

Ingilizce bir konusma dinledigimde bilmedigim
sozciiklerin anlamini tahmin edebilirim.

23

Ingilizce  bir  konusma  duyduktan  sonra
duyduklarimla ilgili sorular1 cevaplayabilirim.

24

Ingilizce televizyon kanallarini/filmleri izledigimde
dinlediklerimi anlayabilirim.
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25

Bir konusma dinledigimde resmi dil ile giinliik
konusma dilini ayirt edebilirim.

26

Ingilizce  bir okuma par¢asm  dinlerken
duyduklarimi dogru olarak yazabilirim.

27

Iki kisi arasinda gecen kisa bir Ingilizce konusmay1
anlayabilirim.

28

Ingilizce smavlarmin dinleme béliimlerinde basarilt
olacagima inaniyorum.

INGILIZCE KONUSMA

29

Giinliik yasamda gerekli ihtiyaglarimi Ingilizce’yi
kullanarak karsilayabilirim. (Yurt disinda
oldugunuzu diisiiniin, yer-yon bulma, alig-veris vb.)

30

Bir miilakatta kendimi Ingilizce olarak ifade
edebilirim. (Universiteye giris, is bagvurusu vb.)

31

Amaca ve duruma gore resmi ya da resmi olmayan
bir sekilde Ingilizce konusabilirim.

32

Ingilizce sorulan sorulara cevap verebilirim.

33

Karsimdaki beni anlamadiginda diisiincelerimi
baska sekilde ifade edebilirim.

34

Anadili Ingilizce olan bir kisinin anlayabilecegi
sekilde Ingilizce konusabilirim.
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Appendix 5: Research Permission Sheet (1)

Arastirma Izin Belgesi (1)

T.C.
MUCLA  MUGLA SITKI KOCMAN UNIVERSITEST REKTORLUGU
—~ - Egitim Bilimleri Enstitiisii Miidiirligii

Sayt: 59763365-302.14.00.00-191 20/03/2017

Konu:  Tez Isleri

YABANCIDILLER EGITIMI ANABILIM DALI BASKANLIGINA

Ilgi: Ogrenci Isleri Daire Bagkanligimnin 17.03.2017 tarihli ve 28677689-302.14.00.00-1117/4426 sayili yazist

Anabilim Dahimz, ingiliz Dili Egitimi Bilim Dali 1543120002 numarali tezli yiksek lisans 6grencisi
ismail Kaan EROL'un "Turkish Students’ Willingness to Communicate in English: An English Preparatory
Scholl Case"” baglikli tezinin veri toplama araglanm 2016-2017 Egitim-Ogretim Y1li Bahar Yanyilinda
Universitemiz, Yabanci Diller Yiiksekokulu hazirlik program égrencilerine uygulayabilmesi
Rektorlugimiizee uygun gorilmustir.

Bilgilerinizi ve geregini rica ederim.

g e-imzalidir

ProfDr. Ayse Rezan CECEN EROGUL
Enstitd Mudiiri

Bu belge 5070 sayilt Elektronik Imza Kanununa gire elektronik imzaile imzalanmigtr. Dogrulama Kodw: 781531-607461 http: /ibks.mu.edu.tr
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Appendix 6: Research Permission Sheet (2)

Arastirma Izin Belgesi (2)

T.C.

MUGLA  MUGLA SITKI KOCMAN UNIVERSITESI REKTORLUGU
Egitim Fakiiltesi Dekanhg:

Sayt: 89241861-302.08.00.00-451/172 28/02/2018

Konu:  Izin Isleri

MUGLA SITKI KOGMAN UNIVERSITESI REKTORLUGUNE

Tlgi: Egitim Bilimleri Bolim Baskanliginin 27.02.2018 tarthli ve 14988706-302.08.00.00-54 say1li yazis1

Universitemiz Egitim Bilimleri Enstittisii Yabanci Diller Egitimi Anabilim Dali Ingiliz Dili Egitimi
Bilim Dah tezli yiiksek lisans programi égrencisi ismail Kaan EROL 'un “Turkish Students' Willingness to
Communicate in English: An English Preparatory School Case” baghkl tez ¢aligmas: kapsamindaki lgekler
incelenmis olup uygulanabilirligi Dekanhimzca uygun gorilmuistir.

Bilgilerinizi ve geregini arz ederim.

’ e-imzalidir

Prof Dr. Mustafa Volkan COSKUN
Dekan V.

Bu belge 5070 sayilt Elektronik Imza Kanununa gire elektronik imzaile imzalanmigtir. Dogrulama Kodu: 923498-718565 http: ffbks.mu edu.tr

Mugla Sitki Kogman Universitesi Egitim Fakultesi Dekanligi 48000 KoteklidUGLA
Tel: 0(252)2111000- 0(252)2111761 Faks: 0(252)2111762 E-posta: egitimf@mu. edu.tr www egitim.rmu.edu. tr/
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